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Abstract 
 
Assessment, accountability, and strategic planning are all processes that are included in 
accreditation for colleges and universities.  For most colleges and universities, starting the 
reaffirmation process means identifying current assessment practices and reports from academic 
units and programs.  This paper discusses the lessons learned during a successful completion of 
the reaffirmation process with a regional accreditation entity.  The authors will present a model 
that includes an understanding of strategic planning, inclusion of faculty at all levels and affirms 
continuous learning and involvement in a dynamic process. Also included in the paper are 
additional tips and observations found useful by the authors and that could be useful to the 
reader. 
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Introduction 

     As technology develops, methods of training individuals with disabilities are evolving.   

Research on technology with regard to job placement training among individuals with disabilities  

has been minimal at best.  New interactive technologies such as desk-top virtual reality can  

enhance the job placement success rate.  Therefore, educational technologies must be evaluated  

to determine alternate means of preparing individuals with disabilities to accomplish specific job  

tasks.   

Purpose of the Research 

     The purpose of our study is to investigate how desk-top virtual reality environments assist  

high school students with disabilities in learning to complete a job task successfully. This  
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presentation will be a paper session describing our proposed research on this topic, specifically  

in a healthcare setting. We hope to show, through our research, the assistance of the virtual  

environments used during training enables persons with disabilities to transition smoother and  

more quickly to full independence in the workplace.  Through the data collected, we also  

anticipate to confirm that quality job training through the use of desk-top virtual reality  

environments improves the job performance of individuals with disabilities. During our  

presentation, we will show the actual desk-top virtual reality environment(s) created for this  

research, and demonstrate how the environment(s) will be used to train students.   

Problem Statement 

     New interactive technologies, such as desk-top virtual reality, can enhance the job placement  

success rate for individuals with disabilities.  Therefore, such technologies must be evaluated to  

determine alternate means of preparing individuals with disabilities to accomplish specific job  

task(s).   

Significance of the Research 

     This study is of incredible relevance to the job training and educational training industries.  

Persons with disabilities continue to need job training designed to develop specific skill sets for  

particular job tasks. The job training investigated in this study will equip students with the skills  

and training needed for employability.  By beginning this training while the students are  

finishing high school, the goals of the student and their needs for the transition from high school  

to post-secondary adult living are being developed as well.   This development will help students  

make a more seamless transition into post-secondary living, helping them become independent,  

contributing members of society.    

Conceptual Framework and Research Questions 

     The theoretical anchor for this study are found in Dales’s Cone of Experience and the  

conceptual frame is found in the Theory of Work Adjustment.  Dale’s cone of experience is a  
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model that incorporates several theories related to instructional design and learning processes.  

Edgar Dale theorized that learners retain more information by what they “do” as opposed to what  

is “heard”, “read”, or “observed”.  Recent advancements in desk-top virtual reality technology  

will allow individuals with disabilities to experience learning a job task by “doing”, repeatedly if  

necessary, in a safe and controlled manner.  Dale’s Cone proposed that (a) various types of  

learning experience and media representations vary in their concreteness, (b) more concrete  

forms of experience and media are truer and more complete representations of reality, and (c)  

more concrete media representations can facilitate learning, particularly when reality is complex  

and unfamiliar to learner (Dale, 1954).  One of the primary characteristics of virtual reality is the  

“trueness” of its presentation of the realty of a 3D environment and the spatial relationship of  

items within it.  The more accurate and realistic experience of a complex visual scene through  

virtual reality than would be possible with still imagery.  The conceptual frame in The Theory of  

Work Adjustment (TWA), describes the relationship of the individual to his or her environment.   

Within the TWA conceptual model work is conceptualized as an, (a) interaction between an  

individual and a work environment, (b) the work environment requires that certain tasks be  

performed, and the individual brings skills to perform the task, and (c) in exchange, the  

individual requires compensation of work performance and certain preferred conditions, such as  

a safe and comfortable place to work (Dawis, 1994).  Using both Dale’s Cone of experience  

theory and the Theory of Work adjustment the researchers attend to virtually combine job task  

operations and job environment with an element of authenticity which allows individuals with  

disabilities enhanced job readiness and vocational skills.   

     Research Question #1- When using desk-top virtual reality environments for training 
purposes, does it replace that of a live person- trainer, teacher, job coach etc.? 

     Research Question #2-   When using desk-top virtual reality environments in various job 
settings, is there an overall improvement in job performance? 

Literature Review 

2010 HICE Proceedings - Page 5



The proposed study will evaluate the effectiveness of using virtual reality to train workers 

who are physically, mentally, or learning disabled to work in a hospital setting as support staff 

performing tasks such as the stocking of medical supplies, food service, and gift shop operations. 

Virtual reality has been widely used within health care in the education and training tool for 

medical professionals such as doctors and nurses, as well as in patient diagnostics and therapy 

(Satava & Jones, 2002).  Other applications of virtual reality in health care include 

neuropsychological assessments, stroke rehabilitation, pain management, and the treatment of 

speech and communications disorders, anxiety disorders, and a variety of phobias (Lányi, 2006).     

Even though virtual reality is well known in health care as a tool for professional 

education and practice, there is a little literature directly relevant to the proposed research. This 

lack of literature reflects the view that although virtual reality is recognized as an effective 

vocational training tool, much research still needs to be performed to develop an explanatory 

theory base that is applicable in a wide variety of environments (Ausburn & Ausburn, 2008).  

Perhaps most relevant to the proposed study is the literature concerning the use of virtual reality 

to assist the intellectually disabled in learning life skills that can increase their independence and 

greater social access (Standen & Brown, 2006). The intellectually disabled have used virtual 

reality for training in such areas as such as street crossing and vehicle operation; motorized 

wheel chair operation (Wilson, Foreman, & Stanton, 1997); using public transportation and other 

modes of travel (Lányi, 2006; Standen & Brown, 2006; Wilson, et al., 1997), and shopping and 

food preparation (Standen & Brown, 2005). Spatially oriented tasks, such as familiarization to 

fire exits in schools and other buildings, object search and recall, and mental rotation of 

environmental features have also been successfully performed in virtual environments by 

intellectually disabled users  (Standen & Brown, 2006; Wilson, et al., 1997). As a group, the 
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intellectually disabled have particular difficulty with learning transfer (Standen & Brown, 2005), 

but several studies have shown that the disabled population can successfully transfer learning 

from the virtual environment to corresponding real environment in a variety of situations 

(Standen & Brown, 2005, 2006; Wilson, et al., 1997). 

Several attributes of virtual reality make it particularly suitable for training the 

intellectually disabled. Intellectually disabled learners tend to be passive in nature, but the active 

involvement of the learner demanded by virtual reality can counter that tendency and encourage 

more self-direction in learning (Wilson, et al., 1997). In comparison to real environments, the 

virtual environment provides opportunities where learning can occur from mistakes without 

adverse effects on pride or safety (Standen & Brown, 2005, 2006; Wilson, et al., 1997). A virtual 

environment provides educators with the ability to manipulate the environment in order to 

control its complexity to match the skill level of the learner, both initially and as training 

proceeds and assistive scaffolding can be added or delete from the environment as required 

(Standen & Brown, 2005, 2006). The ability of the virtual environment to convey concepts 

without the direct use of language and symbols is an attribute that is especially relevant to the 

intellectually disabled population (Standen & Brown, 2005, 2006; Wilson, et al., 1997). Care 

must be taken with the design of the virtual environments, however, to ensure that ease of use is 

appropriate for the disabled user, in order to avoid loss of interest and motivation (Lányi, 2006) . 

 The potential of virtual reality technology to cost-effectively deliver self-paced job skills 

training to disabled populations was noted more than a decade ago (Chestnut & Crumpton, 

1997). Despite the success of using virtual reality to train life skills, there has been little 

published research on the use of virtual reality to teach vocational skills to the disabled. Several 

studies have examined the use of virtual workshops to train intellectually disabled workers in 
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component assembly tasks and they have shown promising results, but the research designs for 

the studies, such as the lack of control groups, limit the general applicability of their findings 

(Standen & Brown, 2005). The advantages and experiences of using virtual reality to train 

disabled populations in life skills, however, appear to be applicable to corresponding vocational 

settings and can serve as a guide in the proposed research. 

 

 

 

 

 

Research Design and Methods 

     The methodology for the proposed research will be primarily quantitative and experimental in  
 
nature.  The proposed research will use a quasi-experimental, between-subjects design with a  
 
population of approximately 6-10 subjects from a secondary-school career training program in a  
 
health care field.  Primary criterion variables will include measures of task execution time and  
 
accuracy for jobs in various areas such as:  Emergency Room, Foods and Nutrition, Building  
 
Services, Gift Shop, and Health Club. Use of a virtual reality system representing the target job  
 
sites and associated curriculum support materials will be the primary treatment condition.    
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With What Frequency Are Teachers Employing Evidenced-Based 

Procedure in their Writing Classrooms? 
 
 
 

Graham and Perin (2007) state that “writing well is not just an option for young people – 

it is a necessity” (p.3), that developing the writing skills necessary for academic success and for 

participation in the global economy is fast becoming too important to leave to chance. Research 

in the field of composition instruction suggests that particular strategies can help improve the 

writing quality of students in the school system (Graham & Perin, 2007, Hillocks, 1986, 

MacArthur, Graham, & Fitzgerald, 2006). Systematic instruction and assessment of these 

strategies has a direct impact on the quality of student writing. Although the issue of quantity of 

instruction (rather than type of instruction) is not broadly addressed in the research literature, 

what is indicated is that strategy instruction needs to provide students with multiple opportunities 

to learn, practice, and use the strategies in their own writing. So, while quantity in itself may not 

be an indicator of success there does seem to be an implied indication in the literature that 

frequency of instruction is an important criterion.  Bromley (2007) says that “classroom practices 

that give students plenty of opportunities for writing and self-assessment at every grade level, 

both individually and together, are critical in developing strong writers” (p. 260). 

The Common Curriculum Framework for English Language Arts, Kindergarten to Grade 

12, was developed by the ministries of Education in Alberta, British Columbia, Manitoba, 

Saskatchewan, the Northwest Territories, and the Yukon Territory in 1998. Subsequently, each 

province and territory developed its own framework and implementation document based on the 

outcomes of the protocol. Within the overview of the implementation documents, there are 

several references to the importance of frequency of instruction during composition studies.  
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The curriculum is based on a notion of spiralling that allows teachers to reach what the 

document identifies as the “desired outcome” of the language arts curriculum. The outcome of 

the curriculum would be that “eventually students were able to practice or apply the process, 

skill, or strategy independently and direct their own learning” (Manitoba Education, Training, 

and Youth, [METY] 1998b, p.2). From a social constructivist perspective, this movement to 

independence is referred to as moving learning from the social plane to the individual plane. 

Vygotsky suggests that this is done by having the expert and the novice work together to 

“perform a process” (Englert, Mariage, & Dunsmore, 2006). With repeated guided practice, the 

novice takes on increasing responsibility while the expert assists. Again, time for instruction is 

necessary for students to master process. The practice of assigning writing activities and then 

assessing those products without repeated process not only results in a product of less quality but 

in a “premature evaluation that will short circuit the process and stall risk taking” (Newell, 2006, 

p. 236). 

The implementation overview (METY, 1998b) states, “When strategies are explained in 

terms of their value to the learner, and are demonstrated and practiced over time, they can 

produce long-lasting significant improvements in the students’ ability to construct meaning and 

achieve the language arts learning outcomes” (p.1). The point is made that the strategies must be 

“practiced over time” (p. 1). This suggests that frequency with gradual release of responsibility is 

key to improvement of writing quality. Yet time is often in short supply in many classrooms and 

writing instruction often suffers because of this lack of time. The National Commission on 

Writing  (2003) refers to the instruction of writing as a “prisoner of time” (p.20) both in 

classrooms and in faculties that instruct pre-service teachers in the instruction of composition. 

The report states that the skills for writing cannot be “picked up from a few minutes here, and a 
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few minutes there” (p. 20). The report goes on to report results from the National Assessment of 

Educational Progress (NAEP) in the United States. Disturbingly they report that 97% of 

elementary students spend three hours or less on writing assignments each week. This “amounts 

to 15% of the time they spend watching television.”  In high school, only half of students report 

being assigned a paper of three or more pages once or twice a month and 39% report that they 

never or hardly ever have writing assignments (p. 20). 

This lack of time investment seems to be having an impact on writing quality. The 

National Commission on Writing (2003) found that only twenty two percent of grade twelve 

students in the United States were scoring at or above a proficient level in writing as measured 

by the NAEP data from 2003.  The figure from the 2007 assessment was twenty-four percent 

(Salahu-Din, Persky, & Miller, 2008). Yet parents and children feel that there is “a greater need 

to write well today than there was twenty years ago” (Lenhart, Arafeh, Smith, & MacGill, 2008, 

p.iii).  

The connection between students and writing seems to be becoming ever more complex. 

On one hand, adolescents in particular, seem to be engaged in increasing numbers of writing 

activities. Texting, instant messaging, blogging, social networking sites, and e-mail have made 

communication in print part of a teenager’s daily life. Yet teenagers themselves seem reluctant to 

consider these activities “real writing” (Lenhart et al., 2008, p. i). The National Commission on 

Writing (2003) states, “Students can ‘write,’ the difficulty is that they cannot systematically 

produce writing at the high levels of skill, maturity, and sophistication required in a complex 

modern economy” (p. 16).  

Teenagers themselves report that additional instruction and focus on writing in school 

would help to improve their writing.  Eighty two percent of teens indicate that having teachers 
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spend more time on writing in class would improve their writing abilities (Lenhart et al., 2008, p. 

iv). The National Assessment of Education Progress (NAEP) asked students to complete a 

survey on instructional methods used in their writing classes. These surveys, when analyzed with 

writing samples, suggest that the frequency of instructional methods has a direct impact on 

quality of writing. Those students who indicated that they regularly engaged in the writing 

process had higher test scores than those who did not (cited in Unger & Fleischman, 2007). 

Eighth and twelfth grade students who reported that their “teachers asked them to plan their 

writing once or twice a month outperformed those whose teachers asked them to plan their 

writing at least once a week” (Greenwald, Perky, Campbell, & Mazzeo, 1999, p. 96). In addition, 

Greenwald, et al. stated that these students went on to independently use planning on assessment 

tasks. The frequency of instruction of strategies also increases the independent use of those 

strategies in students’ independent writing. Graham (2006) acknowledged this necessity of 

frequency in his meta-analysis on the impact of strategy instruction on students writing process 

by including it in the criteria for the studies. Students had to be shown how to use the strategy 

through modeling, there had to be three or more days of instruction in which students took 

greater responsibility for independent use of the strategy. This investment of time and repeated 

practice in the writing process seems necessary to move students to independence. 

 

Purpose and Procedures of the Study 

The purpose of the study reported here was to investigate how often Western Canadian 

teachers engaged students in strategy instruction and writing activities identified by Graham and 

Perin’s (2007) meta-analysis as effective in improving the quality of student writing. The study 

reported here was part of a larger study which investigated teacher practice in writing from 
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kindergarten to grade twelve (Note 1). 

The samples were drawn from eight school divisions which represented urban, suburban, 

and rural schools. School division administrations were approached requesting access to teachers 

in the division, and principals of schools were also contacted asking if teachers could be 

contacted in their schools. Where possible, all teachers in a school or division were contacted by 

email and asked if they would participate in the survey on writing instruction in their classrooms.  

The survey was roughly built on the eleven “elements” identified in the Graham and 

Perin (2007) meta-analysis. Questions were created to try to capture how often particular 

teaching and practice took place in each teacher’s classroom. Teachers were given a description 

of a particular teaching activity or student activity and asked how often that activity took place in 

their classroom in writing or writing instruction. The choices were: 

 Frequently (once a week or more) 

 Often (once a month or more) 

 Seldom (a couple of times a year) 

 Unit (A unit is taught each year around the activity) 

 Never (“I do not use this activity”) 

 Not Familiar (“I am not familiar with this activity”) (Note 2)  

Teachers were also asked about their teaching assignments (classroom teacher, resource 

teacher, administrator, etc.), were asked about the grade levels taught (early years, early middle 

years, late middle years, senior years), and were asked about their location (rural, suburban, 

urban), as well as their number of years in the profession (less than 5 years, 5 years – 10 years, 

more than 10 years). The surveys were administered anonymously through a survey website 

(surveymethods.com). No individual subject could be identified through the website.  
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In this report, we will be reporting only on the data from teachers who identified their 

teaching assignment as grades 4 to 12. These were divided into three categories: early middle 

years, late middle years, and senior years. Seventy-five teachers at these three grade level 

categories responded to the survey. Of those, the sample was roughly evenly distributed over 

years of teaching and over area (rural, suburban, urban). Of the sample, 30% of the sample were 

classroom generalists, two percent were classroom French immersion teachers, 28% were 

English Language Arts specialists, eight percent were content area specialists, two percent were 

second language classroom teachers, four percent were resource teachers or specialists, and one 

teacher was a teacher-librarian. Therefore, 96% of the sample were classroom teachers of one 

sort or another, while four percent were support specialists.  

The data reported here are organized around the eleven approaches identified by Graham 

and Perin (2007) as empirically sound approaches to teaching writing for the purpose of 

improving student writing performance. The eleven instructional elements discussed in this paper 

were found by Graham and Perin to significantly increase the quality of adolescents’ writing. 

These are listed in terms of strength of effect size (Note 3). The groups of studies reported below 

used improvement in writing as their measure of effectiveness. Graham and Perin explain: “In 

calculating learning-to-write effect sizes, writing quality was used as the outcome. Holistic 

quality scores (a single score that measures general overall quality) were used over analytic 

scales (separate scores for specific aspects of writing, such as content, organization, vocabulary, 

mechanics, and so forth). If only an analytic scale was available, the scores for mechanics were 

excluded when calculating a mean effect size for quality.” (p. 40). So the emphasis here is on 

learning to write and on measuring growth in overall writing performance.   
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Results - The Most Powerful Practices 

In the report compiled by Graham and Perin (2007), four elements appeared to have the 

strongest effect on the improvement of student writing. They are Direct Strategy Instruction, 

Summarization Instruction, Collaborative Writing, and Setting Specific Product Goals.  

Direct Strategy Instruction 

One of the two most powerful and effective means of improving student writing was 

found to be direct, explicit instruction in strategies for planning, revising, and editing 

compositions. Graham and Perin (2007) report that explicit instruction in writing strategies 

resulted in an average effect size of 0.82. This is a large effect size indicating that where students 

were engaged in direct strategy instruction, they outperformed the control groups by more than 

29 percentile points (that is, the control group performed at the 50th percentile while the strategy 

instruction group performed at the 79th percentile). We found that some number of teachers had 

students engaging in pre-writing, revision, and editing, but few teachers explicitly taught the 

strategies on a regular basis. 

In our survey of how teachers approach writing in their classrooms, we found that 

although 42.7% of our sample have students engage in pre-writing activities, only about a third 

of the teachers explicitly teach planning strategies frequently (35%), and about a fifth (20%) 

seldom or never teach pre-planning of any kind. It is interesting to note that only 19% of the 

teachers required their students to regularly hand in a plan before they began drafting their 

compositions and 39% say they never ask their students to hand in a plan before writing despite 

evidence that shows the importance of having a plan before beginning to write. 

Revising a paper gives the students the opportunity to improve their paper by revisiting 

their ideas and organization. Graham, MacArthur, and Fitzgerald (2007) state that revising is a 
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process of comparing the actual text to the intended text; thus, revision depends on the goals of 

the writing task. In the grades 4-12 classrooms we found that only 24% of the teachers regularly 

teach their students explicit strategies on how to revise their papers while 31% of the teachers 

never teach their students how to revise their papers.  

Only 27% of the teachers reported that they frequently allow students to rework their 

paper after they have been given teacher feedback, and 36% never give their students an 

opportunity to re-work their papers after getting teacher feedback. This, of course, begs the 

question of what the feedback is for if students are not allowed to re-write their papers after 

learning how to improve their work. Also of interest is the fact that only 23% of teachers 

regularly ask students to revise papers after receiving comments from other students while nearly 

half of the teachers (48%) never give students this opportunity.  

Teaching editing strategies allows students to learn how to polish their papers so that 

readers can better understand what the authors are trying to say. In the 4-12 classrooms, 24% of 

the teachers say they frequently teach explicit editing strategies.  And 23% of the teachers say 

that they never teach their students how to edit their papers.  

Graham et al. (2007) observe that much of the skilled writer’s time is spent planning, 

revising, monitoring, evaluating, and regulating the writing process. The authors go on to say 

that it was found that college students spend 50% of their writing time planning and reviewing 

what they write and that business executives spend almost two-thirds of their writing time 

planning.  

The frequency of teaching students strategies for planning, revising, and editing and the 

frequency of allowing them time to practice these strategies can lead to improved writing skill 

(Graham et al., 2007). Self-editing, peer editing, and teacher editing all contribute to the revision 
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of students’ writing. These strategies allow students to self monitor their learning so that they can 

see what they have learned as a result of writing and editing their paper and receiving teacher 

feedback. The more often they have the opportunity to practice these skills the easier it will be to 

become skilled writers.    

 

Summarization 

The second most powerful and effective means of improving students writing found by 

Graham and Perin (2007) was direct instruction in how to write summaries. They state, “Writing 

instruction [which] involves explicitly and systematically teaching students how to summarize 

texts . . . had a consistent, strong, positive effect on their ability to write good summaries.” (p. 

16). The average effect size for the explicit teaching of summarization was the same as for 

writing strategy instruction, .082. Again, students exposed to summary instruction performed 29 

percentile points higher compared to students who did not. 

Summarization involves teaching students step by step guidelines for creating their own 

summaries; students who do not learn this valuable technique would be at a disadvantage when 

reading content area texts. In our survey we found that only 11% of the teachers in grades 4-12 

frequently teach their students how to systematically summarize text and 53% said that they 

never teach their students summarizing. 

Once children reach grade 4 more time is spent on instructing students in reading to learn 

rather than learning to read. Macarthur, Graham, and Fitzgerald (2006) describe summarization 

as a way to facilitate topic understanding because writing a summary allows students to 

manipulate information in a more active way during the reading of the text.  Classroom teachers 

have to make writing part of everything that they do. If writing is to be thought of as an 
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important tool for learning and thinking, then the school community may need to discuss 

purposes beyond the obvious one of communication. 

Students who are taught to write effect summaries and practice that skill frequently 

exercise increased reading, writing, and critical thinking skills. Practicing these skills can lead to 

better understanding of how authors put together ideas which can only lead to improved writing.  

 

Collaborative Writing 

Graham and Perin (2007) found that having students engage in collaborative writing 

resulted in a strong average effect size, 0.75. The instructional arrangement involved 

“adolescents working together to plan, draft, revise, and edit their compositions.” (p. 16). 

Students who participated in collaborative writing exceeded their peers who wrote independently 

by 27 percentile points.  

In our research we found that approximately 1 in 7 teachers engage students in 

collaborative writing regularly (15%) while 43% say that they never engage students in 

collaborative writing at any time. Graham and Perin found that students who are allowed to work 

collaboratively on writing activities and who participate in peer responding activities help each 

other with all aspects of composition.  

When teachers allow frequent collaboration in their classrooms, students learn how to 

read their papers with a more critical eye. Knowing that a peer will be reading and helping to 

revise the paper leads to more thoughtful word choices and a desire to make sure that the 

meaning is clear. Practicing collaborative writing often makes the process easier to use and 

students can get comfortable with the idea of sharing their work throughout the writing process 

and not just at the end of the process. Since collaborative writing improves student writing it 
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makes sense to allow students to work collaboratively as much as possible. The need for 

employing collaborative writing in classrooms is supported by the work by Lunsford and Ede 

(1990) on the large frequency of collaborative writing that takes place in professional settings.  

 

Setting Specific Product Goals 

When teachers set specific and achievable goals for the product that students are expected 

to produce in class, the writing quality of student writing improves significantly. These goals 

include such things as the purpose of the assignment and characteristics of the final product. 

Students in classrooms where teachers gave identified explicit and specific goals performed more 

than 25 percentile points above students in classrooms where they were given a general overall 

goal. Graham and Perin (2007) state that “these relatively simple procedures resulted in a 

positive effect size, and the average effect was strong [0.70]” (p17).  

In our survey we asked teachers if they set particular and specific sub-goals for particular 

pieces of writing. We found that a quarter of the teachers (26%) in grades 4-12 set goals for their 

students. We also discovered that approximately the same number of teachers never set specific 

sub-goals for their students’ writing (26%).  Knowing what is expected on any given assignment 

provides students with purpose for writing, and they learn the components of what constitutes, 

for example, a good report, essay or letter. 

Setting specific product goals that are measurable, attainable, and meaningful will help 

students reach a finished product. Hillocks (1986) found in his analysis that engaging writers in 

the use of criteria applied to their own or others’ writing resulted not only in more effective 

revisions but also in superior first drafts. Setting a purpose for writing makes the job of writing 

easier for the student and also makes assessment easier for the teacher.  
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Results – Moderate to Strong Practices 

The next set of teaching/learning strategies had moderate effects on the improvement of 

student writing. They were word processing and sentence combining.  

 

Word Processing 

The use of word processing, whether used collaboratively or under teacher guidance, 

appears to be very effective in improving the quality of student writing. Word processing 

resulted in an average effect size of 0.55 meaning that students who engaged in writing with the 

word processor had scores that were 21 percentile points above the students who wrote their 

compositions by hand. The ability of the word processor to support writing allows students to 

“add, delete, and move text easily” while also allowing students to use such resources as 

grammar and spell checkers. The effects reported by Graham and Perin (2007) suggest that the 

effect for low-achieving students was even higher (effect size = 0.70). 

Considering how important the use of technology has become in today’s society, it is 

interesting to note that only 30% of the teachers in grades 4-12 frequently make use of computers 

and word processors as instructional supports for writing assignments.  A further 34% indicated 

that they never use the word processor in their classrooms for writing. Using computers can be 

useful during each step in the writing process such as researching and using graphic organizing 

during prewriting, using cut and paste functions during the revising process to make changes to 

organization easier, and publishing a finished product is more efficient with a word processor. 
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MacArthur et al. (2006) said that it is probably more accurate to say that word processing 

in combination with instruction adapted to the technology had positive effects on students 

writing rather than just the use of the word processor.  

Graham et al. (2007) maintain that the advent of e-mail, text messaging, and other forms 

of electronic text have made writing an even more flexible communication tool and one which 

allows us to communicate with others in society that are removed by distance and time.  While 

these forms of communication do not always conform to standard grammar, spelling, or 

punctuation, students still need to possess basic skills in standard written conventions to be 

successful in the work world (Gambrell, Morrow, & Pressley, 2007). The authors go on to say 

that “students can become more meta-cognitively aware of their own thinking and may produce 

better writing when they use a word processor, since it does change some spelling and correct 

some grammar” (p. 246). The ease with which editing, revising, and re-writing can be achieved 

using the word processor should lead to more writing since it relieves the tedium of re-writing by 

hand.  

 

Sentence Combining 

Teaching students how to combine shorter sentences into longer, more complex sentences 

has consistently shown to have a moderate to strong effect on the quality of students writing. 

Sentence combining activities can be either cued or uncued. In cued sentence combining, the 

students are told how to combine the sentence (e.g., using the word but or however). In uncued 

sentence combining, students are given two or more sentences and asked to explore the different 

ways in which the shorter sentences can be combined into more complex sentences. Sometimes 

teachers explore the effect of different combinations on meaning and style. Sentence combining 
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resulted in an average effect size of 0.50 suggesting that students who engaged in sentence 

combining activities scored 19 percentile points above students who were not exposed to 

sentence combining. 

When teachers were asked if they taught their students how to combine sentences so that 

they could construct more complex, sophisticated sentences, none of the teachers at any level 

said that they frequently taught cued sentence combining and 88% of the teachers said that they 

never teach cued sentence combining. For uncued sentence combining instruction, only 3% of 

the grade 4-12 teachers frequently made use of the strategy and 91% of the teachers admit that 

they never teach uncued sentence combining. 

 Hillocks (1986) reported that writers increase the length of their syntactic structures as 

they advance from grades 4-12. As well he reported that many studies have shown significant 

gains in quality for students engaged in sentence combining at all levels. Hillocks concluded that 

“sentence combining instruction helps build confidence because it is positive in approach, it 

emphasizes the learning of new skills rather than the avoidance of old errors, and it subordinates 

every other course consideration to students’ writing” (p.144).  

Frequently teaching sentence combining gives students the practice they need to develop 

and improve important sentence elaboration skills.  Graham et al. (2007) reiterate that when 

sentence combining exercises are used as one component of a well-rounded writing program that 

includes ample time for writing, conferencing between teachers and peers, mini-lessons to 

increase skills, ample teacher modeling, and choice in writing assignments, they can help 

improve writing for many students. They further explain that it is through meaningful 

discussions that sentence combining can provide every writer with controlled, disciplined 

practice in constructing a variety of interesting and meaningful sentences. 
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Results - The Small to Moderately Powerful Practices 

The third set of teaching/learning activities resulted in small to moderate impact on the 

quality of student writing. These include Engaging in Pre-Writing Activities, Engaging in 

Inquiry Activities, Process Writing, the Study of Models, and Writing for Content Area 

Learning. It is interesting to note that all of these somewhat less powerful practices include 

engaging students in activities rather than any sort of strategic instruction, supporting the notion 

that direct, explicit instruction is typically more valuable than simple practice.  

 

Engaging in Pre-Writing Activities 

Graham and Perin (2007) state: “Engaging adolescents in [pre-writing] activates before 

they write a first draft improves the quality of their writing.” (p. 18). They describe activities that 

include gathering information about the topic, making a visual representation of ideas, and group 

and/or individual planning. They found that such activities resulted in an effect size of 0.32: that 

is, students who participated in pre-writing activities outperformed their peers who did not 

engage in such activities by more than 12 percentile points. 

Helping students to generate ideas for writing and to organize their ideas effectively is a 

key component in all writing activities. In our study we found that teachers in grades 4-12 

frequently use prewriting strategies 44% of the time.  Only 11% of the teachers surveyed 

admitted that they never teach prewriting strategies.   
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Idea generating activities such as responding to prompts, free writing, journaling, and 

asking questions can be integrated into the prewriting step in lessons on how to craft particular 

types of writing. Students can also be taught how to use outlines and other graphic organizers to 

collect and organize information prior to writing. When we asked the teachers in our survey how 

often they used journal writing in their classrooms, 39% said that they frequently get their 

students to write in journals, and 31% say that they never use journals in their classrooms. When 

asked about free writing/discovery writing, 23% said that they frequently use this method to get 

their students to generate ideas, and 43% never use free writing/discovery writing.  

Hillocks (1986) defined pre-writing as the moment between when the assignment is 

received and the time writing begins. He goes on to say that the assignment is presented at the 

beginning of the session in which the students are going to write. In his review, Hillocks found 

that writers only spend between 1-4 minutes on pre-writing activities. This does not seem like a 

lot of time to generate and organize ideas. For students to learn how to function independently 

from the teacher, they must learn how to use pre-writing skills such as mapping out a plan by 

making a list, a web, or an outline. These students learn to take their assignments beyond the 

brainstorming stage if they are allowed to frequently engage in pre-writing activities.  

 

Engaging in Inquiry Activities 

Inquiry activities “help [students] develop ideas and content . . . by analyzing immediate 

concrete data (comparing and contrasting cases or collecting and evaluating evidence)”  (Graham 

& Perin, 2007, p. 19). Inquiry activity engagement showed an effect size of 0.32 (the same as 

pre-writing activates) suggesting that students in classes where inquiry was a focus outperformed 

the control students by more than 12 percentile points. (It should be noted here that Hillocks’ 
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1986 study reported higher effect sizes than Graham and Perin.  Hillocks reported an effect size 

0.54 for Inquiry Activities.) 

Using inquiry activities serves as a tool for understanding complex information and to 

write about data across the curriculum including how to analyze mathematical and scientific 

information. In our study teachers of all grades from 4-12 reported that they frequently use 

inquiry activities 17% of the time. We also found that 39% of the teachers never use inquiry 

activities of any kind in their classrooms.  

When teaching using an inquiry method teachers supply their students with objects that 

they have to identify. Teachers then instruct students on how they might describe the object, 

what types of words might be used, and what kinds of features need to be written about to make 

identification easier. Hillocks found that writing creatively can be simulated through such 

activities. Graham et al. (2007) say that teachers using the inquiry method draw on the students’ 

observations to emphasize writing goals such as offering specific information, narrowing the 

focus, and thinking about the reader’s needs.  

Students need guidance and practice to develop their capacity for inquiry. By frequently 

focusing on effective and specific inquiry activities, designed by the teacher, students can learn 

the skill and practice it. 

 

Process Writing Approach 

“The process writing approach stresses activities that emphasize extended opportunities 

for writing, writing for audiences, self-reflection, personalized instruction and goals, and cycles 

of planning, translating, and reviewing” (Graham & Perin, 2007,  p. 19). A process writing 

approach resulted in an effect size of 0.32 (the same as pre-writing and inquiry) meaning that 
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students who participated in a process writing program outperformed controls by more than 12 

percentile points. Graham and Perin note, however, that the effects were stronger when teachers 

were trained in using a process writing approach (effect size = 0.46), but were negligible when 

teachers had not received explicit and extensive training. Since implementing a process writing 

approach is a substantial investment in time and resources, any recommendation about the use of 

this strategy without adequate training has to be weighed between the cost and the benefits. 

 We found that only 18% of teachers in grades 4-12 frequently used the process writing 

approach while fully half of teachers at this level say they never use the process writing 

approach. Interestingly, 6% of the teachers suggest that they engage students in a process 

writing/workshop approach as a single unit taught yearly. Our survey did not ask teachers about 

their training in teaching a process approach. 

There is a need for effective professional development which requires time and resources 

if it is to be effective. In Because writing matters, the National Writing Project and Nagin (2006) 

write that “ample research from the last decade shows that staff development is both a crucial 

element in school reform and a catalyst for change in building a school culture that supports a 

high level of adult and student learning” (p. 57). He goes on to say that it is teachers’ groups and 

professional communities that offer the most effective way of providing the opportunity for 

learning. Such a community presents the best opportunity for reform in the educational system 

because it allows for sustained learning and development. The change needed  

cannot be accomplished through traditional staff development models –episodic, 

decontextualized injections of knowledge and technique. The path to change in 

the classroom core lies within and through teachers’ professional communities, 

learning communities which generate knowledge, craft new norms of practice, 
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and sustain participants in their efforts to reflect, examine, experiment and change 

(p. 57).  

Therefore the cost of training teachers how to teach writing may be great, but the 

potential benefits to the children cannot be measured in strictly monetary terms. By 

implementing the writing process frequently in their classrooms teachers can clarify their 

expectations, tailor their instruction, and simplify the assessment of assignments.  

 

Study of Models 

Another small to moderate effect size was realized as a result of having students study 

good models of the kind of writing that they were expected to produce. The six studies reviewed 

by Graham and Perin (2007) resulted in an effect size of .25, suggesting that students who 

systematically analyzed pieces of writing for the purpose of imitating the forms performed at 

approximately 10 percentile points above those students who did not. The effect size was small, 

but significant. 

When incorporating the use of models in the classroom, teachers are providing their 

students with opportunities to read, analyze, and emulate models of good writing. Using models 

in the classrooms is based on the assumption that apprentice writers will learn from seeing what 

others have done and from imitating those forms and techniques (Hillocks, 1986). Only 27% of 

the grade 4-12 teachers use expert models in their lessons, and a further 27% use other students 

writing as models. Approximately 1 in 3 teachers never use models of any kind in their 

classrooms at this level. 

Modeling can be used at every step in the writing process. Models can be used as 

examples of different types of writing to help students understand the characteristics of good 
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writing and how to improve their own writing. By frequently showing students good models of 

writing students learn how words go together, teachers can help students emulate good writing. 

When teachers routinely lead their students through an analysis of what constitutes good writing, 

students can question why certain writing works and why some writing doesn’t work. 

 

Writing for Content Area Learning 

The final teacher/learning activity reported by Graham and Perin (2007) was writing for 

the purpose of learning content area material. They reported a small but consistent effect (effect 

size = 0.23), indicating that students who participated in writing to learn activities outperformed 

their peers who did not participate in these activities by approximately 9 percentile points. It 

should be noted here, however, that there are reasons other than the improvement of writing for 

teachers to engage in having students write in the content areas (learning material, exploring 

content, etc.) that were not measured in this analysis since the Graham and Perin study focused 

on the improvement of writing quality. 

In middle and high school classrooms knowledge becomes specialized and content is 

particularly important.  All teachers can use writing to assist students to reflect and think 

critically about content.  Teachers in grades 4-12 frequently make use of this strategy 32% of the 

time and only 18% admit that they never use writing in the content areas.   

Macarthur et al. (2006) see content area learning as having students take part in social 

communities within each subject area. They talk of goals and expectations that students bring to 

the communities and what experience and factors shape how they will engage in the 

conversations needed to help them learn to write in the content areas. Writing for content area 

learning is a tool used across the curriculum in math, science, social studies, science and the arts. 
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These strategies can include learning how to write story problems in math, lab reports in science 

and surveys in social studies. Frequently using writing as a tool for learning content material can 

make teachers of all disciplines more confident and capable of incorporating writing in their 

everyday instruction. 

Two Other Activities 

The teaching of formal grammar has been an issue in the teaching of writing for more 

than a hundred years. Graham and Perin (2007) report findings similar to other studies on the 

effect of formal grammar instruction on the improvement of writing: that is, that there is no 

improvement as a result of formal grammar instruction and that instruction in formal grammar 

can impede the improvement of writing. Graham and Perin did not report the average effect size, 

but reported that it was negative and “small but significant” (p. 21). From their previous meta-

analysis from 2007, however, they reported an average effect size of -0.32 (a result similar to 

that found by Hillocks, 1986) suggesting that students who participate in formal grammar 

instruction score 10 to 11 percentile points below students in writing quality than their peers who 

do not receive grammar instruction. From these data, one could conclude that formal grammar 

instruction may well interfere with the development of writing improvement.   

Only seven percent of the teachers in our survey said that they frequently employ 

grammar and usage worksheets; and 75% told us that they never employ grammar and usage 

worksheets.  When asked about sentence diagramming, virtually none of the teachers appeared to 

engage their students in learning to diagram sentences. When looking at how often teachers teach 

their students the parts of speech, we found that approximately ten percent of them said they 

frequently have their students study the parts of speech, five percent teach the parts of speech as 

a unit, and 56% never teach students the parts of speech. 
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The second set of other activities is one that was explored by Hillocks in his 1986 meta-

analysis but was not included in Graham and Perin’s (2007) study. This was the use of scales (or 

rubrics) to ask students to evaluate writing in general and specifically to judge their own writing 

and use that information in their own compositions. Hillocks reported scales as having a 

moderate effect size of 0.36. Hillocks states: “In all of these experiments students received sets 

of criteria and applied them to their own writing or to the writing of others. . . . In all cases 

students were asked to examine pieces of writing in terms of a set of questions about the extent 

to which the writing exhibited certain characteristics.” (p. 136). He also goes on to observe that 

the most profound effects were found when students were asked not only to assess a piece of 

writing, but also to suggest revisions to make the piece better.  

When teachers were asked how often they used rubrics in their grades 4-12 classrooms,  

49% of the teachers said that they frequently employ rubrics to help students judge their own 

writing; 36% of them expect their students to use the rubrics to write their own papers; but only 

six percent of them use rubrics as a frequent way for students to evaluate the writing of their 

peers.  When we compare these numbers to the teachers who never use rubrics in the classroom 

we found that 16% of the teachers never use rubrics to judge writing; 29% never use rubrics to 

get students to judge their own writing; and 60% of teachers never use rubrics to help students 

evaluate peer compositions. Using rubrics so that students are aware of what is required for each 

writing task is one way that teachers can give students realistic goals and allow them to break up 

the task into manageable steps. 

 

Two Observations and Limitations 
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The first observation about the meta-analysis is that there is no evidence from these data 

on how different elements from the meta-analysis could be combined in order to achieve the 

most effective overall writing program. Graham and Perin (2007) observe the following: “This 

report identifies elements of instruction that hold promise for improving writing ability. However 

. . . together the instructional elements do not represent a curriculum. . . . Moreover, the elements 

identified in this report have not been jointly tested or methodically compared with each other. 

Pending conclusive data on the relative effects of one strategy over another, teachers should 

choose on the basis of fit with existing instructional conditions and future goals.” (p. 24). It is 

unlikely that it would be wise to implement every one of these strategies frequently in every 

classroom (if one could). However, many of the elements identified as effective in the meta-

analysis could easily be implemented side-by-side, complementary of each other.  

Having said that, it is apparent that the most powerful teaching/learning strategies are 

those where teachers either directly engage students in instruction (strategy instruction, 

summarization, specific product goals, sentence-combining, teaching scales) or where students 

engage collectively in learning about writing (collaborative writing, scales, inquiry). In general, 

merely having students engaged in writing activities is not enough to produce significant gains in 

writing improvement. There must be the active intervention and collaboration of others for 

writing instruction to be most effective. Merely practicing writing is typically not enough for 

students to become better writers.  

Finally, it should be stated that there are a number of limitations to the study reported 

here. First, the data are self-reports from teachers about their classroom activities. Although the 

data were collected anonymously, we suspect there were times when the teachers under-reported 

or over-reported their behaviour. The data on the use of grammar and usage worksheets is in 
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direct disagreement with consultants’ and department heads’ observations of teacher activities, 

particularly in upper middle years. It is possible that teachers were reporting things they thought 

they should be doing rather than what they were actually doing. This is not uncommon in this 

type of survey research. The other limitation may be that teachers did not understand the 

activities we were describing. We took our terminology from both the research literature and the 

literature on teacher practice and hoped that teachers would understand the activities we were 

describing. We suspected, for example, that teachers did not entirely understand terms such as 

“cued sentence-combining” that were part of the survey.  

 

Conclusion 

Graham and Perin 2007) and Hillocks (1986) found in their meta-analyses that strategy 

instruction was effective in improving students’ writing performance. The results indicated that 

the benefits to students were not only immediate but were also sustained over time. One of the 

assumptions made in this paper is that teachers should base their writing instruction on the 

research that is available and that the techniques used in the classrooms must be consistent with 

both the curriculum in use and the needs of the students being taught.  

The goal of our study was to investigate whether teachers were employing evidence-

based procedures in writing and with what frequency. All of the approaches reviewed have the 

support of research evidence, but some effect sizes are larger than others. From our survey it 

appears that some percentage of teachers do use Graham and Perin’s eleven elements of writing 

instruction in their classrooms with the exception of sentence combining. It is important to keep 

in mind that the recommendations noted are only for instructional approaches that various 

researchers have chosen to study. As a result teachers can “best use the recommended techniques 
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by incorporating them into their ongoing literacy curricula, which will have a larger scope than 

all the areas covered in the recommendations put together” (Graham et al., 2007, p. 259). In this 

way teachers can incorporate the strategies by combining them to accomplish the goals of their 

curriculum.   

“If students are to become good writers, we need to help them become strategic, 

knowledgeable, and motivated writers who are not hampered by inefficient or faulty 

transcription and sentence construction skills” (Graham et al., 2007, p. 5). The authors go on to 

say that in order for children to become better writers, they cannot just depend on learning the 

strategies mentioned in this paper; children have to have the opportunity to practice writing on a 

daily basis if they are to become accomplished writers ready to take their place in a literacy 

community once they leave school.  
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Graham & Perin (2007) 
Traits of Writing 
Grades 4‐12 

Frequently 
Once a 6 day cycle 
Or more 

Unit – Teach a unit 
around this activity 
once a year  

Never – do not use this 
activity 

Writing Strategies 
Planning 
 
Hand in A Plan Before 
Beginning Drafting 
 
Revising 
 
Revise After Teacher 
comments 
 
Revise After Student 
comments 
 
Editing 

 
35% 
 
18% 
 
 
24% 
 
27% 
 
 
23% 
 
 
24% 

 
4% 
 
3% 
 
 
3% 
 
1% 
 
 
2% 
 
 
3% 

 
2% 
 
39% 
 
 
31% 
 
36% 
 
 
48% 
 
 
23% 

       
Summarization  10%  1%  52% 
       
Collaborative Writing  15%  3%  43% 
       
Specific Product Goals 
Setting specific 
subgoals 
 
Rubrics 
To Judge Writing 
 
To write their own 
Papers 
 
To Evaluate Others 

 
25% 
 
 
49% 
 
 
36% 
 
 
6% 

 
2% 
 
 
2% 
 
 
0% 
 
 
4% 

 
25% 
 
 
16% 
 
 
29% 
 
 
60% 

       
Word Processing  29%  1%  33% 
       
Sentence Combining 
Cued 
 
Uncued 

 
0% 
 
3% 

 
3% 
 
3% 

 
87% 
 
91% 

       
Prewriting – generate 
or organize ideas 

 
43% 

 
0% 

 
11% 

       
Inquiry Activities – 
analyze immediate 
concrete data 

 
 
17% 

 
 
1% 

 
 
39% 
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Graham & Perin (2007) 
Traits of Writing 
Grades 4‐12 

Frequently 
Once a 6 day cycle 
Or more 

Unit – Teach a unit 
around this activity 
once a year  

Never – do not use this 
activity 

Process Writing 
Approach 

 
17% 

 
6% 

 
49% 

       
Study of Models 
Expert Models 
 
Other Student Writing 

 
26% 
 
27% 

 
3% 
 
1% 

 
31% 
 
32% 

       
Writing for Content 
Learning 
 
Graphic Organizers 

 
32% 
 
20% 

 
1% 
 
2% 

 
17% 
 
35% 

 
Journal Writing 
 
Free Writing/Discovery 
Writing 

39% 
 
 
23% 

 
 

31% 
 
 
43% 

 
Formal Grammar 
Instruction 
 
Grammar & Usage 
Worksheets 
 
Diagramming 
Sentences 
 
Parts of Speech 

 
 
 
7% 
 
 
 
1% 
 
10% 

 
 
 
 
 
 
 
1% 
 
5% 

 
 
 
75% 
 
 
 
1% 
 
56% 

 

Specific Product Goals 
 
Rubrics 
To Judge Writing 
 
To write their own 
Papers 
 
To Evaluate Others 

 
 
 
49% 
 
 
36% 
 
6% 
 

 
 
 
2% 
 
 
0% 
 
4% 
 
 

 
 
 
16% 
 
 
29% 
 
60% 
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Note 1: This study originally grew out of a study carried out in a graduate seminar in language 

and literacy at the University of Manitoba. Students in the seminar aided in the collection of the 

data by helping in constructing the survey and contacting school divisions, school principals, and 

teachers within those divisions. We would like to express our sincere gratitude to these students 

and professionals for their help in collecting the data. 

 

Note 2: In this paper, we have reported only three categories (frequently, as a unit, and seldom or 

never). We collapsed “seldom,” “never,” and “not familiar” into a single category which we 

report as “seldom or never.” In this paper, we are not reporting the “occasionally” category. 

 

Note 3: Effect size is a calculation of the difference between groups in an experimental or quasi-

experimental study. In this set of studies, the statistic used was the Cohen d. It is calculated for 

each study by subtracting the average performance of the control group from the average 

performance of the experimental group. This difference is then divided by the standard deviation 

(a standard measure of variation within groups) of the two groups taken together. The meta-

analysis is the weighted average of all of the effect sizes in any group of studies. 
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Hawaii International Conference on Education, January 7-10, 2010 

 

Session Title: 
Enriched by Translation: Literature into Film  
 

Panelists: 
(1) Chair 
Name: Ima-Izumi, Yoko  
Affiliation: Professor of Film and Literature, University of Tsukuba, Japan 
Address: Sugamo 4-29-5-701, Toshima, Tokyo 170-0002, Japan 
E-mail: zizodor@ybb.ne.jp 

Additional Information: Ph.D. (1985, Yale University, USA), Author of Film 
Syntax: Shot Analysis of Japanese Film (2004), Blake’s Re-Vision of the 
Female in His Composite Art (2001), English Literature on Screen (1999), and 
Close-Ups of the Women in Japanese Cinema (1997). 
Co-author of Women Reading William Blake (2007), Americas’ Worlds and the 
World’s Americas (2006), The Reception of Blake in the Orient (2006), and 
Voyages of Conception (2006). 
Homepage: http://universityoftsukuba.kifu.officelive.com/default2.aspx 

Abstract: 
“IT’S ALIVE!”:Frankenstein on the Intersection of Literature and Film 

The literary text of Frankenstein, published by Mary Shelley in 1818, has 
repeatedly been converted into film. Two sets of films are particularly significant in 
terms of the literature/film cross-disciplinary perspective. One is a set of James 
Whale’s films, Frankenstein (1931) and its sequel The Bride of Frankenstein (1935), 
which have affected all succeeding Frankenstein films. The other is Mary Shelley’s 
Frankenstein (1994) by Kenneth Branagh, who tries to amend Whale’s extreme 
departure from Shelley’s text, proudly announcing his own film as being faithful to 
the original. No matter how faithful his film is to the original, however, Branagh is 
much closer to Whale than Shelley..  

Both Whale’s and Branagh’s films present the birth scene of a male creature 
as a moment of exultation and joy on the part of Frankenstein, who is so excited by 
his own great intellectual achievement as to shout breathlessly, “It’s alive!” But to 
this climactic scene Shelley’s text gives a completely different account: 
Frankenstein is so scared of the newborn creature that he “took a refuse in the 
courtyard.” His narration of the doomed day of the male creature’s birth is 

2010 HICE Proceedings - Page 46

mailto:zizodor@ybb.ne.jp
http://universityoftsukuba.kifu.officelive.com/default2.aspx


dominated by negative words such as “dreary,” “agony,” “catastrophe,” “horror,” 
“disgust,” “hell,” and “bitterness.” 

More remarkable alteration from literature to film occurs in the scene 
involved with a female creature. She is destroyed even before she is incarnated in 
Shelley’s text. The filmmakers, however, do not accept the original plot but give 
birth to the female creature. Her appearance introduces gender issues.  

Explaining what effects these alterations made by the filmmakers have to 
the original narrative, I illustrate a process by which different -- even conflicting -- 
views of human nature and gender emerge while Shelley’s text is converted into 
Whale’s and Branagh’s films. 
 
 
(2) 
Name: Masuda, Hikaru 
Affiliation: Professor of American Film, Department of Liberal Arts, Junshin 
Women’s College, Japan 
Address: 5-29-17-303 Ogikubo Suginami-ku Tokyo 167-0051 Japan 
E-mail: hmasuda@t-junshin.ac.jp 
Abstract: 
The Brightness of White Light in Arthur Miller’s The Crucible 

Arthur Miller’s stage plays such as All My Sons, Death of a Salesman, and A 
View from the Bridge were turned into films by Hollywood screenwriters and 
directors.  He was highly critical of these works due to unfaithful adaptation and 
systematic simplification imposed by the commercial nature of the film medium 
itself.  He therefore distanced himself from the movie industry and did not take 
film as seriously as he could have done before he launched into shooting The 
Crucible (1996).   

Miller wrote a script by himself for his Crucible, and said, “There were one 
or two things I’ve wanted to change about the play, and I could do that. One of 
those was completing the story of Abigail, played by Winona Ryder.”  Thus he 
expanded and deepened the social context of the play, emphasizing the narrative 
and visual empowerment of the young girls in Salem, especially Abigail Williams.   

This presentation examines the ways in which Abigail is empowered in 
comparison with Elizabeth Proctor.  The film uses white light to express 
Elizabeth’s revelation from God which consequently leads them to total destruction.  
Through the examination of character alteration of Abigail, the meaning of the 
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brightness of white light is revealed.  The narrative and visual analysis of this 
presentation illuminates how Miller dealt with “the mirage world” of the Salem 
witchcraft trials using the brightness of white light and expressed the denial of the 
institutional God of the seventeenth-century New England. 
 
 
(3) 
Name: Takeda, Yuko 
Affiliation: Graduate School of Humanities and Social Sciences, University of 
Tsukuba, Japan 
Address: 338-1-2-E201 Hitachino-Higashi, Ushiku, Ibaraki 300-1207, Japan 
Email: kyout@m3.dion.ne.jp 
Abstract: 
The Lord of the Rings: Tolkien’s Novel and Jackson’s Films 

Three films were produced in 2001-03 by Peter Jackson based on Tolkien’s 
The Lord of the Rings. Though the films were nine and a half hours, they did not 
capture all significant scenes in the novel. In fact many scenes are omitted. Some of 
the omitted scenes are deeply related to “the Ring” itself. Why does the omission 
have to occur?  

The answer is found in the fact that Tolkien’s The Lord of the Rings is a part 
of the grand history he invented, and that the films do not pay much attention to 
such an imaginative history as a background of The Lord of the Rings. I will 
analyze this imaginative history created by Tolkien and explore what the omission 
by the films affect our understanding of the world of The Lord of the Rings 
intended by Tolkien. 
 
 
(4) 
Name: Saito, Ai  
Affiliation: Graduate School of Humanities and Social Sciences, University of 
Tsukuba, Japan 
Address: 4-18-3-108 Kasuga, Tsukuba, Ibaraki 305-0821, Japan 
Email: aisaito@sage.ocn.ne.jp 
Abstract: 
A Geisha Named Okichi: Novels and Films Based on Her Real Story 

In 1856, a woman named Okichi was sent from her hometown to a house of 
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Townsend Harris, the U.S. consul general. It was planned by the town magistrate 
to help ensure a smooth negotiations of the Treaty of Amity and Commerce. In later 
years Kichi came to be called “Barbarian Okichi” and killed herself amid social 
xenophobic sentiments.  

This personal history has been depicted in numerous novels, movies, 
theatrical plays, popular songs, and TV dramas to this day in Japan. In the United 
States, John Huston made a film about the story titled The Barbarian and the 
Geisha (1958). In Europe, Bertolt Brecht adapted Yuzo Yamamoto’s play on Okichi 
into an unfinished manuscript called "Die Judith von Shimoda" (published 2006, 
Germany). 

Japanese novels and films about Okichi focus on the tragic aspect of a woman 
who was defeated by political powers and social prejudices. They tend to focus on 
her later miserable life after her separation from Harris, and show their critical 
views against a male-dominated society. Huston, on the other hand, focuses on her 
happy life with Harris and depicts her as if she were a Pocahontas or a Madame 
Butterfly. The film therefore omits the episodes of her later misfortune.  

This presentation intends to clarify differences in the depiction of Okichi in 
Japanese and American novels/films, referring to Brecht’s play. 
 
 
(5) 
Name: Furuta, Takashi 
Affiliation: Graduate School of Humanities and Social Sciences, University of 
Tsukuba, Japan 
Address: 1-1-1 Tennodai, Tsukuba, Ibaraki 305-8571, Japan 
Email: takashi-furuta@hotmail.co.jp 
Abstract: 
The Transformation of Macbeth into Japanese Literature 

This paper examines a Japanese adaptation of Macbeth, a play titled Akechi 
Mituhide, which was written by Tsuneari Fukuda (1912-1994) in 1957. Fukuda, a 
well-known translator of Shakespeare plays, translated most of the Shakespeare 
plays into Japanese. He also published many plays and novels.  

Soon after he finished an essay on the irony in Macbeth, Fukuda started 
writing his play Akechi Mituhide, which was clearly an adaptation of Macbeth. In 
this presentation, I illustrate how Shakespeare’s Macbeth was transformed into a 
Japanese Macbeth or Akechi Mituhide, focusing on the scenes where irony 
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emerges. 
“Akechi Mitsuhide” is the name of a real warrior in the age of Japanese civil 

wars, and his real story has been converted into numerous plays and films. I will 
examine the way Fukuda transformed Shakespeare’s Macbeth into his own 
“Akechi” play, thus adopting a cross-cultural approach to Macbeth. 
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 The Transition from Kindergarten to Grade One: Predictors of Children’s Academic 

Achievement and Behavior 

Authors: Petrakos, Hariclia; Fontil, Laura; Khatchadourian, Mariam 

Affiliation: Department of Education, Center of Research in Human Development 

Concordia University, 1455 de Maisonneuve West, Montreal, H3G 1M8 

Email: hpetrakos@education.concordia.ca 

Funded by:  Social Sciences and Humanities Council 

Overview and Rationale for the Study 

Research has described the importance of the first few years of school as predictors of 

later school success (e.g., Entwisle & Alexander, 1989). Children’s entry into the school culture 

has been associated with new challenges resulting from the more heterogeneous and ethnically 

diverse classrooms and communities. These incongruities between home and school life pose a 

challenge to students, parents and educators.  For example, teachers have reported that 48% of 

children had difficulty adjusting to school and the risks for children who experience difficulty 

transitioning are described as academic, social and emotional (e.g., Rimm-Kaufman, Pianta & 

Cox, 2000). The stress associated with transition to school can place children at risk for 

academic failure, which is often manifested as difficulty with motivation, and academic 

performance (Burts, Hart, Charlesworth, Fleege, Mosley & Thomasson, 1992). 

Studies on the transition to school have often focused on children’s academic learning, 

although it is also important to consider that children enter the schooling system with prior 

knowledge. Research has suggested that children’s school outcomes, especially achievement, 

remain remarkably stable after the first years of school. The literature on school readiness has 

focused interventions in the early school years because they seem to be more successful. Recent 
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models of family-school interaction emphasize the quality of relationships over time and the 

shared meaning that is created in supporting children’s learning (e.g., Hamre, & Pianta, 2001; 

Pianta and Walsh, 1996). They described “low-risk” circumstances as functional when home and 

school communication provided children with congruent messages about their schooling and 

“high risk” circumstances when children’s transition to school resulted in conflicting goals and 

interactions between home and school (Pianta & Walsh, 1996). 

Assessing readiness has been studied in a variety of ways. For example, children’s 

cognitive ability and maturity have been found to be linked with school performance. The meta-

analysis presented by LaParo, Kraft-Sayre and Pianta (2003) showed that the preschool and 

kindergarten cognitive assessments were predictive of cognitive assessment in grade one and two 

and that cognitive achievement predicted, 25% of the variance in early elementary school 

cognitive assessments (LaParo, et al., 2003). It seems that although cognitive indicators have 

been linked to school performance, other factors account for most of the variance in early school 

outcomes. For example, children’s social adjustment to kindergarten may be linked to their 

performance and involvement in school during the kindergarten school year, and subsequently in 

the later years. The current study sought to understand whether assessment of academic 

performance on the school report card as early as kindergarten, may be related to other factors 

such as behavior outcomes, social factors and parent-teacher collaboration.  

Finally, parents and teachers perceptions about school readiness were also considered. 

Teachers and parents may view school readiness differently and in turn, may have different 

expectations for children. We were interested in finding out how teachers described school 

transition in kindergarten and in grade one. Previous studies revealed that teachers believed 

children’s social skills were most important indicators of successful transition, whereas parents 
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have described that the discontinuity over time (grade one is more academically rigorous than 

kindergarten) puts some children more at a disadvantage. In past research, parents described 

more academic concerns and therefore focused on academic readiness (Rimm-Kaufman, et al., 

2000; United States Department of Education, 1993). Therefore, parents and teachers’ beliefs 

and perceptions of school transition may enhance our understanding of the factors involved in 

children’s transition to kindergarten and grade one. 

The study focused on the following questions: Are children’s achievement skills in 

kindergarten predictive of their academic achievement in grade one? How do teachers and 

parents perceive the transition from kindergarten to grade one? What other factors are involved 

in children’s school performance in school in the first two years? 

In the present study, 60 children were followed over two years (in kindergarten and grade 

one) to assess and predict which kindergarten academic, social and behavior variables contribute 

to academic, social and behavior outcomes in grade one. Additionally, parents and teachers were 

interviewed to understand their perceptions and their views on how children experienced school 

transition in kindergarten and in grade one. 

Methodology 

Participants and Setting 

Sixty children, including their parents and teachers, were involved in this study. 

Participants were affiliated with English-language public schools from two different school 

boards located in the suburban areas outside of Montreal, Canada. The teachers ranged in 

experience from brand new teachers who began their teaching career midway through the current 

school year, to experienced teachers who had been teaching kindergarten for over 20 years.  
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 Most of the parents in the study were born in Montreal, and spoke English at home. Other 

languages spoken at home included, Arabic, Italian, Spanish, Portuguese, and others.  

Measures 

Child’s functioning. The Wechsler Individual Achievement Test-Second Edition 

(WIAT-II; The Psychological Corporation, 2001) was used to assess children’s academic 

achievement in early literacy and numeracy (pre-reading and reading, writing, language and 

numeracy).The parent and teacher forms of the brief Social Competence Behavior Evaluation 

(SCBE-30; LaFreniere & Dumas, 1996) were used to assess children’s social competence in 

kindergarten and the Behavior Assessment for Children, second edition (BASC-2; Reynolds & 

Kamphaus, 2004) was used to assess child behavior in grade one. The Self-Perception Profile for 

Children (SPPC; author, year) was completed by teachers and parents to assess children’s 

domain- specific self-perceptions and self-esteem.   

Descriptions of Specific Measures. The WIAT-II (2001) is a standardized achievement 

test, with a mean of 100, a standard deviation of 15, and a standard error of measurement of 3 

points. The WIAT-II is organized into four composites: Reading, Mathematics, Written 

Language and Oral Language. Subtests on the Reading composite include Word Reading, 

Pseudo-word Decoding, and Reading Comprehension. Subtests on the Mathematics composite 

include Numerical Operations and Math Reasoning. Subtests on the Written Language include 

Spelling and Written Expression. The Oral Language composite includes Listening 

Comprehension and Oral Expression. The WIAT-II has  been shown to have good construct, 

content, and criterion validity. 

SCBE-30 (1996) was used to assess children’s behavior in kindergarten. Kindergarten 

teachers completed the questionnaire in Feb- April term. The SCBE-30 was designed to 
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reproduce the results of the SCBE-80, but in a shortened version. The normative sample 

(LaFreniere & Dumas, 1996) consisted of participants from four distinct geographical regions in 

North America, including one from Montreal. The ages of the children ranged from 30- months 

to 78-months.  Factor analysis revealed that the original intention of retaining the three subscales 

factors had been achieved and that the factors were stable.  The SCBE-30 has three subscales: 

Social Competence (SC), Anger-Aggression (AA), and Anxiety-Withdrawal (AW).  Construct 

validity of the SCBE-30 is high: each of the three subscales having high correlation (0.92 to 

0.97) to the same three corresponding factors of the original SCBE-80.  Internal reliability is 

high, with Cronbach’s alphas for the three scales ranging from 0.80 to 0.92.  The SCBE-30 has 

been chosen because it relates to the positive child development aspects of this study, its 

construct validity, and because of its excellent reliability.  

The BASC-2 (2004) is a standardized, multidimensional instrument that was used to 

assess adaptive and problem behaviors in the children. Behavior rating scales exist in parallel 

parent, teacher, and child forms. In particular, the Teacher Rating Scale (TRS) assesses four 

separate domains of behavior, which are organized into five composites: Externalizing Problems 

(Aggression, Hyperactivity, Conduct Problems), Internalizing Problems (Anxiety, Depression, 

Somatization), School Problems (Attention Problems, Learning Problems), Other Problems 

(Atypicality, Withdrawal) and Adaptive Skills (Adaptability, Leadership, Social Skills, Study 

Skills). The Teacher Rating Scale is based on a large, nationally representative US sample and is 

categorized according to the age, sex and clinical status of the child (Reynolds, & Kamphaus, 

2004). High internal consistency estimates of the individual scales have been demonstrated, with 

coefficients ranging from .85 to .89 (Reynolds, & Kamphaus, 2004). Moderate to high 

correlations have also been noted between the composites of the TRS, and the related scales of 
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alternative behavioral assessments, including the Achenbach System of Empirically- Based 

Assessment (ASEBA; teacher form) and the Conners’ Teacher Rating Scale- Revised (Reynolds, 

& Kamphaus, 2004). 

The SPPC (2003) was completed by teachers and parents to assess children’s self-

perceptions in the following domains: (a) scholastic work, (b) social acceptance, (c) athletic 

ability, (d) physical appearance, (e) behavioral conduct, and (f) global self-worth. The reliability 

and validity of these scales are acceptable (Harter, 1985). The SPPC is designed to reduce the 

incidence of socially desirable responses. Researchers have concluded it demonstrates extremely 

good psychometric properties (Marsh & Gouvernet, 1989).  

The Parent-Teacher Involvement Questionnaire (Malone, Miller Johnson, & Maumary-

Gremaud, 2000) was completed by parents and teachers to identify and examine important areas 

of the family-school relationship such as: (a) the quality of the relationship between parent and 

teacher, (b) parents' involvement and volunteering at school, (c) parents' endorsement of the 

child's school, and (d) frequency of parent-teacher contact. In addition, two open-ended 

questions were included to allow parents and teachers to describe what would help make their 

parent-teacher relationship better, and to add any comments or clarifications to their answers on 

the questionnaires. 

 The Parenting Sense of Competence (PSOC: Johnston & Mash, 1989) is a 16-item 

Likert-type questionnaire that was be used to assess both parental satisfaction of their parenting 

role, and parental sense of efficacy. The PSOC has two subscales that reflect its underlying 

constructs: Satisfaction and Efficacy.  The satisfaction subscale consists of nine items (e.g., 

“Being a good mother is a reward in itself.”). The Efficacy subscale consists of seven items (e.g., 

“If anyone can find the answer to what is troubling my child, I am the one.”).   
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Student-Teacher Relationship Scale (STRS; Pianta, 1996) was completed by teachers to 

tap dimensions of warmth and security, anger and dependence, and anxiety and insecurity in the 

teacher-student relationship.  

Procedures 

Teachers were individually interviewed and audio-recorded in the middle of the school 

year (November to February). In addition, teachers were invited to focus group discussions at the 

end of the school year (April-June). Parents were also invited to small group discussions at each 

of the schools between February and June of 2007. Although the majority of participants were 

mothers, in some cases fathers or both parents attended. These focus groups were audio-

recorded. Childcare was offered and provided if necessary. Teachers and parents were invited to 

respond to questions and discussions in their preferred language (English or French); the 

interviews were conducted in the teachers’ preferred language. 

Interview questions sought to understand themes related to transition practices at the 

beginning of and during the school year, perceptions of family and school collaboration, 

parenting and teaching roles, and their values related to education and learning (Pianta & Kraft-

Sayre, 2003). Parallel questions were designed for parents to understand their perceptions of 

their role in the transition to kindergarten and their perceptions of family-school collaboration. 

The audio files were analyzed and coded inductively and this resulted in the development 

of themes that both directly answered the research questions (i.e., transition practices, challenges 

to collaboration) and provided new perspectives about the context of the perceptions of parents 

with children in kindergarten (e.g., parents of children who are second-born vs. first born; 

teacher leaves of absence that were unpredictable). Inter-rater reliability checks were 

implemented by multiple members of the research team: two members reviewed the teacher 
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interviews; 3 members reviewed the parent interviews; the focus groups were coded by one 

member of the research team and the inter-reliability checks are ongoing. 

Results and Discussion 

As this is an ongoing study, we will present preliminary findings. We were interested in 

the correlations between academic achievement scores and report card grades in kindergarten 

and in grade one. Secondly, we considered whether kindergarten achievement predicted grade 

one achievement. Thirdly, we computed whether kindergarten academic achievement predicted 

behavior and social outcomes in grade one. Finally, we were interested in whether the parent-

teacher relationship predicted behavior outcomes in grade one. For each regression, we 

controlled for mother’s education and child gender.  

The qualitative data of the teacher and parent interviews were also analyzed to 

understand how parents and teachers perceived the transition from kindergarten and grade. Data 

was analyzed for themes related to transition practices at the beginning of and during the school 

year, perceptions of family and school collaboration, parenting and teaching roles, and their 

values related to education. 

Question 1: Correlations Between Academic Achievement and Report Cards  

Table 1 revealed that kindergarten Report Card grades on Task Completion and Social 

Interaction are significantly correlated with Spelling Achievement (WIAT-II).  Table 2 results 

show that Grade One grades are highly correlated with Grade One Achievement scores (WIAT-

II). Since WIAT measures are highly correlated to kindergarten and grade 1 report card 

measures, WIAT scores are reported here. 
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Table 1  

Pearson Correlations between Kindergarten Achievement Test Scores (WIAT-II) and 

Kindergarten Report Card Scores 

 French Oral Task Completion Social 
Interaction 

Social 
Adjustment 

WIAT-2 Spelling -.04 .31* .26* -.04 
WIAT-2 
Mathematics 

.20 .23 .14 .07 

WIAT-2 Oral 
Language 

.20 -.07 .16 -.01 

 
Notes:     *p < .05; 

  **p < .01; 
 ***p < .001 
 
Table 2 

Pearson Correlations between Grade One Achievement Test Scores (WIAT-2) and Grade One 

Report Card Scores 

 Term A 
French 

Term C French Term A Math Term C Math 

WIAT-2 Reading .51*** .47*** .25 .30* 
WIAT-2 
Mathematics 

.47*** .49*** .42*** .41*** 

WIAT-2 Written 
Language 

.59*** .59*** .41** .39** 

WIAT-2 Oral 
Language 

.42*** .34** .19 .19 

 
Notes:     *p < .05; 

  **p < .01; 
 ***p < .001 
 
Question 2: Does Kindergarten Achievement Predict Grade One Report Card Scores?  

Results showed that kindergarten achievement scores in math were predictive of grade 

report grades in language and math in first and last term (see Table 3). 
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Table 3 
 
Regression Analysis of Kindergarten Achievement Scores (WIAT-II) as Predictors of Grade One 

Report Card Grades  
 

Grade 1 Report Card 
 French 

Term A 
 French  

Term C 
 Math 

Term A 
 Math  

Term C 
 

Independent variables ß SE ß  ß SE ß  ß SE ß  ß SE ß  

Model 1             
WIAT Spelling .13 .10  .13 .11  -.03 .12  .07 .11  
WIAT Mathematics .39** .14  .41* .16  .51** .17  .55** .16  
WIAT Oral -.04 .09  .07 .10  .06 .11  .04 .10  
Model 2             
WIAT Spelling .10 .10  .09 .11  -.05 .12  .08 .12  
WIAT Mathematics .38* .15  .41* .16  .46* .18  .55** .17  
WIAT Oral -.03 .10  .07 .10  .10 .12  .04 .11  
Report Task Completion 1.70 3.07  1.18 3.35  4.50 3.70  -.04 3.56  

Report Soc. Interaction 1.97 2.64  3.23 2.88  -2.10 3.19  -1.42 3.06  

Model 3             
WIAT Spelling .09 .10  .09 .11  -.04 .12  .09 .12  
WIAT Mathematics .41* .15  .52** .16  .55** .18  .62 .17  
WIAT Oral -.03 .10  .03 .10  .05 .12  -.01 .11  
Report Task Completion 1.54 3.12  .05 3.30  3.24 3.72  -1.17 3.58  

Report Soc. Interaction 1.35 2.72  3.40 2.87  -.10 3.24  -.32 3.12  

Gender -3.01 2.50  -1.04 2.87  3.20 2.99  3.35 2.87  

Mother Education .60 .72  1.71* .76  1.23 .84  1.05 .80  
R2  .30*   .37**   .29*   .34**   
Adjusted R2 .19*   .28**   .18*   .24**   
F-value 2.74*   3.83**   2.62*   3.41**   

 
Notes:     *p < .05; 

  **p < .01; 
 ***p < .001. 
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Question 3: Does Kindergarten Academic Achievement Predict Grade One Behavior 

Outcomes?  

Table 4 shows that kindergarten math achievement was negatively predictive of child 

school problems (BASC-2). Children who scored higher on math achievement in kindergarten 

had fewer school problems in grade one.  

Table 4 

Regression Analysis of Kindergarten Achievement Scores (WIAT-II) as Predictors of Grade One 

Teacher Ratings of Behavior 
 

BASC Grade 1 
 Externalizing 

Problems 
 Internalizing 

Problems 
 School 

Problems 
 Adaptive 

Skills 
 Behavioral 

Problems 
Independent 
variables 

ß SE ß  ß SE ß  ß SE ß  ß SE 
ß 

 ß SE 
ß 

Model 1               
WIAT Spelling -.39** .12  -.11 .10  -.08 .10  .11 .12  -.30** .11 
WIAT Mathematics -.03 .18  -.07 .15  -.36* .14  .23 .17  -.15 .15 
WIAT Oral -.05 .12  -.05 .10  -.04 .09  04 .11  -.06 .10 
Model 2               
WIAT Spelling -.33* .13  -.10 .11  -.05 .11  .09 .12  -.26* .11 
WIAT Mathematics -.01 .18  -.06 .16  -.35* .15  .27 .17  -.13 .15 
WIAT Oral -.05 .12  -.05 .10  -.04 .10  .01 .11  -.06 .10 
Report Task 
Completion 

-2.10 3.79  -1.06 3.32  -1.19 3.18  -.296 3.62  -1.76 3.26 

Report Soc. 
Interaction 

-4.85 3.23  -.84 2.83  -2.13 2.71  3.81 3.08  -3.13 2.78 

Model 3               
WIAT Spelling -.29 .12  -.10 .11  -.01 .10  .05 .12  -.23 .11 
WIAT Mathematics -.08 .18  -.10 .17  -.39* .15  .27 .17  -.20 .16 
WIAT Oral -.05 .12  -.03 .11  -.05 .10  .04 .11  -.05 .10 
Report Task 
Completion 

-1.21 3.64  -.66 3.42  -.60 3.08  -3.07 3.47  -.88 3.21 

Report Soc. 
Interaction 

-3.26 3.20  -1.33 3.00  -.68 2.70  1.56 3.04  -2.35 2.81 

Gender 6.37 2.99  -1.22 2.80  5.57* 2.52  -7.79** 2.84  3.58 2.62 
Mother Education -1.38 .82  -.47 .77  -.96 .69  .42 .78  -1.26 .72 
R2  .39**   .08   .33**   .27*   .37**  
Adjusted R2 .29**   -.06   .23**   .16*   .28**  
F-value 5.04**   .59   3.24*

* 
  2.46   3.87**  

 
Notes:     *p < .05; 

  **p < .01; 
 ***p < .001. 
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Question 4: Does Kindergarten Academic Achievement Predict Grade One Children’s Self-

Perception of Peer Acceptance and Cognitive Competence as Reported by Parents and 

Teachers? 

Table 5 shows that math achievement in kindergarten predicted parent and teacher report 

of children’s cognitive competence. 

Table 5 

Regression Analysis of Kindergarten Achievement of Scores as Predictors of Grade One Teacher 

and Parent Ratings of Child Self-Perception and Perceived Acceptance  

 
                                                      Grade 1 Teacher Rating SPPC                  Grade 1 Parent Rating SPPC 
 Cognitive 

Competence 
 Peer 

Acceptance 
 Cognitive 

Competence 
 Peer 

Acceptance 
 

Independent variables ß SE ß  ß SE ß  ß SE ß  ß SE ß  
Model 1             
WIAT Spelling -.00 .01  .01 .01  -.00 .01  .02* .01  
WIAT Mathematics .03* .01  -.01 .01  .05*** .01  .02 .01  
WIAT Oral .02 .01  .01 .01  .00 .01  -.00 .01  
Model 2             
WIAT Spelling -.00 .01  .01 .01  -.01 .01  .01 .01  
WIAT Mathematics .03* .01  -.00 .01  .05*** .01  .02 .01  
WIAT Oral .02 .01  .01 .01  .00 .01  -.00 .01  
Report Task Completion .14 .23  -.23 .27  -.10 .19  .01 .22  
Report Soc. Interaction .20 .20  .21 .23  .27 .17  .34 .19  
Model 3             
WIAT Spelling -.01 .01  .01 .01  -.01 .01  .01 .01  
WIAT Mathematics .04** .01  -.00 .01  .05*** .01  .02 .01  
WIAT Oral .01 .01  .01 .01  -.00 .01  -.00 .01  
Report Task Completion .05 .22  -.25 .28  -.11 .20  .02 .23  
Report Soc. Interaction .17 .19  .19 .24  .25 .17  .27 .20  
Gender -.21 .17  -.11 .22  -.12 .16  -.25 .18  
Mother Education .13* .05  .03 .06  .03 .05  .01 .05  
R2  .43***   .14   .45***   .53   
Adjusted R2 .34***   .01   .37***   .28   
F-value 5.04***   1.05   5.59***   2.55*   

 
Notes:     *p < .05; 

  **p < .01; 
 ***p < .001 
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Question 5: Did Parent-Teacher Involvement Predict Behavior Outcomes in Grade One?  

Table 6 shows that parent-teacher involvement as reported by teachers predicted 

children’s behavior outcomes in grade 1. More specifically, teacher rating of parents’ comfort 

with the school was negatively related to children’s externalizing behavior, school problems and 

behavior problems and positively related to children’s adaptive skills. Teacher rating of the 

frequency of parent-teacher contact was positively related to externalizing problems, school 

problems and behavior problems. 

Table 6 
 
Regression Analysis of Grade One Ratings of Parent-Teacher Involvement as Predictors of 

Grade One Teacher Ratings of Behavior 
 

BASC Grade 1 
 Externalizing 

Problems 
 Internalizing 

Problems 
 School Problems  Adaptive Skills  Behavioral 

Problems 
Independent 
variables 

ß SE ß  ß SE ß  ß SE ß  ß SE ß  ß SE ß 

Model 1               
T - Comfort -6.88** 1.98  -1.59 2.03  -5.99** 1.86  9.23*** 1.93  -

6.87*** 
1.73 

T - Frequency 5.58*** 1.42  4.64** 1.46  3.83** 1.33  -.63 1.36  5.77*** 1.24 
Model 2               
T - Comfort -6.69** 1.99  -1.74 2.05  -6.03** 1.88  9.06*** 1.91  -

6.86*** 
1.73 

T - Frequency 4.78** 1.53  4.87** 1.57  3.74* 1.44  .17 1.45  5.46*** 1.33 
P - Quality .15 1.59  2.12 1.64  1.54 1.50  -.93 1.51  1.877 1.38 

P - Endorsement -3.16 2.25  -.55 2.32  -1.38 2.13  3.72 2.13  -2.47 1.96 

Model 3               
T - Comfort -5.85** 1.95  -2.01 2.08  -5.51** 1.90  8.43*** 1.92  -6.59** 1.78 
T - Frequency 5.02** 1.51  5.13** 1.60  4.20** 1.46  -.40 1.46  5.74*** 1.37 
P - Quality .94 1.58  2.02 1.68  2.17 1.54  -1.63 1.52  2.22 1.44 
P - Endorsement -2.79 2.20  -.36 2.34  -.84 2.13  3.10 2.11  -2.16 2.00 

Gender 6.11* 2.70  -1.77 2.87  3.97 2.62  -4.38 2.62  2.15 2.46 

Mother Education -.36 .70  .98 .74  .62 .68  -.79 .67  .41 .64 
R2  .49***   .26*   .37**   .43***   .51***  
Adjusted R2 .42***   .16*   .28**   .35***   .45***  
F-value 7.25***   2.66*   4.44**   5.58***   8.05***  
 
Notes:     *p < .05; 

  **p < .01; 
 ***p < .001. 
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To summarize, children’s performance on the WIAT-2 in kindergarten was predictive of 

their achievement in grade one on language and math achievement. Children’s math achievement 

was predictive of fewer school behavior problems in grade one. Teachers and parents reported 

that parents who felt more comfortable at school had children who were better behaved. The 

frequency of parent-teacher communication was predictive of more behavior difficulties in 

children  

Multiple Perspectives of Transition and Expectations for Children  

All parents noted the importance of communication between home and school as a factor 

that influenced their involvement and ability to ease their children’s transition to school.  At 

some schools communication was difficult, and parents reported that, “…if you don’t have the 

time to actually be there physically you don’t get the information.” Knowing what occurs at 

school was important to parents in facilitating the transition, as well as reinforcing learning at 

home.  

While some teachers focused on the child's transition and teacher-child relationship, 

others also highlighted the importance and value of parent-teacher relationships as an influence 

on the teacher-child relationship. Parents commented on the stress of the transition, and the 

different transition and communication practices between teachers: “I find the teacher makes a 

big difference too, if you’re comfortable with your teacher, you’ll feel a lot more at ease about 

how your child is progressing at school”. 

Kindergarten teachers mentioned the importance of establishing a routine for homework 

as early as kindergarten. Although some parents perceived their role as necessary in reaching this 

goal, other parents had a long-term vision of developing autonomy by giving their child the 

responsibility of emptying their school bag and showing parents what they need to sign; these 
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parents accepted that sometimes a permission form may not be signed, but that having to answer 

to the teacher will help child become more responsible. Teachers perceived homework as a way 

to ‘train’ parents and teachers. Despite the number of communication practices reported by 

parents and teachers, parents in most schools reported not getting enough information on what is 

going on in school and on their children’s individual progress other than parent-teacher 

conferences. Follow up notes or contact was suggested, and this was deemed important to 

facilitate an easier transition and more informed parent-involvement.  Findings on teacher-parent 

contact and parental involvement are consistent with past studies (e.g. Anderson & Minke, 

2007).  The current study also showed that teachers may have “school focused thinking”, 

whereas parents, may have a more “community focused thinking” (Knoff & Swick, 2006; 

Lawson, 2003) which may lead to misunderstandings or disagreements between parents and 

teachers as to children’s adjustment in school. 

Implications for Education  

The transition from kindergarten to grade one has long-term implications for future 

school success. The transition is multi-dimensional and must take parent and teacher perceptions 

and expectations into consideration when assessing academic and behavior outcomes. Parent-

teacher communication may ease the transition to school. 
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Abstract  
   
What if the instructor announced that students were not required to buy and read the usual 
required textbook for class? Instead students would collaboratively research, author and publish a 
wiki textbook. In this paper, the authors (1) describe the  characteristics of wiki tools for student 
authorship of textbooks; (2) discuss the rationale behind requesting students to author and publish 
wiki textbooks, and (3) describe instructional methods for guiding students in the authorship of 
wiki textbooks. 
 
Introduction    
 
With the rise of the social web over the past five years, educators are rethinking classroom 
learning. The traditional classroom writing assignments such as term papers, book reports and 
journals are becoming more interactive, dynamic and shared in their creation. New tools like 
blogs, wikis, microblogs and texting have added new dimensions to classroom writing 
experiences. They offer new and engaging ways for students to represent what they know.  The 
"Wiki Textbook" is one promising approach to such writing assignments. The ubiquity of the 
Internet and web 2.0 software applications enhances  students' capability to author wiki pages. 
Moreover the wiki authoring process allows for a rigorous but highly engaging application of the 
writing process which allows students to demonstrate attainment or mastery of high levels of 
multiple knowledge domains. In this paper we aim to: (1) describe the distinct characteristics of 
wiki tools for student authorship of textbooks; (2) discuss the rationale for students to author and 
publish wiki textbooks, and (3) describe instructional methods for guiding students in the 
authorship of wiki textbooks. 
 
Definitions and Characteristics of Wiki Textbooks  
 
Currently the "wiki textbook" does not have a singular standard definition. Wiki textbooks are 
identified by their developmental characteristics which include web published, shared authorship, 
open editing and ongoing development. A wiki textbook differs from both the traditional textbook 
and the popular ebook in format as well as its collaborative authorship and open publishing. 
Farrell and Tanner (2002) describe the traditional textbook as not based on the "creativity and 
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imagination of individual authors" but on the "core content" as typically set by a state curriculum 
agency. The authors point out that this is more true of k-12 textbooks than for books at the 
college level. However even college textbooks have traditionally been formulaic and dependent 
on a hierarchical authoring approach (Farrell and Tanner, 2002). Traditional textbooks essentially 
provide "a structured approach to learning from an authoritative source" (Watson and 
McCubbrey, 2009). 
 
The wiki textbook challenges the notions of "hierarchical", "structured" and "authoritative" text 
creation. The earliest examples of the wiki textbook were based on the ideals of collaborative 
content creation. Open content creation is one of the founding principles of the world wide web 
since its earliest origins (Watson & McCubbery, 2009). This open publishing approach became a 
reality with the the emergence of the wikiwikiweb software application through the work of Ward 
Cunningham (Evans, 2006). Cunningham (2002) describes it as "... a piece of server software that 
allows users to freely create and edit Web page content using any Web browser." This freely 
accessible wiki application was deployed on the Internet in 1995 and with it the concept of "open 
editing" became a reality. 
 
Student authoring of wiki textbooks is a high level writing task: It requires students to be 
continuously engaged in data gathering, organization, writing, revising and editing. Wikis foster 
immersion in the writing process. Moreover this engagement is intensified because the work is 
subject to immediate publication, public critique and review. In fact the work is also subject to 
immediate editing by another author. In this approach the writing process becomes a living 
interaction in coauthorship and individual revision as well as review. 
 
Student authorship of wiki textbooks also fits with 21st century skill sets for student collaboration 
in learning contexts. Learner collaboration reflects the development and publishing of textual 
content as ongoing, dynamic and community dependent. Evans and Wolf (2005) describe how 
contemporary approaches to collaboration as evidenced by the development of open source 
software can lead to the creation of new knowledge across an organization. Basic rules of 
management organization when "augmented by simple communication technologies and a lack of 
legal barriers to sharing information"(Evans and Wolf, 2005), provide a formula for the creation 
of  "rich common knowledge". In a similar vein, Watson and McCubbery point out that "a 
massive relatively untapped intellectual resource" of 132 million university students are, better 
able to make a meaningful and global contribution by co-authoring wiki textbooks for developing 
countries through a global textbook project (Watson and McCubbery, 2009). 
 
Wiki textbooks also differ from traditional textbooks in that they can be updated constantly 
instead of in cycles of annual or biennial editions. In student wiki textbook projects, successive 
teams of students return to review and revise the text. This means that wiki textbooks have the 
potential to deliver more current knowledge. Wiki textbooks have the "ability to produce living, 
evolving information stores that never go out of date" (Cushing, 2007). 
 
Based on the above review, a synthesized working definition of a "wiki textbook" is:   
 
A "wiki textbook" is an electronic text that is collaboratively created by teams of students and 
instructors in a specific knowledge domain. It is is published on a web platform that is open to the 
public for immediate and ongoing review and revisions.  
Watson and McCubbery (2009) have put forward dimensions of "openness of fit", i.e. a 
framework for examining the "openness of the methods by which intellectual artifacts are created 
and shared" (p.32). For them the ideal approach as exemplified by wiki textbooks is (in bold) 
open access, few editors, formal reviewing and dynamic timeliness. 
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Access 
 

Open                               Proprietary 
 

Editing 
 

Everyone                            Few 
 

Reviewing 
 

Informal                            Formal 
 

Timeliness 
 

Dynamic                               Static 
 

Table 1: Watson and McCubbery (2009). Openness dimensions 
 
Teaching with wiki textbooks goes beyond lecture notes, quizzes, and charts and graphs. Wiki 
textbooks enable instructors and students to building a community of learners through interaction. 
Wiki textbooks provide support for interaction as students to author, editor, and publisher as they 
share knowledge with the general public as well as with classmates. Using a wiki textbook not 
only provides instructor and students an opportunity to share and build upon a community of 
knowledge, but those who have a stake in a project will ultimately benefit from the instruction 
contained within the project (Barton, 2004). 
 
Wiki textbook authoring is consistent with the constructivist approach. According to Lepionka 
(2007), open content publishing “firmly supports and extends constructivist models of teaching 
and learning,”. In the twenty first century learning context,  learners are required to develop 
learning and innovation skills. Constructivist approaches involving creativity and innovation, 
critical thinking and problem solving as well as communication and collaboration provide a solid 
basis for this skill development. 
 
Although wiki textbooks are traditional regarding content, the method of open access or open 
content publishing is unique in that students are self assessing while collaborating, creating, 
researching, reading, and writing. From researching, students are compelled to develop literacy 
and critical thinking skills. The benefit of a textbook created by students is multi-faceted. Text is 
customized and targets specific curriculum while it aligns with teaching philosophies and theories 
that pertain to a personalized, self-directed approach to learning.  Open textbooks are dynamic, 
addresses various learning styles, and always an advantage in classrooms today, open textbooks 
are free.  
 
Instructional Methods for Wiki Textbook Assignments  
 
The wiki textbook authoring process is suggested in the work of Cunnigham (2002), Watson & 
Others (2004), and O'Shea (2007) as well as in Webster University's experiences with wiki 
textbooks (Webster University, 2008, 2009, 2009a, 2009b, 2009c).  
 
Writing assignments can be challenging to both instructors and students at any level -- 
elementary, secondary, undergraduate and graduate education. Competencies such as writing 
mechanics (spelling, grammar, organization) and the students' skill with expository, technical or 
creative writing are required for students to successfully complete any writing assignment. 
Personal or emotional issues like writing anxiety, motivation, interest or learning disabilities also 
contribute to the students' success.  Instructors must attend to these concerns in the design of any 
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writing assignment, including wiki textbook assignment. However, wiki textbooks assignments 
adds new layers of competencies and concerns:   
 

1. Audience: The public wiki textbook is visible to anyone on the Internet. Hence the 
students' are writing not only for the instructor and/or classmates, but also for other 
students, instructors and anyone interested in the subject. 
 

2. Textbook writing format: Students and instructors who use Wikibook for their wiki 
textbook projects are expected to follow the Wikibook Polices and Manual of Style. 
Students may be unfamiliar with these textbook authoring conventions. Instructors 
themselves may need to orient students on the meaning of writing from a "neutral point 
of view," for example. (Wikibooks, 2009) 
 

3. Digital ethics concerns: The concerns about plagiarism, infringement of copyrights and 
intellectual property rights apply to any writing assignment. But when these ethical 
breaches and violations occur on a student authored wiki textbook, they occur in a public 
arena. Ethical breaches in a wiki textbook on the web exposes the students, faculty and 
the institution to potential sanctions and even lawsuits. 
 

4. Team or collaborative writing: Students' skills and preparedness for collaborative writing 
are likely to vary greatly. Students with less skill or experience will require more 
guidance and structure to be successful in collaborating on the wiki textbook assignment. 
Similarly, the instructors' own comfort and instructional skill set in managing 
collaborative assignment may affect student success in the collaboration process.   
 

5. Writing as Publication or Broadcasting: In traditional writing assignments, instructors 
may the writing standards (mechanics, technical quality, content standards) or evaluation 
criteria according to the students' level of writing competencies. But published writing, 
whether in print or online is expected to be readable, mechanically and grammatically 
perfect, abide by the publications' manual of style, and the professional content standards. 
Student writing on the wiki textbook will be held to these standards. 
 

6. Privacy and confidentiality concerns: Traditionally, university students assume that their 
writing assignments will be read, reviewed and graded only by their instructors. Student 
writing and student work is thus considered a private and confidential communication 
between the student and the instructor. In contrast, wiki textbook writing assignments are 
neither private, nor confidential. Instructors may need to clarify and discuss student 
concerns about this change when making a wiki textbook assignment. 
 

7. Individual Credit for Authorship: By default, wiki textbook chapters are assumed to be 
collaboratively written and edited. Even when individual students are assigned to write a 
chapter in a wiki textbook, other students and other readers are expected to contribute, 
revise or review the chapter. Hence wiki textbook chapters do not typically include an 
author by-line. Students may be concerned that their individual contributions are not 
acknowledged or recognized without this authorship recognition. 

 
The novelty and intensity of wiki textbook authoring for students requires instructors to be 
sensitive to students needing support and individual guidance. Students need to understand the 
personal value and benefits of the wiki textbook writing in order to invest more of their efforts 
and energies to the wiki text writing assignment. Students should be recognized when they do 

2010 HICE Proceedings - Page 71



well and the instructor should be aware of fair distribution of work loads. In addition, instructors 
should not fear criticism from peers because open content publishing is open to criticism.   
 
Several instructional designs have been associated with successful wiki textbook chapter 
assignments. These include (1) The case report assignment; (2) The multiple individual authors 
approach; and (3) The rotating role assignments for collaborative chapter authorship.  
 
In the "case report" wiki textbook assignment, each student select a particular "case example" 
for a given topic. In a marketing class, for example, each student is assigned to research and 
report on the design and results of one corporate product awareness campaign in 2008. The 
instructor specifies the objectives of the research and the report and defines a common outline 
and format for the case reports. Each student's case report is publishes in the wiki textbook as a 
chapter section. This assignment may be repeated in the same class for case studies on other 
topics. In subsequent semesters, students contribute additional case report in the same chapters or 
in new chapters.   
 
The strategy of using multiple individual authors for textbook chapters is effective in large 
classes. The Old Dominion University wiki textbook,  Social and Cultural Foundations of 
American Education (Allen, et. al, 2007) uses this strategy. With over 200 students enrolled in 
this class, as many as four or five students are assigned to individually write one of the chapters 
for the textbook. The students are not expected to collaborate or work together in authoring the 
chapter at this point. Other students in the class are required to read the five version of Chapter 1 
(for example), and then vote on which chapter version should get published in the current wiki 
textbook edition.   
 
A strategy for managing multiple roles in authoring wiki textbook chapters involves rotating role 
assignments for collaborative chapter authorship. In this strategy for classes of 15 - 24 students, 
is to designate and assign specific roles to a team of three students per per chapter or chapter 
section. This strategy was used in the Webster University class, Constructivism and Technology 
(2009). The roles are (1) initiating author; (2) quiz builder; and (3) editor. All three team 
members are expected to find pertinent articles and resources for their chapter topic; and put their 
research notes into a "sandbox," which is a GoogleDocs text document shared among the team 
members. The initiating author's role is to organize these notes, outline and write a first draft for 
the chapter. The quiz builder authors a five-question chapter quiz and answer key for the chapter 
information. The editor formats the chapter bibliography into the proper APA style formatting, 
and supports the initiating author for content accuracy and proper citations. After the chapter is 
published in the wiki textbook, the other students read the chapter and take the chapter quiz. The 
editor for the chapter is grades each students' quiz using the answer key that the quiz builder 
created. The students rotate roles and work with different class members in the next round of 
chapter authoring.   
 
Conclusions  
 
Following the lead of other successful implementations, Webster University instructors have 
given wiki textbook authoring assignments in a variety of classes. These assignments were 
designed in consideration of (1) supporting students in traditional research, writing and editing 
skills; and (2) guiding students in the collaborative processes, in applying textbook publishing 
standards and style manuals, and in writing for a public audience beyond the instructor and their 
classmates. Instructional designs such as (1) the case report; (2) the multiple individual authors 
approach; and (3) the rotating role assignments for collaborative chapter authorship were 
associated with successful student authoring of wiki textbook chapters. Many more instructional 
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strategies are likely to be developed as instructors explore the value of students writing and 
publishing wiki textbooks.   
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Experiential learning: Assessing value of three different field course approaches 
 
Michael P. Marlow 
University of Colorado Denver 
 
Abstract 
 
The University of Colorado Denver’s science education program utilizes numerous 
national and international field locations as living classrooms.  These experiences are 
academic in nature and incorporate inquiry and research components.  This paper 
evaluates how a series of activities and experiences within three different field courses 
impact a group of teachers’ content understanding and self-efficacy resulting in improved 
classroom practice.  The methods used in these experiences include a combination of 
implicit, informal and formal activities.   A combination of experiences and materials has 
resulted in enhanced content learning and increased professional efficacy for the 
participant teachers.      
 
Theoretical Program Base 
  
Experiential learning is a process through which a learner constructs knowledge, skill, 
and value directly from an experience within the environment.  In many respects it is not 
unlike situated learning or place based learning.  Content learning within these 
environments occurs when carefully chosen experiences are supported by reflection, 
critical analysis, and synthesis.  Experiences are structured to require the learner to take 
initiative, make decisions, and to be accountable for the results.  The results of the 
learning are personal and self constructed preparing for and leading to future experiences 
and learning.  Understandings are developed and deepened.  Shared experiences within a 
group or cohort influence this learning.  Lave and Wenger (1991) suggest that individuals 
learn as they participate by interacting with a community, its history, assumptions and 
cultural values, rules, and patterns of relationship; the tools at hand, including objects, 
technology, language and images; the moment’s activity, its purposes, norms, the 
practical challenges.  Shared knowledge emerges from the interaction of these elements.  
Activities that involve professionals in open and dynamic discussion, mutual problem 
solving and/or collaborative learning draw the participants into a community of learners 
or professional cohort and contribute to a deeper understanding of the science concepts 
and content expressed during the experience.  The increased content understanding 
enhances the professional efficacy of the participant resulting in more confident practice. 
 
The use of a field site considers this theoretical base in planning meaningful activities.  
The field experience is designed to meet all of following program objectives.   
  
 A) Increased knowledge of science content and concepts   

B) Create understandings of the connections and relationships within the selected 
environment    

 C) Skill development in doing science inquiry utilizing the field site resources 
 D) Support for implementation of critical thinking and problem solving skills. 
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 E) Enhance sense of professional self-efficacy  
 
Research Project Specifics 
 
The three field studies involved in this research were designed using the above theoretical 
base.  Each however had one different major component relating to content delivery 
during the experience.  The three field studies were all led by the same professor and in 
the same summer semester. 
 

A. Kilimanjaro Trek and Safari:  professional movie made of the experience 
requiring scripted lectures and activities involving the participating teachers 
 

B. Hawaii Volcanoes:  scheduled activities, formal/informal discussions, participants 
issued complete travel format, directions and content support documents, no 
formal group activity 

 
C. Rafting Grand Canyon:  all informal discussions with support content packet 

received prior to trip, no formal group activity 
 
Participants were a range of K-12 teachers, prior content expertise varied and prior 
professional contact with the instructor also varied.  Some members of the groups knew 
each other some were traveling alone. 
 
Research Methods 
 
The objective of this research study is to describe and interpret the impact of different 
field study approaches of content delivery on participating teachers and to determine the 
relative importance of these aspects on their content understanding. The field studies 
were intentionally structured to provide opportunities for close professional collaboration, 
social networking and individual reflection. Data was collected from participants prior to 
and following participation in the field studies.  In particular we were interested in 
discovering if the environment created within the field experience sets the stage for 
interactions that promote increased efficacy and professional identity as a result of 
increased content understanding.  Each participant was interviewed prior to the field 
study relating to content understanding, trip expectations and concerns.  Post surveys 
reviewed the pre survey questions and answers.  Also each participant maintained a 
journal throughout the experience.  Journal prompts were used.    
 
Journal Prompts 
Keep a daily log about your experiences (questions, anticipation, events, feelings, 
learnings…).  This can be as long or short as is appropriate for you, depending on the 
day. 
 
Other specific prompts: 
 
What challenges have you faced? 
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What successes have you had? 
What unexpected events have unfolded? 
 
What science have you learned or want to learn more about as a result of this trip? 
What do you want to remember to share with your students and/or colleagues?  
_________________________________________________________________ 
 
A third method of data collection was evaluation of products developed by participants 
for both content gain and professional self-efficacy.  These involved digital stories, 
podcast, photo journals, web pages, curriculums and other such products. 
 
In evaluating the journals and digital stories for impacts on professional self-efficacy a 
method of evaluation was developed. The first step was to determine what themes 
relating to teacher self efficacy development were present in the data sources.  Drawing 
from a constant comparative approach, data sources were coded sequentially, using 
emerging codes (with an eye toward indicators of professional efficacy) arising from 
open coding. As each new data source was examined, new codes were added to the 
master code list.  This method was used to develop five significant codes matching 
teacher comments derived from a number of sources.    
  
 • Sense of connection with the science teaching profession 
 • Sense of connection to people 
 • Sense of content learning during the field experience 
 • Value of significant experience in the course 
 • Personal significance of the overall experience 
 
An analysis of the coded statements utilized a framework using the three levels of reflection 
identified by Surbeck, Han, and Moyer (1991): (a) reacting – commenting on feelings 
towards the learning experience, such as reacting with a personal concern about an event;    
(b) elaborating – comparing reactions with other experiences, such as referring to a general 
principle, a theory, or a moral or philosophical position; and  (c) contemplating  - focusing on 
constructive personal insights or on problems or difficulties. Occurrences of codes were 
tabulated and combined from artifacts of each individual through axial coding. 

To assign a level or degree of reflection to individual thoughts or chains of thought from 
the artifacts, each coded entry was situated within the reflection framework. Occurrences 
of reflection levels were tabulated and normed as a percentage of total entries for each 
artifact. Then, to determine which elements of professional identity were reflected upon 
most deeply, themes derived from the first process were grouped according to their 
occurrences at the three reflection levels. Codes falling into level 2 or 3 indicated a level 
of reflection considered to be impacting their professional identity. 
 
Finally a method of field (content) performance assessment was developed allowing the 
participants opportunities to demonstrate understanding through field interpretation, 
group discussion and on-site activities. 
 
Initial Observations 
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Kilimanjaro Experience 
 

 Data Observations Coded
 
Codes  Framewo

Match 
rk  Examples of statements‐ level 1,2 and 3

Sense of connection with the 
science teaching profession 

127 total 
 statements

 
4% were 1
at level 1 
 
8% were 3
at level 2 
 
48% were 

 at level 3

“During my teacher prep I didn’t take much 
science so have not taught much in my 3rd 
rade class.  Now I’m excited to get back and g
learn and teach more science” 
 
I’ve taken a lot of biology coursework but 

 
“
I’ve learned more in this course than most.”
 
 “I’m really glad I did this, my students will 
view me differently when I incorporate my 

k experiences into my lessons.  Makes me loo
more like the scientist I want to be.” 

Sense of connection to 
individuals 

88 total 
nts stateme

 
0% at 1
level 1 
 
6% at 4
level 2 
 
44% at 
level 3 

“The orphanages were sad to see, so many 
hildren but they seemed happy” c
 
 “The science was great but the people were 
what impacted me the most.  I’m pretty 
aive about different cultures and I guess n

I’ll have to rethink some notions” 
 
“When I get back, I plan on setting up a 
program in my school to connect our 
students with one of the orphanages” 

Sense of content learning 
during the field experience 

78 total 
nts stateme

 
6% at 2
level 1 
 
8% at 5
level 2 
 
16% at 
level 3 

“Everything was incredible but what I 
arned about animals was amazing, I’ll le

never teach biology the same” 
  
“The animals were amazing, nothing like 
what I expected and different than I expected 
n how they lived together.  How they adapt i
to the environment is what I’m interested in” 
 
“I have this idea about how to use the photos 
of all the different ecosys logy 

ore” 
tems in my eco

nit.  It’s bound to engage my student mu
Value of the movie making 
during the course 

90 total 
nts stateme

 
2% at 1
level 1 
 
22% at 

“This was a life changing event for me” 
 
“ I hope being in this movie will help other 
teacher be able to participate in similar type 
xperiences.  I’m so proud to have been part 
f it.” 
e
o
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level 2
 
66% at 
level 3 

“I was worried about being in the movie, 
looking stupid but now I very excited to see 
the final product.  My students are just as 
excited, calling me a rock star.  I feel proud to 
e a teacher and work with the students I 
ave in front of me.” 
b
h

Personal significance of the 
overall experience 

144 total 
nts stateme

 
2% at 1
level 1 
 
5% at 2
level 2 
 
63% at 
level 3 

 “When I heard about this class I thought it 
sounded very scary.  Then I thought, I 
needed to do it and not be afraid.  Turned 
out to be hard but I did it and am very 
roud.  It will be hard to justify being scared 
o do something in the future” 

p
t
 
“
t
 

I learned so much on this trip that it will 
ake me a year to process it all” 

“I’ve got some great stories to enrich my 
essons.  I need to do this type of thing 

ore.  I can’t wait to teacher this fall” 
l
m
 

 
Hawaii Volcano Experien
 
Coded Data Observations 

ce 

 
Codes  Framework 

Match 
Examples of statements 

Sense of connection with the 
profession 

107 total 
statements
 
23% were 
at level 1 
 
56% were 
at level 2 
 
21% were 
at level 3 

 “It sounds rather elementary, but I’ve never 
bothered to look up the word botanical to 
determine it’s meaning. Today I’ve seen the 
meaning.” 
 
“I’m just an elementary teacher and don’t know 
much science but want to know more after this 
trip.” 
 
“I want to do more experiential learning with 
my students, it works for me and I think will 
work for them.” 

Sense of connection to 
individuals 

91 total 
statements
 
64% at 
level 1 
 
20% at 
level 2 

 “There was lots of diversity everywhere we 
went but I felt comfortable all the time.” 
 
“I have made lots of friends in this group, I hope 
to continue contact.  They are all such good, 
dedicated teacher.” 
 
“I like being a teacher and being around 
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16% at 
level 3 

teachers.  They are interesting and fun.  A 
number in this group appear to be fine teachers 
and I hope to work with them in the future.” 
 

Sense of content learning 
during the field experience 

98 total 
statements
 
9% at level 
1 
 
49% at 
level 2 
 
42% at 
level 3 

 “…was sad to leave the volcano, but each 
day on Kona side was very cool, recognized 
the impacts of earlier eruptions and was 
pleased that no one had to tell me” 
 
“The trees in the Kokee swamp were 
wonderful, lush, decomposing, competing 
for space. They were surprisingly void of 
animal life on the trail.” 
 
“the change in the old lava in the Koholas 
was amazing.  I could see the breakdown 
into clay and sand, saw the connections, first 
time I even thought about geological 
change” 
 

Value of participating in the 
course 

154 total 
statements
 
 12% at 
level 1 
 
50% at 
level 2 
 
38% at 
level 3 

 “I understand things today that I wasn’t 
even aware of yesterday” 
 
“I could have read the information we 
learned today and not known any more than 
when I started.  But seeing it first hand 
accompanied with expert narration is the 
only way to learn it.  Now the trick will be to 
recreate my learning experience.  I think 
vocabulary is key to students being able to 
speak intelligent ally and internalize their 
understanding.  There is plenty of 
vocabulary to go thought today, Caldera, 
lava lake, fault scarp, fault blocks, pahoehoe, 
lava tubes, viscosity, cinder cone, lava flow, 
lava field, Pele, Pele’s tears and hair and Aa 
lava.” 
 
“It’s really amazing to think that two days 
ago about all I knew about volcanoes was a 
few words and their physical makeup.  Now 
I can identify types of lavas, lava formations, 
causes of differences in lava, and some 
analysis of what happened at a lava field.  I 
can’t wait to put my pictures together and 
share them with my kids” 
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Personal significance of the 
overall experience 

123 total 
statements
 
11% at 
level 1 
 
67% at 
level 2 
 
22% at 
level 3 

 “I’m an elementary teacher, almost didn’t 
come after the pre trip meeting because I 
was sure I would be lost and confused by the 
content and didn’t like that possibility- being 
embarrassed or bored.  Now I’m glad I did” 
 
“… before volcanoes were just definitions 
but now I’m feeling very different about 
them.  I want to come back and understand 
more” 
 
“Seeing the lava coming down the mountain 
and flowing into the ocean at night was the 
most exciting thing I have even seen.  Didn’t 
expect that” 
  
 
  
 

 
Rafting Grand Canyon Ex
 
Coded Data Observations 

perience 

 
Codes  Framework 

Match 
Examples of statements 

Sense of connection with the 
profession 

97 total 
statements
 
33% were 
at level 1 
 
46% were 
at level 2 
 
21% were 
at level 3 

 “…and I like teaching, its what I do, its what I 
am.” 
 
“I think if I do more of this I’ll be a better 
science teacher.  I feel I learn better this way.” 
 
“These type of things make me remember why I 
became a science teacher.  I love doing science.  
I have to realize this when planning activities for 
my students.” 

Sense of connection to 
individuals 

111 total 
statements
 
62% at 
level 1 
 
18% at 
level 2 

 “Being on a raft all day with someone sure 
helps to get to know them.” 
 
“I hope to be as good a teacher by the time I’ve 
taught as long as ……” 
 
“I was interested in the fact that some teachers 
in the group have done a number of trips with 
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20% at 
level 3 

ucd.  I want to do more and hope to be part of 
this group in the future.” 
 

Sense of content learning 
during the field experience 

74 total 
statements
 
25% at 
level 1 
 
39% at 
level 2 
 
36% at 
level 3 

“What a way to learn geology!” 
 
“The complexity of the Grand Canyon is 
beginning to sink in.  Analysis of the canyon 
is detailed and multi faceted.” 
 
“I never looked at sedimentary rock as being 
connected to ancient environments and that 
they can be interpreted.” 
  

Value of participating in the 
course 

122 total 
statements
 
14% at 
level 1 
 
62% at 
level 2 
 
24% at 
level 3 

 “This is one of the top trips I have taken.” 
 
“I’ve learned more on this trip than any class 
I’ve taken in geology.” 
 
“I’ve always though that experiential learning 
worked with kids, that’s been reinforced.  I hope 
to put more into my course.  My principal will 
need to be convinced but I will push until it 
happens.” 

Personal significance of the 
overall experience 

128 total 
statements
 
12% at 
level 1 
 
65% at 
level 2 
 
23% at 
level 3 

 “I’ve never camped. Once in backyard.  I 
thought that would be a problem but wasn’t.  
I’m more sure I’ll do things like this in 
future” 
 
“This trip stretched me! I don’t know 
anything about geology and frankly thought 
that part would be boring, but it wasn’t and I 
know I’ll want to learn more.  I see things 
differently, almost like adding Technicolor 
to the world around me” 
 
“On the second night I wondered why I had 
done this trip.  I was wet al day, cold most of 
the time and the science being discussed was 
beyond me. 6 more days ugh! But that 
changed.  I decided I better make the best of 
it.  Things got better and I’m proud and 
happy that I did this trip.  I learned a lot of 
science and a lot about myself” 
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Conclusions 
 
Data showed positive value for all three trips.  The Kilimanjaro course, which had a 
specific content lecture approach showed the lowest level of content gain with 74% of the 
comments found in the 2-3 score.  The Hawaii course with a mixture of formal and 
informal content delivery supported by a content manual had the highest content gain 
scores with 91% of the comments found in the 2-3 score.  The Grand Canyon rafting trip 
with all informal content discussion supported by content packets had a content gain 
score with 75% of the comments found in the 2-3 score.  With all three exhibiting high 
gain percentages there is no distinction between the Kilimanjaro and Grand Canyon 
approaches.  The Hawaii approach appears to support deeper and more complex 
reflection on the content.  Future analysis of the teacher’s presentation of the content in 
their classrooms will clarify.  Self-efficacy gains were high with all three courses. 
It is our contention that these heightened perceptions of efficacy and professional identity 
may lead to an engagement in behaviors and future learning communities that ultimately 
promote teacher effectiveness.  Participants in all three courses had pre-participation 
expectancies of building social networks and expanding content knowledge. If these 
expectancies were realized and positively reinforced through the experience of the course 
activity then we theorize that the reinforcement value of the course activities will be 
increased from a like-wise growth in efficacy and professional identity. Concurrently, we 
expect that participation in the course activities will yield movement toward an internal 
locus of control whereby teachers realize they can positively influence their educational 
environments and more positively impact their students.  
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An Examination of the Methods, Models, and Reasoning Used by Prospective Secondary 
Teachers on Fraction Worded Problems With Regard to Common Numerator Strategies. 
 
 
Introduction 

This paper will report on the results of work on fraction word problems for which 

drawing a model would likely be a beneficial strategy for solving the problem. We report on a set 

of four fraction problems posed to prospective secondary teachers, discuss the degree to which 

they provided explanations as requested, examine their use of models and solution strategies 

generated, and where possible, compare their results to solution strategies and methods employed 

by students in grades 5 – 8. 

Understanding of the arithmetic of fractions, especially multiplication and division is 

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

numbers and proportional reasoning, Lamon (2007) writes:  

Of all the topics in the school curriculum, fractions, ratios, and proportions 
arguably hold the distinction of being the most protracted in terms of 
development, the most difficult to teach, the most mathematically complex, the 
most cognitively challenging, the most essential to success in higher mathematics 
and science and one of the most compelling research sites. In the last decade or 
more, researchers have made little progress in unraveling the complexities of 
teaching and learning these topics (p. 629).  
 

In describing the importance of fractions, Wu (2009) states, “Because fractions are student’s first 

serious excursions into abstraction, understanding fractions is the most critical step in 

understanding rational numbers and in preparing for algebra” (p. 8). Keiran (2007) indicates the 

difficult students have when connecting word problems and algebraic equations, “Generating 

equations to represent the relationships found in typical word problems is well known to be an 

area of difficulty for algebra students” (p. 271). In prior explorations with middle grades 

students, one group of researchers (Olson, Slovin, Zenigami, & Okazaki, 2007; Slovin, Olson, & 
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Zenigami, 2007; Olson, Zenigami, and Slovin, 2008; Olson, Slovin, & Zengiami, 2009) found 

that 5th grade students who did not have formal instruction in multiplication and division of 

fractions could solve worded problems involving those concepts. However, in doing so, these 

students made use of models and the actions implied in the wording of the problems, as these 

were the only vehicles available at their disposal. However, as indicated by Kieran, even with 

instruction in fraction concepts, 6th, 7th, and 8th grade students were not able to routinely 

successfully solve these questions. 

From Ball (1990) to Newton (2008) there has been an extensive analysis of 

understanding of fraction concepts by prospective elementary teachers. However, we argue that 

further investigation is needed regarding the degree to which the difficulties that middle grades 

students encounter when solving fraction word problems align with the manner in which 

prospective secondary teachers handle similar questions. 

The 5th grade students whose work is discussed were in their fifth year of studying 

mathematics using the Measure Up (MU) curriculum. The project is built upon research 

conducted by Russian mathematicians D. B. Elkonin and V. V. Davydov (1966). Their research 

proposed a system in which children in elementary grades would develop mathematical 

structures to be used across all number systems. In MU, children use measurement tasks to build 

understanding of quantitative relationships, leading to algebraic reasoning. Although other 

models are also used, students make extensive use of number line models. Students in 6th, 7th, 

and 8th grades have been exposed to various models for learning fractions. At the time the data 

was collected from the prospective teachers, they were in the first three weeks of being enrolled 

in a methods in teaching secondary mathematics course. Data from prospective teachers were  
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obtained by examining their responses to four problems previously used in instruction with 5th 

grade students and for which data had been collected from students in 6th, 7th, and 8th grades. 

 

Problems Investigated 

 Four fraction word problems were given to prospective secondary mathematics teachers1. 

They were given up to 40 minutes to complete the four tasks. The prospective teachers were 

given both written and verbal directions that emphasized the need to explain their thinking and to 

use models and the context of the problem justify their explanations. The problems with 

directions are given in Table 1. 

Table 1. Fraction problems given to prospective secondary mathematics teachers 
Fraction Problems to Consider 

 For each question, try to show how you might explain to a student who does not 
understand, or is having difficulty understanding, how to solve it algebraically. That is, solve 
the problem ‘according to how it is written’ by using models and sense making rather than 
direct computations. 

1.  It takes 

€ 

3
4

 liter of paint to cover 

€ 

3
5

 m2.  How much paint is needed to paint 1 m2? Explain 

your reasoning and support your answer. 

2.  Macy had a distance to swim during practice.  When she had gone two-thirds of what she 
was supposed to swim she had traveled one-half kilometer.  What was the total distance Macy 
was to swim during practice? Explain your reasoning and support your answer. 

3.   It took Brooke 

€ 

2
3

 of her advertising budget to buy 

€ 

3
5

of a newspaper column. What part of 

the advertising budget is needed to buy a whole column? Explain your reasoning and support 
your answer. 

4.  Jonnine had a board.  She cut and used 

€ 

2
5

of the board for bracing.  She measured the piece 

used for bracing and found it to be 

€ 

3
4

 foot long.  How long was the original board? Explain 

your reasoning and support your answer. 

                                                
1 The particular prospective secondary mathematics teachers in this study are seeking licensure 
for grades 7-12. 
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The following specific ideas guided the creation of the four fraction problems:  

1) Problem 1 is referred to as a “common numerator” problem. We maintain that if a 

student understands the inherent 1-1 correspondence between the numerators, the 

problem can be reconciled simply by examining the numerators. While we know 

common denominators are useful in solving problems, we often do not investigate 

problems where the use of common numerators is helpful to determine a solution. 

Furthermore, each of the remaining problems could also be solved with a common 

numerator strategy. For example, in Problem 4 if the fractions 

€ 

2
5

 and 

€ 

3
4

 were replaced 

by the equivalent fractions 

€ 

6
15

 and 

€ 

6
8

 then Problem 4 has a structure similar to 

Problem 1.  

2) Problems 2, 3, and 4 are similar in structure in two important ways. First, they each 

can be modeled algebraically as a • x =b, where a and b are known values described in 

the word problem. Second, the first fraction mentioned in each problem has 2 as a 

numerator. We were deliberate in using fractions with a numerator of 2 because 

children appear to use models to reach a solution more effectively when division by 2 

is involved.  We were interested if the prospective secondary teachers would be able to 

effectively model their solutions and felt these problems might be easiest to model. 

However, while Problem 3 is similar in structure to Problems 2 and 4, the way the 

question is asked changes the thinking needed to find a solution. 

3) The structure of Problems 2 and 4 seems to suggest that a linear model would match 

the actions of the words. If a number line is an effective way to understand fractions, 
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then perhaps prospective teachers would be able to use a linear model to answer the 

question. 

4) Explanations of models used to solve problems 2, 3, and 4, often use the idea that the 

first thing to be done is to divide by the numerator of one of the fractions and then 

multiply by the denominator of the same fraction. That is, effective modeling of the 

solution to these problems can help explain why “invert and multiply” makes sense 

when dividing fractions. 

For each problem we examined the work of the prospective teachers for correctness of answer, 

type of model used, and explanation. The coding scheme is described below: 

• Answers were coded 0-no response, 1-incorrect, 2-correct. 

• Types of Models were coded 0-no model, 1-linear, 2-linear area, and 3-area model. 

While it is usually easy to classify a model as linear, classifying a model as area versus 

linear is not always so clear. We use linear area as a model that has components of area 

but for which we infer the thinking was linear. Slovin, H., Olson, M., and Zenigami, F. 

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

(2007) have discussed the distinction between a linear area model versus a linear or an 

area model. The code linear was only used for line or line segment representations.   

• Explanations were coded using the explanation rubric from the State of Illinois 

extended response format. The rubric used in coding explanations is given in Table 2. 

 

 

 

 

2010 HICE Proceedings - Page 89



An Examination of the Methods, Models, and Reasoning Used by Prospective Secondary Teachers on Fraction 
Worded Problems With Regard to Common Numerator Strategies. 

7 

Table 2. Rubric for scoring explanation. 
Explanation 

Written explanation of the rationales and steps of the solution process. A justification of 
each step is provided. Though important, the length of the response, grammar, and syntax 
are not the critical elements of this dimension. 

4.  • gives a complete written explanation of the solution process; clearly explains what 
was done and why it was done 
• may include a diagram with a complete explanation of all its elements 

3.  • gives a nearly complete written explanation of the solution process; clearly explains 
what was done and begins to address why it was done 

• may include a diagram with most of its elements explained 

2.   • gives some written explanation of the solution process; either explains what was 
done or addresses why it was done 
• explanation is vague, difficult to interpret, or does not completely match the solution 
process 
• may include a diagram with some of its elements explained 

1. • gives minimal written explanation of the solution process; may fail to explain what 
was done and why it was done 
• explanation does not match presented solution process 
• may include minimal discussion of the elements in a diagram; explanation of    
significant elements is unclear 

0.   • no written explanation of the solution process is provided 
 

 The data collected from the prospective secondary teachers are in Table 3 with associated 

presented in Table 4. These data are organized according to each question for each student. 

When examining the first two columns, optimal understanding is reflected by a rating of 2 for 

answer and 4 for explanation. Of the 48 problem responses 37 responses provided correct 

answers. However, only 18 were scored as a 4 for the explanation provided. That is, only 18 of 

48 responses indicated optimal understanding. Only one prospective teacher (#8) had all four 

questions correctly answered and rated with a 4 for explanation while three prospective teachers 

(#1, #3, and #9) had 3 correctly answered and rated with a 4 for explanation. On the other hand, 

five prospective teachers (#4, #6, #7, #11, and #12) who were not able to both give a correct 

answer and an explanation rated 4 on any problem they worked. Of these five, two had correct 

answers for all four problems and two had three correct answers. This seems to indicate that the 
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students were not able to provide a satisfactory explanation. Due to the directions provided in the 

problems and in verbal directions given at the time of the administration of the problems that 

emphasized the need to explain to a student who did not understand an algebraic approach, work 

that only showed an algebraic method or a ratio method that was followed by only computation 

could not receive a explanation score of 4. 

 On 16 of the 18 questions for which students answered correctly and received a 4 for 

explanation, a form of linear model, either linear or linear area, was used. Of the eight who 

answered incorrectly, four made no use of models, 2 used linear area, and 2 used area. 
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Table3.   Student data per question 
Student Problem Answer Explanation Model 

1 2 4 3 
2 2 4 2 
3 0   

1 
 

4 2 4 2 
1 2 4 3 
2 2 3 2 
3 1 1 2 

2 

4 2 1 2 
1 1 2 3 
2 2 4 1 
3 2 4 2 

3 

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

4 

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

5 

4 2 4 2 
1 2 2 2,3 
2 2 2 1 
3 2 2 3 

6 

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

7 

4 2 3 1 
1 2 4 2 
2 2 4 2 
3 2 4 3 

8 

4 2 4 3 
1 2 4 2 
2 2 3 2 
3 2 4 2 

9 

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

10 

4 2 4 2 
1 2 2 3 
2 2 3 1 
3 2 2 2 

11 

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

12 

4 1 1 0 
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Table 4. Codes per question per problem 
Problem 1 Answer Explanation Model* 

Code 0 0 0 0 
Code 1 3 1 0 
 Code 2 9 6 5 
Code 3  1 7 

 Code 4  4  
Problem 2 Answer Explanation Model 

Code 0 0 0 2 
Code 1 0 3 5 
 Code 2 12 1 5 
Code 3  3 0 

 Code 4  5  
Problem 3 Answer Explanation# Model# 

Code 0 4 0 3 
Code 1 2 4 1 
 Code 2 6 4 6 
Code 3  0 3 

 Code 4  3  
Problem 4 Answer Explanation Model 

Code 0 0 0 3 
Code 1 2 2 1 
 Code 2 10 3 6 
Code 3  1 1 

 Code 4  6  
* - one student used two different models 
# - one student did not do the problem, so while Answer was coded 0, no code for Explanation 
and Model was generated. 
 

We maintain that, of the four problems, Problem 1 is the more easily solved of the 

problems due to the context and numbers used; however, not all of the prospective teachers 

answered it correctly. Interestingly, though Problems 2 and 4 are similar in structure only 

Problem 2 was answered correctly by all, while 10 of 12 answered Problem 4 correctly. 

Furthermore, the structure of Problem 3 is also similar to Problems 2 and 4, however, it was only 

answered correctly by half of the students. As mentioned previously, few students received a 

rating of 4 for explanation. In fact, only on Problem 4 did more than 50% of the prospective 

teachers receive a rating of 4 for explanation.  
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Discussion of Student Work Samples 

 In this section we explore each of the problems with work from collected from 

prospective teachers and middle grades students. The work of one prospective teachers on 

Problem 1 is presented in Figure 1. As evidenced by the given explanation, this prospective 

teacher used the common numerators in the problem to suggest that 

€ 

1
5

 m2 is covered by 

€ 

1
4

. 

Hence the five 

€ 

1
5

 m2 would be covered by five 

€ 

1
4

 liters. 

 

Figure 1 

The work of a prospective teacher on Problem 2 is displayed in Figure 2. This work is 

similar to the work of a 5th grade student, Caylie, shown in Figure 3. Caylie used one number 

line to represent both the kilometers and the fraction of the distance Macy swam. In verbally 

discussing her work, Caylie emphasized the mark she made to represent 1 kilometer and how she 

could see fourths emerge.  
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Figure 2 

 

 
Figure 3 

 
 An example of a prospective teacher who answered correctly and who received a rating 

of 4 on explanation on Problem 3 is given in Figure 4. The student saw the need to multiply 

€ 

2
3
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by 

€ 

1
3

, and then saw the solution would be found by multiplying that result by 5. This solution 

strategy is essentially similar to an “invert and multiply” strategy for division of fractions. That 

is, one of the ways teachers often justify the division fractions algorithm is by noting that a 

problem of the form x • ____ = y is equivalent to y ÷ x  = _____. We argue that using a model to 

help solve problems like discussed here provides a foundation for understanding of the division 

algorithm in a more conceptual sense than simply as another rule of fraction computation. 

 

Figure 4 

A solution for Problem 4 from a prospective teacher is given in Figure 5 with subsequent 

examples from a 5th grade student given in Figure 6 and Figure 7. The prospective teacher used a 

strategy similar to the example shown for Problem 3, that is, dividing by 2 and then multiplying 

by 5. In Figure 6, Caylie used a linear model to represent two different measures, recording one 

above the line and one below.  
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Figure 5 

 

Figure 6 

 

2010 HICE Proceedings - Page 97



An Examination of the Methods, Models, and Reasoning Used by Prospective Secondary Teachers on Fraction 
Worded Problems With Regard to Common Numerator Strategies. 

15 

 

Figure 7 

David’s work in Figure 7 illustrates that he determined the solution by taking 

€ 

3
4

 two and 

one-half times. A version of this strategy was employed by two prospective teachers on three 

problems with one obtaining a rating of 4 on explanation. 

Further comparisons between the prospective secondary teachers and the students in 

grade 6 – 8 are shown Table 5. Data is only available for students in grades 6 – 8 on Problems 1, 

2, and 4.  When Problem 3 was given to students in grades 6 – 8, no useful data was obtained 

other than the fact that almost no students answered correctly. In the “Explain” categories it must 

be remembered that prospective teachers were held to a different level of explanation, as the 

middle school students were allowed to use algebra to justify their responses. 

Table 5. Comparisons, by percentage, of correct answers and correct explanations. 
 
Grade/Year 

Problem 1 
Answer 

Problem 1 
Explain 

Problem 2 
Answer 

Problem 2 
Explain 

Problem 4 
Answer 

Problem 4 
Explain 

6th -2007 47 41 65 41 24 24 
6th -2008 58 42 42 42 6 6 
7th - 2007 56 44 38 44 19 19 
7th – 2008 61 44 67 56 39 41 
8th - 2007 65 65 65 59 53 53 
8th - 2008 39 28 56 50 41 41 
Prospective 
Secondary 
- 2009 

75 33 100 42 83 50 
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 We maintain that the data in Table 5 are interesting in several ways. In general, Problem 

2 was solved correctly with nearly the same frequency as Problem 1. This is surprising in that 

Problem 1, with common numerators already given, would appear to be easier to solve; however, 

given that Problem 2 compares two lengths, perhaps the modeling is easier to generate and 

understand. While Problems 2 and 4 are structurally similar, Problem 4 was a bit more difficult 

for the prospective teachers and much more difficult for the middle grades students. For the 

middle school grade students the Answer and Explain columns for Problem 4 are almost 

identical indicating students who were able to solve the problem were also able to justify their 

solution.  

 

Summary and implications 

 The prospective teachers in this sample had difficulty solving the fraction word problems 

on which they worked. In addition, their explanations related to these middle school problems 

involving fraction concepts and computations were not at the level we expected of students 

seeking a mathematics degree with certification to teach secondary mathematics. Even though 

they were encouraged to use a model, justify their reasoning, and explain their solutions, they 

might have felt that writing an algebraic equation and solving it was a justification. We see that 

5th grade students with a conceptual foundation in using a model can produce solutions with the 

same quality of prospective secondary teachers. Yet there does not seem to be a huge increase in 

the percent of middle school students nor prospective teachers who solve these problems even 

though they have had more formal instruction in fraction concepts. That prospective secondary 

teachers are not more successful even with more formal instruction in abstract mathematical 

connections geared towards deepening their conceptual understanding is intriguing. While the 
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problems demand thinking concurrently about fractions in two settings, a model can help clarify 

what aspect of the problem each fraction is representing. That is, in Problem 2 the fraction 

€ 

2
3

 

relates to the generalized distance of the race while the fraction

€ 

1
2

 is the measure of kilometers. 

Similarly, in Problem 3 the fraction 

€ 

2
3

 relates to part of a budget while 

€ 

3
5

 part of a column. 

While it is difficult keeping the two fractions in mind at the same time, a model can provide a 

useful tool if one is not able, or finds it having difficult, to solvie a problem algebraically. One 

goal of mathematics is to be able to think abstractly. However, we maintain that, if possible, it is 

useful to also use a model to facilitate thinking in moving toward abstraction. 
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Introduction 
 

The National Council of Teachers of Mathematics (NCTM) reports in its pre-K–2 algebra 

standard that “equality is an important algebraic concept that students must encounter and begin to 

understand in the lower grades. A common explanation of the equals sign given by students is that ‘the 

answer is coming,’ but they need to recognize that the equals sign indicates a relationship—that the 

quantities on each side are equivalent” (NCTM, 2000). Studies on equality and the equals sign have 

shown that explaining the symbol’s meaning does not necessarily result in students understanding 

(Carpenter & Levi, 2000), and, in fact, the equals sign is usually not explicitly taught (Theis, 2004). A 

study on four middle school textbook series found that the equals sign is not generally used in 

relational contexts (McNeil, Grandau, Knuth, Alibali, Stephens, Hattikudur & Krill, 2006). 

Stephens (2006) summarized the work of others on the importance of equivalence in the 

context of understanding relational thinking: 

Kieran (1981) pointed to the importance of seeing the equal sign as an indication of 
equivalence or balance… 
Carpenter and Franke (2001) also argued that understanding equivalence between terms 
and operations each side of the equal sign enables children to think relationally. 
Carpenter and Franke (2001) and Blanton and Kaput (2001) use the expression 
“algebraic thinking” to describe what is here called relational thinking. 
Carpenter and Levi (1999) also point out that understanding equivalence is a necessary 
condition for solving number sentences such as 13 + 8 =  + 10… 
 
Stephens (2006) concludes, “The notion of equivalence is clearly important. However, it will 

be argued that understanding equivalence permits but does not define relational thinking. What seems 

to mark relational thinking is the capacity to use possibilities of variation in number sentences.” In line 

with this, Saenz-Ludlow & Walgamuth (1998) suggest that children symbolize equality differently 

depending on the context of the problem and solution and how they are interpreted. 

This paper extends a previous study (Zenigami, Okazaki & Olson, 2009) investigating how two 

cohorts of students of the Measure Up (MU) curriculum research and development project (Okazaki, 

Zenigami & Dougherty, 2006) understand the concept of equality and the equals sign. The original 
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study included analyses of data collected from two groups of students. For a group of first grade 

students we administered individual interviews at the onset of their grade 1 year, at mid-year, and at 

the conclusion of their first grade year. For a group of second grade students we administered 

individual interviews in the fall and spring of their second grade 2 year.  

The present study followed the original group of grade 1 students through their grade 2 year 

and the original group of grade 2 students through their grade 3 year. The longitudinal analysis of 

students’ thinking in relation to the equals sign will be discussed in this paper. The paper will also 

describe the effect an elementary curriculum that uses a continuous measurements context has on 

students’ understanding of the equals sign, sample tasks used to develop students’ understanding of 

equality and inequality, the interview design and process, and the coding used on transcribed 

interviews. 

Rationale for Study 

MU adapts Russian research (Davydov, 1975a, 1975b; Minskaya, 1975) using a generalized 

continuous measurement context to teach mathematics to elementary children. In grade 1, MU students 

compare continuous quantities and perform actions making equal relationships unequal or unequal 

relationships equal. Experiences with physical models provide the bases for students’ understanding 

and use of the symbols =, ≠, < or > to represent the comparisons without the need to count. In grade 2, 

students continue using continuous quantities to enhance their understanding of place value. Properties 

of number and operations taught through a measurement context are emphases in grade 3. 

Saenz-Ludlow & Walgamuth (1998) note, “It is also important to take into consideration that 

the symbol for equality did not evolve independently from the symbols for arithmetical operations and 

operations with variables.”. Yet, while the MU curriculum connects the equality symbol with 

arithmetic looking operations, as discussed earlier, the development of equality symbolism begins 
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before reference to arithmetic notions such as 5 + 3 = ___ are explored. Instead, children’s first 

experiences with written statements of equality involve the use of letters. For example, the sentences 

A = Y (read as quantity A is the same amount as quantity Y) and K + T = M (quantity T added to 

quantity K equals quantity M) are developed from physical actions. In this way, the equal sign is 

connected to a context and the letter sentences are used to represent the actions. A sample task from 

the MU curriculum materials that demonstrates these relationships is found in Figure 1. 

 

  

 

 

 

 

 

 

The example illustrates that in the discussion of the actions in the story and the manner in which 

actions are recorded allow for discussion of the symmetric property of equality.  

The previous study (Zenigami, Okazaki & Olson, 2009) concluded that grade 1 students tended 

to use a relational definition while grade 2 students had more responses with operational descriptions, 

particularly at the end of their second grade year. Students appeared to be applying their relational 

understanding of equality developed in grade 1 to an operational context in grade 2. Results from 

grades 1 and 2 for a question related to the reflexive property (x = x) showed little change between 

grades and at the end of the school year, as students who answered “false” tended to describe 

operations. The rationale for the present study is to identify trends of understanding as students move 

up in grade levels. 

Figure 1 This sample task involves three original volumes: 
E, M and K. Rosco the dog is sick and needs a required 
dosage of medicine that happens to be volume M. In order 
to make equal volumes, volume E is decreased by volume 
R, therefore, E – R = M or M = E – R. Volume K on the 
other hand is increased by volume T, therefore, K + T = M 
or M = K + T.  
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Research Design 

During school year 2007-2008, 20 first grade students were individually interviewed three 

times: (1) before they began work in MU in August 2007, (2) at mid-year in December 2007, and (3) at 

the conclusion of their first grade year in May 2008. Nineteen of those 20 first graders were again 

interviewed in May 2009 at the end of their second grade year. These students are identified as Cohort 

A. 

Cohort B initially started with 20 second-grade students individually interviewed in August 

2007. Seventeen of these students were interviewed at the conclusion of their second grade year in 

May 2008. Finally, 15 of the 20 original second graders were interviewed in May 2009 at the end of 

their third grade year. The questions in the interview protocol were the same for each group each year. 

These are shown in Table 1.  

1. Question: What do you think “equals” means? 

2a. (Show) 5 = 2 + 3: Is this statement true or false? Explain why. 

2b. (Show) 8 = 8: Is this statement true or false? Explain why. 

2c. (Show) 5 – 3 = 2 –1: Is this statement true or false? Explain why. 

3. (Show) =: How would you explain to a kindergartner what this sign 
means? 

 Table 1 

The questions were chosen for specific reasons. Question 1 was posed to determine students’ 

notions when they heard the word “equals.” In contrast, Question 3 was used to elicit their 

understanding when they saw the mathematical symbol for equality. While these two questions are 

similar, one elicits responses from the children from a verbal use of equals, while the second elicits 

responses from a visual symbol. Responses to Question 2a provided information on the children’s 

ability to work with the symmetric property of equality. We could examine whether students were able 

to deal with equality when the equation is not written in a form where the sum follows the equal sign 
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(Kieran, 1981). Question 2b was asked in order to provide data on how students would interpret the 

reflexive property of equality and to challenge their interpretation of the equal sign as an operator since 

no operation is indicated. Answers to Question 2c might suggest whether children think of equality as 

a balance or as a chain of operations. 

Each student interview was audio-recorded then transcribed. Two research team members 

coded each transcript separately. If a difference in coding for a particular transcript could not be 

resolved, a third researcher was consulted in order to reach an agreement. Transcripts were coded 

according to the scheme shown in Table 2. 

Question Code Explanation 
1 & 3 R – relational Comparison (same value or same amount, balance) 

 
 OP – operational Describes operation, e.g., combining or using addition 

Results in an answer, especially with numbers 
 

 DK – don’t know or no 
response 

Says “I don’t know” or indicates so (e.g., shoulder shrug) 
Uses “equal” or “equation” without explanation 
 

 OT - other Not clear if “put together” means comparing side-by-side or 
combining 
“=” symbol, no meaning 
Not clear if symbol misread or misinterpreted 
 

2a, 2b, 2c 
 

CA – correct in terms of 
T/F, w/ acceptable reasoning 
 

Recognizes equal quantities (addition fact) 
 

 CF (correct in terms of T/F, 
but w/ incorrect or flawed 
reasoning) 
 

Not clear whether focus is on symbols or properties of equality 
Misinterpretation of symbols 
Reads equation as explanation 
 

 IC (incorrect T/F) 
 

 

 DK (don’t know or not 
sure) 

Answers T/F but no explanation 
Not clear if answer is true or false 
Says “I don’t know” 
Guessed 
 

  Table 2 
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Results 

Data are reported as percents rounded to the nearest percent so some results may not total 

100%. Results from responses to Question 1 are displayed below. Figure 2a displays the four 

categories of responses from each of the four interview sessions of Cohort A, while Figure 2b shows 

data from student responses from Cohort B’s three interview sessions. 

 
Figure 2a Figure 2b 

An example of a relational response (R) is: Equal means that something is the same size. If you 

put something together, and they’re the same size. An excerpt from a response coded operational (OP) 

is: … two plus two equals four, and four plus four equals eight. For Cohort A, one response in May 

2008 and one response in May 2009 were each counted twice in the data. An example of a response 

coded as both R and OP is: … equal means like all kinds of stuff… the sign means like plus or area or 

all that kind of stuff.  

Cohort A responses followed trends in the MU curriculum. During the first semester of their 

first grade year, the students learned about continuous quantities, made comparisons, and were 

introduced to the concepts of addition and subtraction through the measurement context with limited 

reference to number. There was a high rate of relational responses (75%) midway through first grade, 

and the responses in this category remained high at the end of grade 1 (60%).  By the end of Cohort 

A’s second grade year, descriptions of “equals” as operational dominated (84%). This is consistent 
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with the development in the MU curriculum which includes questions with numbers as well as with 

letters to express equality situations. 

Results from Cohort B were similar though not as dramatic. The responses categorized as 

relational remained consistent at about 25% throughout grades 2 and 3, while those categorized as 

operational noticeably increased over time at 35%, 47%, and 67%, respectively. At the end of their 

grade 2 year, both cohorts described equals as more operational, although 24% of Cohort B and 16% 

of Cohort A maintained a relational understanding. Cohort B had fewer students with “Don’t know” 

responses. These results are interesting in that even after being exposed to the use of numbers in 

equality situations, one-fourth of the Cohort B students maintained the notion of equality as relational. 

Results of students’ responses to Question 2a are shown in Figures 3a and 3b. 

 Figure 3a Figure 3b 

A response coded incorrect “false” (IC) is: False, because five, and then it equals two is not 

correct. Three plus two equals five… and I switch it around. A response coded for acceptable 

reasoning (CA) is: … I remember that two plus three equals five and if it’s backwards, it could be the 

same too … like five equals two plus three. An example of a response coded correct but having flawed 

reasoning (CF) is: Five equals two plus three. True, that’s what …  that’s what … it’s … it looks true to 

me. 

The data show that increasingly more students answered this question correctly over time, and 

by the end of third grade all Cohort B students were able to recognize that 5=2+3 was true and 
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explained with acceptable reasoning. The results suggest that the students developed the ability to 

apply the symmetric property of equality when the sum was given first. 

Figure 4a and Figure 4b provide data on students’ responses to Question 2b. 

 
Figure 4a Figure 4b 

Eight is equal to eight … they’re telling us that eight is the same as eight. I think it’s true … 

Eight is equal to eight, so it goes together, is a response coded as correct with acceptable reasoning 

(CA). An example of a response coded as correct but having flawed reasoning (CF) is: False, because 

there’s no plus and minus… And there’s only an equal. 

The results for correct acceptable responses from August 2007 through May 2008 for Cohort A 

(first grade) appear to parallel the group’s relational responses to Question 1 (see Figure 2a). By the 

end of second grade more than half of Cohort A’s responses were correct and acceptable. The majority 

of third graders in Cohort B (87%) showed understanding of this equation at the end of the school year. 
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Figure 5a and Figure 5b display results of responses to Question 2c. 

Figure 5a Figure 5b 
 

An example of a response coded as correct with acceptable reasoning (CA) is: False, because 

five minus three equals two, but two minus one equals one… because two and one are different 

numbers. An instance of a response coded incorrect (IC) is: True because 5 – 3 = 2. The amount of 

correct and acceptable responses approximately doubled for both cohorts at the end of the second year 

of the study compared to the year before. An interesting occurrence with this interview question began 

with a student’s “Don’t know” response as a first-grader in January 2008. While comfortable with a 

sentence like M – X = P representing quantities, the student was not familiar with the use of minus in a 

number context: Well, five minus three equals two minus one. I don’t know. I really don’t know what 

minus means. However, at the end of grade 2, the same student replied, … five minus three equals two, 

but then two minus one equals one so then it’s not the same whole. The response suggests the student’s 

confidence with subtraction as well as in thinking in terms of the relational meaning of the equal sign. 

The increase of relational responses on this question compared to the growth in operational responses 

to Question 1 is in line with Saenz-Ludlow & Walgamuth’s (1998) suggestion that children symbolize 

equality differently depending on the context of the problem. 
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Figure 6a and Figure 6b provide data relative to students’ responses to Question 3. One 

response in May 2009 from Cohort A was counted twice in the data, coded as both R and OP. 

 
Figure 6a Figure 6b 

The results for Question 3 were very similar to those for Question 1. Consistent with the 

curriculum focus, first-graders (Cohort A) tended to answer in terms of quantities while second-graders 

tended to use numbers. This observation parallels our thinking related to the relational and operational 

observations mentioned earlier and is supported by responses such as the following: 

Grade 1: When something is equal to something else, and there’s equal area and then it’s equal 

to each other. Because equal means that they’re the same sizes. (Cohort A) 

Grade 2: You have two and you put two more then it makes four, so equals, it equals because 

you have two plus two and it makes four. (Cohort A) 

That when you plus something with another number, then it will equal something, and 

that is the equal sign. (Cohort B) 

Summary 

Longitudinal and comparative data collected from this study provide interesting information for 

observation and analyses. 

• Similarity of results for Questions 1 and 3 over the two-year period suggest little difference in 

students’ responses to a verbal prompt (hearing the word “equals”) versus a visual prompt (seeing 
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the symbol “=”) on equality. More operational descriptions were used when students were in 

grades 2 and 3, while relational descriptions were predominantly used when students were in grade 

1. Operational responses to Question 1 by Cohort B increased while relational explanations 

remained relatively constant as students progressed through the MU curriculum, leading us to 

wonder about content or instructional causes to this effect. 

• Continuous quantities are used extensively in MU grade 1 lessons as the context for students to 

learn mathematical relationships and concepts of operations. Place value, number, and 

addition/subtraction strategies become the focus in MU grade 2. The concepts of multiplication and 

division are introduced in grade 3. The results of this study appear to parallel the effects of this 

curriculum. 

• Data comparing both cohorts at the end of grade 2 show that as second graders a large number of 

the students were able to apply their relational understanding of equality to an operational context 

in their responses to Questions 2a and 2b (Figures 7a and 7b). Furthermore, results from Cohort B 

provide compelling data confirming this ability by third grade (Figures 3b and 4b). These findings 

also prompt the question: Is a relational understanding of equality in young children consistent with 

understanding the symmetric and reflexive properties of equality? 

 
Figure 7a Figure 7b 
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• A comparison of the two cohorts at the end of second grade on the results to the question about  

“5–3=2–1” is mixed (Figure 8). However, the increases noted previously for both cohorts, and the 

prominent results from Cohort B at the end of 

grade 3 (60% correct, acceptable) suggest that 

over time the students are able to think 

operationally about equal and deal with its 

relational meaning as well. 

F

Figure 8 
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Abstract 

A variety of effective teaching strategies are available for English language 

instructors. Many of these incorporate opportunities to interact or use English to 

communicate in meaningful contexts. Burke (2007), for example, suggests that world 

language instructors implement the Expeditionary Learning Outward Bound design 

which enables students and teachers to focus on communication by engaging in 

experiential learning activities, investigations, expeditions, and the use of the world 

language during class sessions. Unfortunately, English and other non-native languages 

are often taught in class sizes that are not conducive for such strategies. 

This paper explores the distinctions in the strategies and techniques 

employed—and their impacts—to facilitate language learning in large (150-200 

students) classes and those used in small (30-40 students) classes in a multi-campus 

university in Thailand. Considerations include: pedagogy, curriculum, classroom 

management, use of technology, assessment and grading, communication and 

interaction among students and between students and instructors, and the instructors’ 

and students’ perspectives of the instructional process. The paper reports the findings 

of the qualitative study that was conducted during the fall 2008 and the spring 2009 
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semesters. The paper proffers considerations and recommendations that administrators 

and instructors of English and other languages may incorporate to enhance language 

learning. 
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Abstract: 
 
This paper describes how a large online nursing program addressed the problem of 
teaching scholarly writing to undergraduate students. Using the “Seven Principles for 
Good Practice in Undergraduate Education” by Chickering and Gamson (1996), the 
online faculty developed strategies to address the problem of lack of quality writing in 
nursing courses. The seven principles include; (1) good practice encourages contacts 
between students and faculty, (2) good practice develops reciprocity and co-operation 
among students, (3) good practice uses active learning techniques, (4) good practice gives 
prompt feedback, (5) good Practice emphasizes time on task, (6) good practice 
communicates high expectations, and (7) good practice respects diverse talents and ways 
of learning. Faculty used evidence-based research and sound learning principles, to make 
significant progress in addressing this critical issue.  
 

Scholarly Writing in an Online Nursing Program 
 
 Distance education has evolved into an effective, user-friendly means of 
communicating and networking with learners all over the world. Students have the 
capability of accessing a variety of resources that are at their fingertips twenty four hours 
a day. Learning environments such as World-Class, Blackboard, and Web Course Tools 
(WebCT) enable interaction between the learner, the instructor and other learners. These 
Internet-based environments offer a variety of ways which ideas are shared through 
written communication. Some of the ways include private email, discussion forums, 
reflection papers, and formal scholarly papers (Billings, 1999).  
 A challenge facing many universities, including Regis University in Denver, 
Colorado is the problem of how to develop online students’ skills in scholarly writing. 
Students enter nursing programs with different levels of writing skills. The first course in 
the program sets the guidelines for writing expectations for the entire program. The 
challenge is to set program writing guidelines that are consistently followed by affiliate 
faculty (part-time online faculty) and students. There is increasingly an interest in using 
Internet-based education to foster the development of discipline-specific writing using 
writing conventions such as APA (American Physiological Association). The use of APA 
standards promotes consistency and professionalism and is one of the accepted formats 
for professional journals. Because of this, Regis University requires the use of APA for 
scholarly writing.  
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 There is limited research on the process of teaching scholarly writing online, 
however, Carter and Rukholm (2002) supports the online learning environment as a way 
of building students’ skill in discipline-specific writing. Their research demonstrated that 
asynchronous discussion forums can facilitate teaching of writing conventions, and helps 
instructors model scholarly writing. The availability of multimedia learning software 
such as Adobe Presenter, Adobe Professional, and Captivate give faculty the ability to 
create audio visual learning tools that were engaging and supported learning. These tools 
provided models and tutorials that students could refer to over and over again in the 
process of learning scholarly discourse online. 
 This paper describes how faculty of an online nursing program of 1,200 students 
addressed the problem of lack of quality writing in nursing courses. The approach was to 
use the “Seven Principles for Good Practice in Undergraduate Education” (Chickering & 
Gamson, 1987) as a framework for incorporating teaching strategies to teach online 
scholarly writing.  The seven principles include; (1) good practice encourages contacts 
between students and faculty, (2) good practice develops reciprocity and co-operation 
among students, (3) good practice uses active learning techniques, (4) good practice gives 
prompt feedback, (5) good Practice emphasizes time on task, (6) good practice 
communicates high expectations, and (7) good practice respects diverse talents and ways 
of learning (p. 3-6). Each principle will be reviewed and the faculty approach explained. 
 

Good Practice Encourages Contacts between Students and Faculty 

 Electronic mail and discussion forums have increased opportunities for students 
and faculty to converse and exchange work at a fast pace in online courses. For many 
students this type of interaction is more intimate, protected, and convenient that the more 
unintimidating demands of face to face communication (Chickering & Ehrman, 1996). 
To facilitate the process of giving information and answering questions about scholarly 
writing, the faculty created discussion forums specifically for answering questions about 
writing in APA.  Samples of work were provided in the forum for students to access 
throughout the course. Students could pose their questions on the discussion forum or 
email questions privately to the instructor.  Other students preferred to speak directly with 
the instructor. Even though students lived in different areas of the country it was often 
necessary to set up times to talk by phone.  These conversations were valuable and 
enabled student to have personal contact with their instructor and ask specific questions 
while both the instructor and students looked at their writing on the computer. 
 

Good Practice Develops Reciprocity and Cooperation among Students 
 
 Learning is enhanced when students communicate and learn from each other 
(Chickering & Ehrmann, 1996). Working together online increases involvement in 
learning and decreases feelings of competition and isolation. Faculty created group 
assignments that encouraged students to write together and use each other as resources to 
learn scholarly writing. Peer review, collaborative learning; group problem solving, and 
discussion of assignments were powerful tools that engaged students in learning writing 
skills.  Special group discussion forums were created for students to communicate about 
assignments. A positive outcome from this was that working relationships were built as 
well as greater understanding of the concepts of writing. 
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Good Practice Uses Active Learning Techniques 

 
 Active learning is learning by doing. The course resource faculty (full-time 
faculty who design classes) evaluated all writing assignment in each of the online nursing 
courses. Some assignments were informal reflective pieces that encouraged critical 
thinking and were not intended to be done in APA format. These assignments were left 
unchanged. It was determined, however, that in order for students to gain experience in 
scholarly writing they needed at least one scholarly paper per course. Each scholarly 
paper assignment was reviewed and a grading grid developed that specifically spelled out 
the assignment criteria including specific APA requirements. Developing the grading 
grids for all scholarly writing assignments was an important step that clarified 
expectations for online students and affiliate faculty. 
 

Good Practice Gives Prompt Feedback 
 
 Course resource faculty determined that it was important for students to be aware 
of their competency in writing in the early classes of the nursing program. If students 
were not given clear and thorough feedback early on in the program their writing 
problems persisted in other courses. Often affiliate faculty were not aware of the 
importance of giving feedback using the grading grid. This problem was addressed by 
orienting affiliates to the new procedures. The grading process in Microsoft Word 
included use of the “track changes” feature to correct errors.  A copy of the grading grid 
was returned to the students with feedback. Grading papers within seven days and 
returning them with comments on the grading grid became a faculty competency, and 
was part of the affiliate faculty evaluation determining if they would be rehired. 
 

Good Practice Emphasizes Time on Task 
 
 Technology increases time on task by making studying more efficient (Chickering 
& Ehrmann, 1996). New technologies in the last decade have dramatically improved time 
on task and efficiency of learning for students and faculty. There is better use of time 
when students can easily access important learning resources on their own schedule. To 
addresses these issues, resource faculty designed tutorials using Adobe Presenter which 
incorporated audio and visual media to help students learn about the writing process. 
Explanation of APA formatting was explained in three tutorials along with how to write 
an outline and basic APA formatting tips. Students repeated the tutorials as often as 
needed. Adobe Presenter software was used to create interactive, engaging presentations 
that brought all the learning together in a holistic format. Students voiced satisfaction 
with presentations that kept their interest and motivated them to learn. 
 

Good Practice Communicates High Expectations 
 
 Expecting students to perform well becomes a self fulfilling prophecy (Chickering 
& Ehrmann, 1996). The resource faculty had to first agree and commit to helping 
students write in a scholarly manner. Even though it meant extra time for faculty and 
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changes in the teaching process, faculty dedicated their efforts to seeing the changes put 
into action. Expectations of scholarly writing were made explicit to students who felt 
pride when they achieved the desired results. 
 

Good Practice Respects Diverse Talents and Ways of Learning 
 

 Different students bring diverse talents and learning styles to the online 
environment. Just as in a regular classroom, online students prefer learning in different 
ways: visual, auditory, and/or kinesthetic.  The online environment provides a variety of 
strategies to address different learning styles. Multimedia presentations bring about 
learning through powerful visuals and well-organized direct, vicarious, and virtual 
experiences. Students learn from each other in group collaborative writing projects. 
Learning scholarly writing is achieved by faculty modeling in online discussions and by 
scholarly assignments that provide students the chance to practice their writing skills.   

 
Conclusion 

This paper explained how changes were made in a large online nursing program to 
improve writing skills of undergraduate students using Chickering and Gamson (1987) 
“Seven Principles for Good Practice in Undergraduate Education” (pp. 3-6). The 
advantages of these changes were that students developed writing skills early on in the 
program, and were more satisfied with the learning experience.  Faculty developed 
teaching tools that helped students understand the requirements of scholarly writing 
through interactive, engaging learning presentations that were easily accessible. Even 
thought the process was a success, a limitation was the increased amount of faculty time 
needed to provide detailed feedback to students. This process of teaching can be applied 
in large or small online programs to increase the quality of scholarly writing. 
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EXTENDED ABSTRACT 
 
This paper defines and describes the development of Family Life Education (FLE), a relatively 
new interdisciplinary profession often practiced outside of traditional educational institutions. 
 
While there is some lack of consensus on definitions for Family Life Education (Arcus, 
Schvaneveldt, and Moss, 1993; Bredehoft and Walcheski, 2009), most definitions seem to derive 
from a foundation provided by the National Commission on Family Life Education in 1968: 
 
Family life education has as its primary purpose to help individuals and families learn about 
human growth, development, and behavior in the family setting and throughout the life cycle.  
Learning experiences are aimed at developing the potential of individuals in their present and 
future roles as family members.  The core concept is relationships, through which personality 
developes, about which individuals make decisions to which they are committed, and in which 
they develop self esteem.   (p. 211; Cassidy, 2009). 
 
According to Arcus, Schvaneveldt and Moss (1993), Family Life Education differs from 
counseling and therapy by focusing on education, prevention and collaboration, as opposed to 
remediation and therapy.  FLE practitioners work to enhance and improve knowledge and skills 
needed for effective family life. 
 
Currently, Family Life Educators are certified by the National Council on Family Relations.  By 
2009, there were approximately 1,400 Certified Family Life Educators (CFLE) active in the 
United States.  Certification requires demonstrated knowledge in ten content areas:   
(1) families and individuals in societal contexts,  
(2) internal dynamics of families,  
(3) human growth and development across the life span,  
(4) human sexuality,  
(5) interpersonal relationships,  
(6) family resource management,  
(7) parenting education and guidance,  
(8) family law and public policy,  
(9) professional ethics and practice, and  
(10) family life education methodology.   
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For certification purposes, knowledge is demonstrated by college coursework and/or degree, 
national exam and work experience.   
 
The National Council on Family Relations also provides an Academic Program Review that 
recognizes university and college degree programs that offer coursework covering the ten 
content areas required for FLE certification.  Graduates of approved programs qualify for an 
abbreviated application process for FLE certification.  By October of 2009, some 97 colleges and 
universities had been approved as offering the required content areas. 
 
Contemporary issues and challenges for continued development of Family Life Education as a 
profession are analyzed and discussed.  Questions and issues discussed include:  How has the 
FLE grown and changed over the years?  How pervasive are practitioners, and how has the 
number of practitioners seeking and maintaining FLE certification changed over the years.  What 
resources support the FLE profession and/or its practice, such as university training programs, 
professional associations with annual meetings and workshops, journals, newsletters and online 
discussion groups?  Where are Family Life Educators employed?  How do they work and 
collaborate with other related professionals?  What needs and challenges do Family Life 
Educators face for the future?   
 
 
 

REFERENCES 
 
 
Arcus, M. E., Schvaneveldt, J. D., and Moss, J. J. (Eds.).  (1993).  Handbook of family life 
education: Foundations of family life education, Vol. 1.  Newbury Park, CA: Sage Publications, 
Inc. 
 
Arcus, M. E., Schvaneveldt, J. D., and Moss, J. J. (Eds.).  (1993).  Handbook of family life 
education: The practice of family life education, Vol. 2.  Newbury Park, CA: Sage Publications, 
Inc. 
 
Bredehoft, D. J. and Walcheski, M. J. (Eds.). (2009).  Family life education: Integrating theory 
and practice (2nd ed.).  Minneapolis:  National Council on Family Relations. 
 
Cassidy, D. (2009).  Challenges in family life education: Defining and promoting the profession.  
(pp. 11-21) In D. Bredehoft and M. Walcheski (Eds.).  Family life education: Integrating theory 
and practice (2nd ed.).  Minneapolis:  National Council on Family Relations. 
 
National Commission on Family Life Education.  (1968).  Family life education programs: 
Principles, plans, procedures: A framework for family life educators.  The Family Coordinator, 
17, 211-214. 

2010 HICE Proceedings - Page 123



1. Title of the submission: 
Little people thinking about big ideas 
 
2. Name(s) of the author(s):  
Martha Graham Viator 
 
3. Affiliation(s) of the author(s):  
Rowan University 
 
4. Addresse(s) of the author(s) 
Martha Graham Viator  
Department of Teacher Education, Rowan University 
201 Mullica Hill Rd. 
Glassboro, NJ 08028 
 
5. e-mail address(es) of the author(s) 
mviator@rowan.edu 
 

2010 HICE Proceedings - Page 124



  
Title: Little people thinking about big ideas 
 
“Why do I have to learn this?” is often asked in the traditional history class after students 
have been required to memorize dates and recount past events they read about in a 
textbook with the sole purpose (at least in the students’ minds) of passing a multiple 
choice test.  Frequently, the answer they receive is unsatisfactory because dates and 
events are often taught out of context with no apparent relevance to their lives.  Even 
those students who like history and go on to major in it in college often tend to see 
“history” as “fact” and “historical interpretation” as “opinion.”  Social studies teacher 
candidates often assert their goal is to teach only the “unbiased” version of history—just 
the facts (McDiarmid, 1994).  These two problems are in large part due to the tendency of 
many teachers to use the textbook as a curriculum.  Scholars have long noted that the 
problem with textbooks is that they are filled with disconnected facts and lack any notion 
of scholarly debate (see, for example, Wineburg, 2001; VanSledright, 2002; Wiggins and 
McTighe, 2006). One way educators can counter this is by helping students understand 
that history is complex and multifaceted and by providing them with opportunities to 
piece together the past from various sources revealing diverse perspectives 
(VanSledright, 2002).  Teaching students to use some of the skills historians employ 
when reading primary sources can promote the development of what Wineburg (2001) 
calls “historical thinking,” habits of mind that promote critical thinking, empathy, and 
synthesis, three of Gardner’s (2007) Five Minds for the Future.  Wineburg’s research 
indicates that these habits of mind do not develop organically in traditional classrooms, as 
the title of his book, Historical Thinking and other Unnatural Acts, aptly notes. While he 
and his colleagues at Stanford University and George Mason University have provided 
high school teachers with the tools and materials to help high school students develop 
these habits of mind at the website Historicalthinkingmatters.org, few current college 
history majors have been exposed to reading primary documents in this way. 
 
Another way to help students understand the complexity of history is to introduce them to 
the “big ideas” of history through the use of “essential questions,” described by Wiggins 
and McTighe as questions that have multiple answers.  Because young students are likely 
to struggle with the language of primary documents, it would be easy to jump to the 
conclusion that these same students are incapable of learning historical thinking.  The 
middle school teacher may ask: if some college students do not possess historical 
thinking skills, how can we expect students as young as sixth grade to master this skill?  
Because these young students face the challenge of reading primary documents, they may 
instead benefit from talking about big ideas as a bridge to the development of historical 
thinking skills.   
 
This is the grade level at which most students are faced with the challenge of seeing 
history as a discipline for the first time and it is here that they must begin the journey to 
becoming historical thinkers.  My appointment as the university liaison to a Professional 
Development School (PDS) allowed me entrance into the classrooms of a number of 
social studies teachers once a week for over two years.  My observations and discussions 
with teachers, teacher candidates, and students prompted me to ask a series of questions 
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that might be tested at in the middle school classroom.  How do sixth-grade students in 
particular think about historical concepts? How can historical thinking be fostered 
through discussions about big ideas and essential questions? What are the characteristics 
of effective questions that will promote the development of historical thinking? 
 
This project was a case study of one middle school social studies teacher and her 
classroom.  The school is situated in a suburban district in a mid-Atlantic state.  A large 
school with over 1,800 students in grades five through eight, the student population is 
somewhat diverse in terms of race and socio-economic status.  I chose this teacher 
because she had taken the lead in developing the essential questions for her grade level 
during the two year I spent working with her department to map their curriculum and 
identify essential questions. The class was selected on its diversity of student 
achievement.  I evaluated the teacher’s use of essential questions to promote the 
development of historical thinking in students exposed to history as a discipline for the 
first time.  I collected data through observations, audio recordings of classes, interviews 
of both the classroom teacher and the student teacher assigned to this class, and a survey 
completed by the students.  All observations included taking field notes.  Audio 
recordings of class were transcribed and then coded for key terms and behaviors.  During 
the time the student teacher was teacher, observations of her were conducted and her 
lesson plans were assessed.  Student survey responses and interview responses were 
tabulated and coded for key terms. 
 
Because I had been in numerous classrooms at this school, I had my own notions of how 
students at this level thought about historical concepts.  After the study, I interviewed the 
teacher and she confirmed my perceptions: when students enter sixth grade, they tend to 
think about history as concrete facts.  “I don’t think that in September when we started 
that they were thinking historically. I don’t think they were in that mind frame…” But 
she believed that as the year progressed, through her constant questioning and emphasis 
on big ideas, many students began to understand the notion of continuity and change in 
history:  

…as we began to integrate the big ideas more and more and kept … circling back 
to the civilizations that were prior – and we kept looking at the connections 
between them, … not that they were forced to do it, because I think it really came 
more natural…  [T]hat’s what I saw as the facilitator in the room; that they would 
tend to start making that connection more readily than having to bring them up. 

 
In fact, transcripts of the classes I observed reveal that even by mid year, students were 
better at answering questions that they could connect to the essential questions posted in 
the classroom than the fact-based questions she used to connect to a big idea that was not 
as obvious to the students.  In a question sequence beginning with “Greece was what type 
of landform?” the teacher reverted to using cues, to which the students had become 
accustomed in earlier grades: 
 
Student:  Plateau 
Teacher:  Not a plateau. It’s a p word but not a plateau – I like where you’re going.  

It’s a peninsula, so we’re surrounded by what? Surrounded by what? 
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Student:  Water 
Teacher:  What’s a peninsula? Land surrounded by what? 
Student:  Water 
Teacher:  By how many sides? 
Student:  All of them 
Teacher:  Not all of them.  If it was surrounded by water all around what would I  

be?  I’d be an island. 
Student:  One side 
Teacher:  Not one side. 
Student:  Three 
Teacher:  Three sides. A peninsula is land surrounded by water on 3 sides.  Ok, so  

you have all this water, which made the Greeks excellent what?  What did 
it make them excellent at? 

 
One of the first essential questions explored early in the fall was, How does geography 
affect the development of cultures?  Clearly the questions in the sequence were an attempt 
to help students understand the effect geography had on Greek civilization, but they 
struggled to recall basic definitions.  However, nine days later, when discussing the 
strengths and weakness of Athens and Sparta during the Peloponnesian War, a student 
made a perceptive connection regarding the effect of geography on the conduct of the 
war. The students had been divided into cooperative learning groups and were assigned a 
Greek city-state.  When discussing, the teacher often asked each group to consider how 
events might have affected them as a member of that specific society, and did so on this 
day. 
 
Teacher:  Sparta, what’s your strength? Where are you really good fighting? 
Student:  On land 
Teacher:  On the land; anything with land you can conquer it. Athens, …what’s the  

only thing you’re good at?  
Student:  Sailing 
Teacher:  Sailing; your navy’s excellent; correct? So when they go to war, where’s  

Sparta? 
Student:  On the land 
Teacher:  Where’s Athens? 
Student:  At the sea 
Teacher:  What kind of war is that? 
Student:  A bad war 
Student:  Is that why— in the middle of the sea— all the islands are allies of  

Athens? 
Teacher:  Ah, what a great question. Turn to p 363. What a great way to use your  

resource there. It’s 263. She said— did everyone hear what [she] said? Say 
it nice and loud. 

Student:  If Athens is all on the sea and they’re good sailors—is that why all the  
islands are orange [on the map]? 

Teacher:  Ah, she said could it be, that they were so good at sea, all of the small  
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islands and the small city-states and all the people that may be along these 
islands could be in alliance with Athens? I think that’s a pretty good 
assumption to make. 

Student:  But I see six islands that are blue. 
Teacher:  And where are they very, very close to? 
Student:  The blue area. 
Teacher:  Yes, they’re very close to where Sparta was ruling. 
 
At the beginning of the question sequence, none of the students had their books opened; 
as the students listened to the teacher’s questions, this one student quietly found the map 
and made the connection that Athens’ allies were spread throughout the Aegean and 
Sparta’s was close to the Greek mainland.  The essential question about how geography 
shapes people’s lives, work, and world-view had been introduced September; by 
February some students had begun to develop the habit of mind of viewing history 
through the lens of geography.   
 
Another essential question students explored early in the year was, How does studying 
about ancient cultures affect our lives today?  The teacher frequently used this 
question to relate the past to the present.  Early in the unit on Greece, the teacher began 
her lesson on political systems by asking, “What was Athens known for?”  Students gave 
14 incorrect answers before the correct one of “government.” Because the teacher was 
looking for a specific and discrete answer, the students impulsively called out plausible 
answers, including wisdom, education, war, libraries, coins, and Olympics.  The ensuing 
discussion of the responsibilities of a citizen to the state, all in the present day, allowed 
students, two days later, to transfer the big idea of democracy to the ancient world. This 
question sequence began when she asked, “What city-state started democracy?” The very 
first student to respond gave the correct answer of Athens, and without prompting, 
another student declared, “It was a fake democracy.” When the teacher asked why it was 
fake, the student replied, “Because you couldn’t talk freely about … the king, and all the 
men— I think it was 17 or 18 men who had the government…” Later in the discussion, 
the teacher asked individual students whether they would be considered citizens back 
then.  Each student answered correctly; the females and the student who had immigrated 
when he was a young child recognized that they would not have been citizens of Athens.  
The students demonstrated they understood the concept of democracy in both the ancient 
and modern worlds after only a few days of class discussion. 
 
When the student teacher assumed the classes, she soon adopted the questioning method 
of the teacher several times a week.  As a supervisor, I have found that most student 
teachers have to be reminded to ask students questions as they usually revert to their 
tendency to lecture.  Because this student teacher had spent the first month of her clinical 
practice in the classroom of a teacher who did not lecture, she never relied on lecture.  All 
of her lesson plans included a topical essential question and a number of questions she 
posed to the class as a whole or in small group discussion.   
 
I expected the characteristics of effective questions that promote the development of 
historical thinking to include being open-ended, but sometimes students made 
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connections to big ideas when they were asked questions that were intended to be fact-
based, as the episode about Athens being a “fake democracy” shows.  While many of the 
teacher’s questions appeared to me at times to be leading and too concrete, oftentimes 
students’ understandings were the result of the teacher’s skill in asking questions on a 
daily basis that drew their attention to the big ideas posted around the room. 
 
Student responses to a survey administered at the end of the year provide further insight 
into their historical thinking development.  As the teacher and I expected, their view of 
historical concepts before sixth grade was fairly simplistic, but given the chance to talk 
about history in the framework of big ideas, students found history more interesting and 
complex. 
 
Survey Question: How has your view of a history class changed this year?  In other 
words, was this history class different than what you expected it be?  
 
Of 28 students, 7 indicated that they expected history to be boring, suggesting that before 
the sixth grade, they probably thought history was something to be memorized.  The 
word “fun” appeared in 9 of the responses when describing the sixth grade experience, 
and 18 of the responses were generally positive, indicating that the teacher’s method of 
allowing students to talk about ideas and causes of events was engaging.  In fact, one 
student wrote, “My last year history class was just reading out of the book, this year we 
learned what was in the book all different ways.  It was different then [sic] I expected 
because I thought it would be boring like every other history class, but it was not; I had a 
lot of fun!”  By providing the students with opportunities to talk about big ideas through 
simulations and role playing, the teacher allowed the students to learn “what was in the 
book all different ways. 
 
Survey Question: What was the most important thing you learned this year?  
 
Answers to this question reveal that the use of essential questions fostered the 
development of historical thinking for half of the class.  Seven students mentioned the 
idea of why it is important to study history (one of the essential questions of the course).  
Seven other responses reflected the recurring big ideas.  One student understood the 
importance of geography in history: “I learned … most great civilizations developed near 
water ways.” Three students alluded to the notion that modern society draws from ideas 
of the ancient world, a reference to the essential question, How does studying about 
ancient cultures affect our lives today? But not all students had reached this 
sophisticated level of historical thinking.  Out of the 28 students, 12 simply stated a 
particular time period or event, suggesting that they still saw history as concrete 
knowledge to comprehend rather than to use to develop an understanding.  
 
Survey Question: Do you think every question a teacher asks has only one right answer? 
 
Despite the fact that the survey suggests that only half of the students may have related 
the most important learning for the year with an abstract and transferable idea, every 
student recognized that questions may have more than one answer.  However, only some 
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indicated the idea that this was because of multiple perspectives.  This may be because, 
although the teacher asked numerous questions on a daily basis and allowed students the 
freedom to try out answers, a significant number of those questions did have a correct 
answer.  While students were asked throughout the year to consider multiple perspectives 
though discussion and simulations, some did not make the connection to multiple 
answers. 
 
For most pre-service candidates and some in-service educators, teaching big ideas in the 
history classroom represents a dramatic shift in instruction.  Using the textbook as the 
main source of information may lead students to believe that the causes and effects of 
historical events are facts.  Even if two sides of the story are presented, students may not 
understand the event from one of the sides as deeply as the other or that there may be 
multiple perspectives.  Telling students what happened through lectures can inhibit 
students from asking questions.  If the teacher does not know what students are thinking, 
she may not ever have the opportunity to correct misconceptions and stereotypes.   
Identifying how students think about the discipline of history is an important element in 
building students’ abilities to engage in historical thinking. Specific strategies, such as 
facilitating whole group discussions through effective questioning, but also “think-write-
pair-share,” can also be identified as contributing to students’ growth.  Teachers can 
employ these strategies as a beginning to promote historical thinking, and this will help 
pre-service and in-service social studies educators to plan effective instruction.  Because 
historical thinking is a concept that is often associated with abstract concepts, social 
studies educators must recognize that effective instruction can radically change how 
students become historical thinkers. 
 
The results of this study dispel the belief common among teacher candidates and in-
service teachers that sixth graders will have trouble understanding abstract concepts. 
These students compared the concept of citizenship in Athens to that of the United States, 
concluded that war is futile, and compared and contrasted imperialism in the ancient 
world to current American foreign policy.  The teacher in this classroom asked nearly one 
hundred questions on some days; by using a mixture of questions that required both 
discrete knowledge and prior insights, she was able to lead students to these deep 
understandings.  As a result of observing the teacher, the student teacher in this classroom 
utilized questioning as a strategy earlier than is typical of student teachers.  By the end of 
the year, the students’ view of history as a discipline was more sophisticated than when 
they entered the teacher’s classroom; they recognized that history is more than what they 
found in the textbook.  In the words of one student, “I think the most important thing we 
learned this year is that we will never know every part of history.” 
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 Gender, Motivation, Student Classification, Upon Document Based Question Scores 
of Sixth Grade Students 

 
Abstract: 

This study examined the differences in the means of scores upon social studies Document 
Based Questions (DBQ) among sixth grade students in one school in Suffolk County, New 
York.  DBQ’s are used as part of the New York State Social Studies Assessment.  Sixty-
four sixth grade students, heterogeneously grouped,  from three social studies sections, 
each taught by the same teacher, were given a DBQ as part of their final examination.  
Student scores were evaluated with a series of one way ANOVA’s to determine if 
differences in DBQ scores existed among the factors of gender, student classification 
type, gifted, typical and students requiring Additional Instructional Services (AIS),  and 
student motivation level.  The ANOVA’s showed that no difference existed in the means of 
students by gender, but that significant differences existed in students DBQ scores by 
student classification type and by the level of motivation of the students. 
 

Objectives or purposes 
The purpose of the current research was to determine if differences existed 

between the mean scores of students based upon gender, student classification, and 
motivation. 

 
Perspectives or theoretical framework 

In New York State students are required to take tests in grades 5, 8 and 11 to 
monitor their skills in social studies.  The 11th grade test is a gatekeeper test, in that 
students need to pass this test in order to obtain a New York State Regents Diploma.  A 
major portion of each student’s performance score is the student’s extended response 
section, commonly called the DBQ, for Document Based Question.  In this section 
students are typically given four to eight documents to analyze and frame short answer 
responses to questions which appear after the documents.  The documents vary in that 
some are primary source material, some may be maps, and others may be political 
cartoons.  Students have 90 minutes to analyze, construct a framework for each document 
and then process an essay typically of four to six paragraphs upon a theme laid out in the 
documents.  The DBQ counts for 30 percent of a student’s score on the state assessment, 
with the scaffolding and actual essay counting for 15 percent each of the total score. 

Each DBQ focuses around a central theme.  An example of a middle school DBQ 
might be a political cartoon depicting the pyramids, examples of hieroglyphs, maps of the 
Nile River Delta, and a quote about The Rosetta Stone.  Students would need to respond 
to each of these documents and answer a series of short questions to help them scaffold 
and answer to an essay question.  An example of which might be, “What factors 
combined to make Egypt a powerful civilization”.  Students throughout the state are 
required to answer the same question, and the state provides a detailed scoring rubric to 
assess student performance at each grade level (2007).   

New York State provides a course for educators to answer the question, “What are 
DBQ’s and why do we use them” (2007).  Among the reasons given for having students 
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take the DBQ are that it measures the ability of students to work with multiple 
perspectives on a social studies issue, offers an authentic assessment tool that has 
students read, analyze, comprehend, evaluate, and synthesize varied sources into a 
“complete package”.  The DBQ also places a great amount of emphasis upon using 
English language arts (ELA) skills.  This practice of using ELA skills across the 
curriculum is a common practice, and is viewed positively by many middle school 
principals (Dupree, 2009). 

Stovel (2000) offered a rationale for the use of the DBQ as a tool to strengthen 
student writing.  Stating that, “Good writing comes from clear thinking”, he went on to 
praise the DBQ as a tool to help high school advance placement students develop 
understanding by use of analysis.  Analysis of the document would be for students to 
begin to deconstruct the document by asking questions pertaining to point of view, 
historical and cultural perspectives, look for instances of bias and to investigate the genre 
of the document and its impact upon the essay task question.  All of these are steps which 
are the prelude to writing the essay itself. 

One of the few studies evaluating data about the DBQ was conducted by 
Vankateswaran (2003) who investigated the fairness of the Advanced Placement United 
States History Examination based on bias of learning style by gender and the 
performance of minorities and females as compared to White males on the same test.  
The AP United States history exam is given to over two hundred thousand students each 
year and is composed of a multiple choice section of about 80 items and a DBQ section.  
This study found that White males still outperform females and all minority groups, other 
than Asian Americans, on the multiple choice section of the exam.  On the DBQ section 
males also performed better than other groups, but the difference in the means, while 
significant, was negligible.  New York States Social Studies Assessment, given in grades 
5, 8 and 11 are modeled upon the Advanced Placement Test. 

In a review of the literature, Martin (2006) addressed the issue of how social 
studies teachers can promote involved personal learning of content in the face of 
increased pressure towards performance on standardized tests.  Among the topics that the 
author studied were motivational factors involved in student performance in the social 
studies classroom and upon Virginia’s statewide test.  The major findings of the review 
were that motivation plays a vital role in the student performance in social studies but 
there is some doubt if motivation by itself is enough to solve the challenges of learning 
the material needed to pass Virginia’s 11th grade gatekeeper test in Social Studies.  

Since its inception in the 1970’s the DBQ has undergone a substantive change in 
New York State.  The original purpose, being the gatekeeper for high school students 
being eligible for an advanced placement program, has evolved to being a gatekeeper for 
graduation.  The evolution has continued to the point that students in 5th and 8th grade – 
regardless of classification status, and despite a lack of substantive data being available 
towards its efficacy for younger learners, is now being used as a substantial part to 
evaluate a school’s social studies program’s effectiveness.  This study investigated the 
relative differences in means of students on the DBQ with gender, student classification 
status, and student motivation level as the dependent variables. 
 
Methods 
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This study investigated the differences in mean scores upon the DBQ portion of 
an end of the year final examination.  Over the course of a school year, sixty four middle 
school students were given similar instruction in the methods of properly answering a 
DBQ portion of a test.  The sixty four students were in three heterogeneously grouped 
classes composed of typical, AIS, and gifted learners.  Each of the three class sections 
was given the same instruction by the same teacher, and the same assignments and 
opportunities to practice their skill in DBQ type essays.  The instructor of the courses 
entered the year with the purpose of closely monitoring student performance in basic 
acquisition of content knowledge, acquisition of social studies skills, and performance 
upon the DBQ.   

Students had been given five opportunities to perform upon a DBQ throughout the 
school year.  The first attempt was guided by the teacher with students allowed to make 
corrections, the second was given under modified test settings, but the students were 
allowed direct access to the teacher for advice and 225 minutes of class time was allowed 
for the essay.  The third instance was given in a guided practice method, where students 
were given unlimited time and chances to address shortcomings in their performance.  
The fourth instance directly simulated the test conditions of the final examination in that 
it allowed 90 minutes for completion of the DBQ with allowances made for those 
students (2) who had additional time listed as a test modification.  The fifth instance was 
the final exam itself.  In each instance additional class time was given to the students as a 
whole, in small groups, and as individuals to engage the instructor in feedback sessions.   

Since the literature had shown that motivation  and completion of homework was 
a relevant factor in student performance upon Social Studies essays, students were given 
a score in motivation by the researcher based upon data provided by the classroom 
teacher which measured student daily performance.  The raw score of successfully 
completing homework was given to form a baseline score, which was modified by the 
student’s successful completion of extra credit.  Students who completed extra credit 
were awarded a 5% increase to their daily performance score.  Students who scored < 
65% were given the rating of unmotivated, <65% - >75% were rated as low, >75% to 
<85% were rated as average, >85% to <100% were rated as high, and >100% were rated 
as motivated.   
 
Table One. Student Motivation 
< 65% Unmotivated 
> 65% to < 75% Low Motivation 
> 75% to <85% Average Motivation 
>85 to <100 High Motivation 
<100 Motivated 
 

After the students had taken the final examination the DBQ was scored on a 
rubric which had been developed by the teaching staff of this school for the expressed 
purpose of being more consistent across the school in marking these essays.  The rubric 
had a range of 1 (low scores) to 5 (exemplary).  The test itself consisted of five 
documents concerning itself with various issues on the course content.  There were 
fifteen questions in this section with a value assigned of one point per question.  The 
second section was the essay itself.  The DBQ portion was counted as 30 points of the 
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final exam, with a maximum of 15 points being possible for answering the questions on 
the documents and 15 points being the maximum score for the essay itself. The essay was 
marked based on the rubric with scores of 1 awarded 7 of 15 points, scores of 2 awarded 
between 8-10 points, scores of 3 awarded 11 or 12 points, scores of 4 awarded 13 or 14 
points, and scores of 5 being awarded 15 points.  Student’s scores were formed by adding 
the score on the documents with the score obtained for the essay.  The results were then 
divided by 30 to form a percentage score. 

All students in the study took the test on the same day in their own  classrooms, 
with the exception of two students who were absent on the day of testing, and took the 
same test the next morning at the commencement of the school day.   
 
Results: 

To determine the differences in the means of the three groups of students a series 
of one way ANOVA’s were conducted with DBQ score as the dependent variable and 
gender, student classification type, and student motivation level as the independent 
variables.  The results of the ANOVA were not significant with gender, F(1,62) = .1.032, 
p = .31, were significant along the factors of student classification type, F(2,61) = 8.04, p 
= .001,  and student motivation, F(4,49) = 5.89, p = .000.  These results are shown on 
Table 2, Table 3, and Table 4. 
 
Table 2 DBQ Results and Gender – Tests of Between Subjects Effects 
Dependent Variable: DBQ  

Source 
Type III Sum 
of Squares df Mean Square F Sig. 

Partial Eta 
Squared 

Corrected Model .013(a) 1 .013 1.032 .314 .016
Intercept 45.363 1 45.363 3665.973 .000 .983
Gender .013 1 .013 1.032 .314 .016
Error .767 62 .012     
Total 46.140 64      
Corrected Total .780 63      

 
Table 3 DBQ Results and Student Type – Tests of Between Subjects Effects 
Dependent Variable: DBQ  

Source 
Type III Sum 
of Squares df Mean Square F Sig. 

Partial Eta 
Squared 

Corrected Model .163(a) 2 .081 8.042 .001 .209
Intercept 28.813 1 28.813 2847.509 .000 .979
Type .163 2 .081 8.042 .001 .209
Error .617 61 .010     
Total 46.140 64      
Corrected Total .780 63      
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Table 4 DBQ Results and Student Motivation – Tests of Between Subjects Effects 
Dependent Variable: DBQ  

Source 
Type III Sum 
of Squares df Mean Square F Sig. 

Partial Eta 
Squared 

Corrected Model .223(a) 4 .056 5.888 .000 .285
Intercept 19.380 1 19.380 2051.147 .000 .972
Motivation .223 4 .056 5.888 .000 .285
Error .557 59 .009     
Total 46.140 64      
Corrected Total .780 63      

 
Because the overall F test for student classification type was significant, follow-

up tests were conducted to evaluate pair-wise differences among the means.  Typical 
learners showed a tendency towards higher means than AIS students M=.08, p = .06, and 
significantly lower means than gifted students, M = .10, p = .02.  AIS students scored 
significantly lower than gifted students, M = .18, p = .001.   

Because the overall F test for student motivation level was significant, follow-up 
tests were conducted to evaluate pair-wise differences among the means.  Students with a 
low level of motivation scored lower than average motivated students, M = .15, p = .02, 
highly motivated students, M = .17, p = .001, and fully motivated students, M = .21, p = 
.001.  These were the only students who showed significant differences in their means 
scores of the DBQ. 
 
Importance of the Study: 

The first factor which makes this study important is the relative lack of studies 
which had analyzed raw data from the DBQ portion of social studies tests.  Few if any 
studies have conducted in-depth analysis of this testing device, although it is commonly 
used in New York State and other states as a major part of the overall social studies 
program evaluation.  Also, those few studies have limited their findings to those students 
taking the AP United States History Examination.  Since the DBQ is now taken by all 
students, as young as nine years of age, it is vital that research is conducted to analyze the 
efficacy of testing these younger learners upon a test which until recently had been a 
gatekeeper for high school juniors and seniors entering advanced placement settings. 

A second important finding was that gender did not account for significant 
differences in mean scores upon DBQ results as it had in previous research.  Another area 
of importance is that this study investigated the factors of student classification and 
students motivation levels, and both of these factors were seen to be significant with 
regard to performance on the DBQ.   

Two factors which showed significant differences in student performance upon 
the DBQ were student type and motivation.  The scores of students who receive AIS 
services for ELA were lower than typical learners and were significantly lower than those 
of gifted students.  The findings of this study point to an area of concern that students 
who are not performing well in ELA and are receiving AIS services are struggling with 
an approach that emphasizes literacy based skills to determine 30 percent of their 
assessment, and which is a gatekeeper to high school graduation. 
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Recommendations 
The studies’ findings bring about several recommendations for teachers and 

administrators of sixth grades students partaking in DBQ examinations.   
1)  Similar research should be continued with other samples of high school 

students.  Since this study did not find gender to be a significant factor in determining 
DBQ scores, further research should be conducted to see if the differences observed in 
high school AP entry test scores still demonstrate differences based upon gender.. 

2)  Similar research should be conducted among students in grades five, eight and 
eleven.  Since this study found that student placement and motivation were significant 
factors in DBQ performance among sixth grade students, further research should be 
conducted to see if those students who are actually taking the DBQ as a part of the state 
assessment demonstrate similar results.  

3)  Schools need to monitor how the reliance of literacy based skills is affecting 
AIS and other subgroups in their performance in social studies as well as other content 
areas.  Students who received AIS services demonstrated significant differences both in 
their level of motivation and upon their DBQ scores.  The recent trend of literacy based 
instruction in all content areas may be presenting these at risk students at even greater 
risk. 
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Gender, Motivation, Student Classification and Document Based Question Scores 
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The Design and Delivery of a Professional Development Program to Implement 
Formative Assessment in a Networked Classroom 

 
Introduction 

Project FANC (Formative Assessment in a Networked Classroom) is a three-year 
research project funded by the National Science Foundation1 that explores a feasible way of 
implementing formative assessment. Formative assessment is well accepted as an effective 
way to improve students’ achievement, but it has been challenging for teachers to use in 
reality. By combining formative assessment and technology, the Project FANC is exploring 
a new perspective to educational technology theoretically and practically. The effects of 
two professional development models for using formative assessment in a connected 
classroom are being studied in the classrooms of 32 seventh-grade teachers in 15 different 
schools. The 32 teachers were assigned to two groups, which for the purpose of this paper 
will be referred to as Groups A and B, in which they remained for the duration of the three-
year project. 

During the first summer of the project, teachers assigned to Group B participated in 
five days of professional development on the use of formative assessment in the classroom. 
At the same time, teachers assigned to Group A participated in professional development 
on the use of formative assessment using the TI-Navigator™, a classroom networked 
system.2 In the second summer of the project, the three days of professional development 
for Group B focused on using the features of TI-Navigator for formative assessment. The 
professional development for Group A during the same three days provided additional 
work on using formative assessment and TI-Navigator with more emphasis placed on 
questioning strategies. In addition to the intensive training in the summer, five follow-up 
half-day professional development sessions were provided for teachers in both groups 
during each of the two years of implementation. Throughout the academic years, the 
project staff visited teachers’ classrooms to provide coaching and assist with any 
technology issues. The details of the design and development of these two professional 
development models along with the theoretical framework on which they are built are 
described and discussed in this paper.  
 
Theoretical Framework 

Formative Assessment 
Formative student assessment is used during learning to provide feedback for 

students and teachers to improve learning and teaching (Black & Wiliam, 1998a). Black 
& Wiliam defined “formative assessment” as “all those activities undertaken by teachers, 
and/or by their students, which provide information to be used as feedback to modify the 
teaching and learning activities in which they are engaged” (p. 7). In other words, in 
addition to traditional assessments, formative assessment for learning includes 

                                                
1 The research reported in this paper was generated by the grant, The Effects of Formative Assessment in a 
Networked Classroom on Student Learning of Algebraic Concepts (DRL 0723953) funded by National 
Science Research and Evaluation on Education in Science and Engineering (REESE) program. The views 
expressed in this article are the views of the authors and do not necessarily represent the views of the 
National Science Foundation. 
2 TI-Navigator™ is a networking system developed by Texas Instruments that wirelessly connects each 
student’s graphing calculator to a classroom computer. 
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instructional activities such as questioning, discussion, seatwork, and student self-
assessment. Evidence has shown that formative assessments, if appropriately 
implemented in teaching, can produce substantial learning gains for students at different 
ages and across different subjects (Black, Harrison, Lee, Marshall, & Wiliam, 2004; 
Black & Wiliam, 1998a; 1998b; Wiliam, Lee, Harrison, & Black, 2004).  

Shavelson, Yin, Furtak, Ruiz-Primo, Ayala, & Young (2006) classified formative 
assessment techniques into three categories on a continuum based on the amount of 
planning involved and the formality of technique used: 1) on-the-fly formative 
assessment, which occurs when teachable moments unexpectedly arise in the classroom; 
2) planned-for-interaction formative assessment, which is used during instruction but 
prepared deliberately before class to align closely with instructional goals; and 3) formal-
and-embedded-in-curriculum formative assessment, which is designed to be implemented 
after a curriculum unit to ensure that students have reached important goals before 
moving to the next unit.  

Despite their variety, when formative student assessments are used, common steps 
are explicitly or implicitly involved: 1) determining achievement goals that students are 
expected to reach—the expected level; 2) collecting information about what students 
know and can do—the actual level; 3) identifying the gap between the actual level and 
expected level; and 4) taking action to close the gap. Steps similar to 1), 2), and 4) have 
been addressed by Sadler (1989). Teachers and/or students can take all of the steps.  

When using formative assessment, the teacher provides specific feedback rather 
than only grades to students. The feedback can be oral or written comments addressing 
what students have done well and have not done well and suggestions how to improve. 
Moreover, self and peer assessments are highly recommended formative assessment 
strategies because they can help students to develop the habit of reflection and to become 
more aware of the learning goal, learning gap, and how to close the gap (Black et al., 
2004).  

 
 Formative Assessment and Technology 
As straightforward as it may sound, in reality, formative student assessment has 

proven difficult to implement (Ruiz-Primo & Furtak, 2006; Shavelson, R. J., Yin, Y., 
Furtak, E. M., Ruiz-Primo, M. A., Ayala, C. C., Young, D. B., et al., 2006; Yin, 2005). 
One of the challenges is that many formative assessment strategies take too much time to 
be used practically (Black & Wiliam, 1998b). For example, it is time-consuming for 
teachers to count students’ votes, and it is almost impossible for teachers to provide 
specific feedback on each student’s work, especially with a typical teaching load of four 
to six classes daily, with 20 to 30 students in each class.  

Black and Wiliam suggested that teachers have to believe that the time investment 
for formative assessment will yield reward in the future. Even so, they admitted that 
teachers’ work loads are often overwhelmed by agendas and dominated by district 
specifications on what curriculum must be covered to prepare students for yearly No 
Child Left Behind (NCLB) high-stake tests (Black & Wiliam, 1998b). “With such rigid 
pacing,” Black and Wiliam (2005a) pointed out, “there are few opportunities to use 
information on student performance to address learning needs” (p. 258). 

In How People Learn (NRC, 1999), classroom networks are considered one of the 
most promising technology-based education innovations for transforming the classroom 
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environment. Some early findings demonstrate its potential to overcome one of the 
greatest hurdles to improving classroom assessment: the collection, management and 
analysis of data (Roschelle, Penuel, & Abrahamson, 2004). While feedback loops in the 
regular classroom are very slow, classroom networked technology has the capabilities to 
provide rapid cycles of feedback to improve ongoing activity in real time.  

Using a networked classroom, what students know and can do can be easily 
assessed and anonymously displayed. Students can enter and send their responses to the 
teacher computer. Similarly, teachers can easily send questions, and receive, organize, 
and display students’ answers, so that the interaction between the teacher and students 
and among students is greatly facilitated. 

A pilot study conducted at the Curriculum Research & Development Group 
(Mackay, Olson, & Slovin, 2006) showed that the TI-Navigator system developed by 
Texas Instruments enabled the teacher to use formative assessment results more 
effectively because assessments in the classroom were done in real-time. Assessment of 
students was eased for the teacher through the use of TI-Navigator in a number of ways: 
checking on the level of student engagement, clarifying the source of student problems at 
an early stage, creating the possibility of responding instantly to student problems, and 
providing the availability of a variety of feedback methods.  

Earlier research conducted at the Curriculum Research & Development Group 
(Dougherty, Akana, Cho, Fernandez, & Song, 2005) found that using TI-Navigator for 
teaching algebra provided a means for in-depth discussion points, leading to improved 
student interaction and collaboration. Dougherty, et al reported that “the use of TI-
Navigator technology supports the development of a collaborative classroom environment 
by enhancing student interactions, focusing students’ attention on multiple responses, 
and providing opportunities for students to peer- and self- assess student work. The 
ability to display a full class set of data or task responses supports a problem-solving 
approach to developing skills and concepts” (p. 28). Students showed improvement in 
the areas of: conceptual understanding, classroom interactions, quantity and quality of 
responses, time on task and time to start tasks. 

 
Design of Professional Development 
 Formative Assessment 
 Input from the eight Advisory Board members along with numerous articles on 
professional development, formative assessment, technology and related topics (Ayala & 
Brandon, 2008; Black & Wiliam, 1998a; Black & Wiliam, 1998b; Black & Wiliam, 
2005a; Black & Wiliam, 2005b; Gearhart, & Saxe, 2004; Guskey, 2007/2008; Stiggins, 
2002; Stiggins, Arter, Cahappuis and Chappuis, 2004; Wiliam, Lee, Harrison, & Black. 
2004; Wiliam. 1999) were all taken into consideration as the Project Team designed the 
two models of professional development (PD). The Project Team chose to design the 
formative assessment PD using the Seven Strategies of Assessment for Learning 
developed by Stiggins, Arter, Chappuis and Chappuis (2004, p.42) (Figure 1). The 
Hawaii Department of Education (HIDOE) is one of the partners involved in Project 
FANC and previously conducted sessions on formative assessment for teachers focusing 
on these strategies. Therefore, by building upon participants’ previous general knowledge 
of formative assessment, understanding could be extended to the content and pedagogy of 
teaching and learning mathematics.  
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Seven Strategies of Assessment for Learning 

  
Where am I going? 

1. Provide a clear and understandable vision of the learning target. 
2. Use examples and models of strong and weak work. 

 
Where am I now? 

3. Offer regular descriptive feedback. 
4. Teach students to self-assess and set goals.  

 
How can I close the gap? 

5. Design lessons to focus on one aspect of quality at a time. 
6. Teach students focused revision. 
7. Engage students in self-reflection, and let them keep track of and share  

their learning. 
 

Stiggins, Arter, Chappuis, & Chappuis, (2004, p.42) 
 

 
Figure 1 

Seven Strategies of Assessment for Learning 
 

The work of Stiggins, et al was adapted to create a more complete model of 
formative assessment that includes elements such as the cognitive demand of tasks and 
questioning strategies to clarify, probe, and extend student learning (see Table 1). The 
Professional Teaching Standards from the National Council of Teachers of Mathematics 
(NCTM, 1991) note the importance of identifying the characteristics of “worthwhile 
mathematical tasks” and the knowledge that mathematical tasks differ with respect to 
their levels of cognitive demand. It is important to analyze and discuss tasks in order to 
determine the level of thinking required to solve them. Tasks that require students to 
perform a memorized procedure in a routine manner lead to few opportunities for 
learning mathematics. Tasks that demand engagement with concepts and that stimulate 
students to make purposeful connections to meaning or relevant mathematical ideas lead 
to a richer, more substantive set of opportunities for student’s thinking. A task analysis 
guide (Figure 2) was adapted from the work of Stein, Smith, Henningson & Silver (2000) 
for promoting the development and use of mathematical tasks with higher levels of 
cognitive demand. This guide informed teachers’ focus on the strategies associated with 
the question, Where am I going? 

An essential component of the formative assessment PD was an emphasis on 
asking good questions that provide information about students’ understanding. A good 
question possesses three features: 1) It requires more than recall of a fact or reproduction 
of a skill, 2) It has an educative component; that is, the pupil will learn from attempting it 
and the teacher will learn about the pupil from the attempt, and 3) It is, to some extent, 
open; that is, there may be several acceptable answers or several methods to finding a 
solution (Clark, 1996). Rich questioning provides teachers not just with evidence 
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about what their students can do, but also what the teacher needs to do next, in 
order to broaden or deepen understanding. Questions should be posed that can 
promote an extended exchange with a single student, involving a second, third, 
fourth or even fifth follow‐up question to the student’s initial answer. With such 
questions, the level of classroom dialogue can be built up to quite a sophisticated 
level, with consequent positive effects on learning (Wiliam, 1999). 

 
Formative Assessment Using TI-Navigator 

Four functions of TI-Navigator system are particularly helpful for formative 
assessment implementation: 1) Quick Poll—allowing teachers to immediately collect and 
display all the students’ votes to a question; 2) Screen Capture—allowing teachers to 
monitor individual students’ work progress at anytime; 3) Learn Check—allowing 
teachers to administer quick and frequent formative assessments and provide timely 
feedback; and 4) Activity Center—allowing students to work collaboratively to 
contribute individual data to a class activity. The four functions are closely aligned with 
the general principles or specific strategies of formative assessment, such as voting for 
options, sharing ideas, self-assessment, and peer assessment. Table 2 presents a 
description of each TI-Navigator function, the alignment between each function and 
formative assessment needs, and the advantages of the function when it is used to 
implement formative assessment.  

The professional development on formative assessment using TI-Navigator was 
based on the potential that TI-Navigator possesses when it is used as a formative 
assessment tool. It is efficient; information can be transferred between the teacher’s 
computer and students’ calculators instantly, and students’ work can be assessed and 
displayed quickly and used for classroom discussion. Students’ work or answers can be 
shared with the whole class anonymously, so that the students who made mistakes will 
not be embarrassed. The system is convenient; teachers can pre-store formative 
assessment questions before hand and send them to students instantly at the appropriate 
moment. Teachers can easily share good assessment items with each other, and formative 
assessment records can be saved and retrieved at any time. In addition, researchers at the 
Stanford Research Institute suggested that TI-Navigator may facilitate collaborative 
learning by establishing “positive interdependence” that promotes interaction and 
commitment to group learning goals and enable the teacher to maintain both individual 
and group accountability (Stanford Research Institute, 2004). The teachers in a study by 
Owens, Demana, Abrahamson, Meagher & Herman (2004) found that students in TI-
Navigator classes were perceived to be more responsive to individual learners’ needs, 
more focused on knowledge building and assessment, and more community centered. 
However, while the teachers obtained information about student’s knowledge, but they 
may not have changed their instructional procedure based on the information obtained. 
They found stronger evidence for technology implementation than for change in 
instruction and that teachers did not make full use of the potential of the connected 
classroom for formative assessment. (Owens, Pape, Irving, Sanalan, Boscardin, & 
Abrahamson, 2008). Therefore, Project FANC PD model was designed around a 
framework for formative assessment on which to focus the implementation of TI-
Navigator.  
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Table 1 
Formative Assessment Model

! 

1 
 

Where am I going?  (Beginning with the End in 
Mind) 

Knowledge Dispositions 

• Identify the worthwhile mathematics 
students need to know 

• Identify how teachers and students will use 
information from formative assessment 

• Communicate to students clear 
expectations of quality mathematics 

• Mathematics content knowledge for teaching 
• Mathematics content and processes 

standards/benchmarks 
• Purpose of formative assessment  
• Recognize indicators of quality 

mathematical reasoning and work  
 

 

• Holds high expectations for all students 
• Views students as collaborators in the 

process 
• Focuses on students and how they can learn 
• Views formative assessment central to 

classroom practice 
• Views formative assessment as sensitive and 

constructive  
• Views teaching as a reflective practice 

Where am I now? (Gathering Data) Knowledge Skills 
• Focus on the learner’s prior mathematical 

knowledge 
• Use multiple sources of evidence to guide 

goal setting 
• Provide specific and timely descriptive 

feedback 
• Provide opportunities for peer and self 

assessment 
 

• Learning progression in mathematics 
• Pedagogical content knowledge 
• Student’s previous learning 
• Variety of formative assessment tools and 

strategies and their appropriate use 
 

• Embed formative assessment in instruction 
• Create conditions that allow for productive 

formative assessment 
• Give students descriptive feedback 
• Teach students to self-assess and assess 

peers 
 

How can I get there? (Taking Action) Knowledge Skills 
• Use questions to clarify, probe and extend 

thinking 
• Design lessons that scaffold and build on 

current knowledge and experiences 
• Provide opportunities for students to 

analyze their work and make 
improvements 

• Engage students in tracking, reflecting on 
and communicating about their progress 

 

• Mathematics knowledge 
• Pedagogical content knowledge 
• Linking content to student’s prior knowledge 
• Vygotskian ZPD 
• Formative assessment tools for documenting 

& communicating student progress 
 

• Interpret the evidence 
• Use a variety of strategies to match 

instruction to the gap 
• Use effective questioning and act on 

“teachable moments”  
•    Create conditions that allow for productive 

formative assessment 
 

! 

1Adapted from Stiggins, R. J., Arter, J. A., Chappuis, J. & Chappuis, S. (2004). Classroom assessment for student learning, Portland, Oregon: Assessment  
 Training Institute, Inc.  
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Figure 2 

Task Analysis Guide 
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Table 2 
Four Functions of TI-Navigator System and Their Connections With Formative Assessment  
 

Navigator Function Function Description Formative Assessment 
Needs a 

Advantage of Using TI-Navigator 

Quick Poll  
 
 

The teacher asks a 
question (can be on-the-fly 
or planned-for-interaction); 
all the students respond via 
calculators; the teacher 
views and displays all 
student responses 
immediately. Various 
answers are presented as a 
bar graph, so that common 
misconceptions can be 
identified and addressed 
immediately.  

• Gives students a 
choice among 
different possible 
answers by asking 
them to vote on the 
options. 

• Increases waiting 
time after 
questioning to 
encourage 
thoughtful reflection. 

• Engages all the 
students. 

• Increased Waiting Time: Slow thinkers will not be 
interrupted by the “spoken out” answers of fast 
thinkers.  

• Engaging all: the vocal ones will not dominate 
Classroom. Shy students will have the same 
opportunities to share their opinions.  

• Efficient: It takes a second to count and display the 
votes. Teachers do not need to take time to count 
hands or tally.  

• Anonymous: Students will not feel embarrassed if their 
answers are wrong.  

• Confidential: Students will not and cannot follow those 
high achievers in order to be “safe.”  

Screen Capture 
 

 
 

The teacher can capture 
what is on each student’s 
calculator screen through 
the teachers’ computer at 
anytime, so that the teacher 
can monitor students’ 
progress by identifying (a) 
who is not on the task, (b) 
who is having difficulties 
with calculator usage or 
concepts, (c) who is making 
careless mistakes, and (d) 
who is on the right track.  

• Asks all students to 
write down an 
answer and then 
reads out a selected 
few. 

 

• Efficient: Without circulating around the classroom, the 
teacher can view every student’s work progress in real 
time and identify who needs help.  

• Easy for Sharing: The teacher can share an individual 
student’s answer with the whole class when necessary. 
The answer can be a common mistake or exemplary 
work.  

• Anonymous: When an individual student’s work is 
shared through screen capture, the owner of the work 
will not be embarrassed.  
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Navigator Function Function Description Formative Assessment 
Needs a 

Advantage of Using TI-Navigator 

 
Learn Check 
 
 
 

 
 
Teachers can send 
information or questions to 
all students at one time. 
Students respond through 
their calculators. Students’ 
answers can be relayed 
instantly and displayed 
anonymously.  

 
 
• Students complete a 

few problems or 
questions at the end 
of instruction and 
check answers.  

• Allows teachers to 
work with others and 
outside sources to 
collect good test 
items. 

• Uses portfolio or 
collections of student 
work formatively.  

 

• Convenient: Questions and assessments can be pre-
stored in the teacher’s computer and sent to students 
at the appropriate time. There is no need to copy, 
distribute, and collect papers. 

• Efficient: Due to automatic grading, teachers do not 
need to spend time grading students’ quizzes. 
Meanwhile, students can get feedback immediately and 
learning gaps can be closed soon after they are 
identified.  

• Easy to Share High Quality Assessment: 
Assessment items are in digital format. High quality 
assessment items can be created collectively by 
teachers and assessment experts and shared by 
teachers easily.  

• Easy to Keep Record: Each student’s responses and 
correct answers to the assessments can be saved and 
retrieved easily. Hard copies can be printed for 
students as possible portfolio entry.  

Activity Centre 

 
 
 
 

Students can contribute to 
a shared workspace that is 
projected to the class in 
real time, e.g., contributing 
a data point (x, y), an 
equation, or a data list for 
an algebra topic. Students 
can work collaboratively in 
pairs or groups, discussing, 
self-assessing, and peer 
assessing their own work. 

• Encourages 
students to use self-
assessment and 
peer-assessment.  

• Promotes more 
dynamic class 
discourse.  

• Flexible: Students can work individually, in pairs, or in 
groups when they contribute their ideas to the class 
activity.  

• Anonymous but identifiable: Student contributions to 
the class data are anonymous. However, each 
student/pair/group can choose their own color to show 
on the projected screen of the class’ responses, so that 
students can be more engaged when discussing 
conflicting data.  

Note: a. The formative assessment needs are cited from the articles written by Black, Wiliam, and their colleagues (Black et al., 2004; 1998a; 
1998b) 
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Delivery of Professional Development 
  Project FANC involved the delivery of PD using two different models during a 
two-year period. Both models were based on formative assessment and TI-Navigator, 
however there was a difference in the manner in which these models were delivered. The 
PD in the model delivered to the participants in Group A focused on implementing the 
formative assessment using the features of TI-Navigator for both years. The PD in the 
model delivered to Group B participants focused on implementing formative assessment 
strategies the first year and then applying those strategies when using the features of TI-
Navigator the second year.  
 
The following five-day PD was delivered in Year 1:  
 
  Group A: Teachers participated in five days of professional development on 

formative assessment and strategies for using TI-Navigator in their classrooms. 
In addition five follow-up days and coaching were conducted throughout the 
academic year.  

 
  Group B: Teachers participated in five days of professional development on 

formative assessment and strategies for using formative assessment in their 
classrooms (not using TI-Navigator). In addition five follow-up days and 
coaching were conducted throughout the academic year. 

 
The following three-day PD was delivered in Year 2: 
 
 Group A: Teachers had an opportunity to reflect on their first year of using TI-

Navigator for formative assessment and ways to further implement it in their 
classroom. In doing so, teachers were asked to focus on questioning strategies 
when using TI-Navigator and choosing mathematical tasks that would provide 
the opportunity for rich tasks and questions. The project is in the midst of the 
second academic year of implementation, during which time there will be an 
additional five days of follow-up and coaching. 

 
 Group B: Teachers had the opportunity to reflect on their first year of using 

formative assessment and learn how TI-Navigator can be used for formative 
assessment in their classrooms. In doing so, teachers were asked to apply the 
work they did with questioning strategies and choosing mathematical tasks that 
provide opportunities for rich questions for which the TI-Navigator would 
enhance instruction. The project is in the midst of the second academic year of 
implementation, during which time there will be an additional five days of 
follow-up and coaching. 

  
  At the beginning of the project all participants were given MacBook laptops, 
LCD projectors, Elmo visualizers (document cameras), and a classroom set of TI-73 
graphing calculators. Participants in Group A were also provided with TI-Navigator 
Systems for their classrooms during Year 1 while participants in Group B were given TI-
Navigator Systems in Year 2.  While Professional Development was delivered to Group 
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A and Group B during the same five days during the first summer, the groups met in 
different locations and did not interact with each other. In fact, since there were 
participants from each group at two of the schools, participants were asked not to discuss 
the nature of the professional development in which they participated with the other 
group. During the second summer when participants in both groups worked with TI-
Navigator, they met in the same building, but different rooms for the same three days. 
  The delivery of the PD to both groups followed parallel models where possible. 
The same formative assessment model (see Table 1) was presented to both groups as well 
as the Task Analysis model (see Figure 1) for cognitive demand of mathematic tasks. 
While the implementation of formative assessment both with and without the use of TI-
Navigator was expected to take place throughout the school year in teachers’ classrooms, 
the focus of the research data collection on student learning was during the third quarter 
of the school year when most teachers taught lessons related to patterns and functions, the 
algebraic reasoning topics found in grade 7 in Hawai‘i. Therefore, the PD in both groups 
included a session in which representatives from the HIDOE described the expectations 
for 7th grade work with patterns and functions in the Hawaii State Content and Process 
Standards and Benchmarks.  
  While the formative assessment model, questioning strategies, and rich 
mathematics activities were essential components in both professional development 
experiences, the actual delivery and focus varied. Brief descriptions of the focus of each 
PD during the first year are given below: 
 
  Group A 
  The formative assessment model, questioning strategies, and mathematics 
activities were connected to the use of TI-Navigator. Since participants were learning 
how to use the technology, significant time for hands-on experiences with the features of 
TI-Navigator was provided. While participants learned how to use the features of TI-
Navigator, video examples of 7th grade classrooms at the University Laboratory School 
(ULS) at the University of Hawaii using TI-Navigator for formative assessment were 
shared. Discussions of the mathematics and the questioning strategies used in the video 
examples followed the viewing.  
  As participants engaged in mathematics activities that utilize handheld 
technology and TI-Navigator emphasis was placed on creating/choosing good tasks and 
asking good questions. The participants were involved in identifying how TI-Navigator 
can provide valuable formative assessment feedback prior to, during, and following the 
activities. There was a focus on the ‘added value’ of handheld technology in a connected 
classroom. 
  Participants were asked to use their curriculum materials to develop lessons and 
good formative assessment questions for use with TI-Navigator that could be used during 
first month of the school year. During the PD participants planned for first uses of TI-
Navigator in the classroom and how to create a technology classroom environment. 
Classroom management issues and ways to manage the formative assessment data 
collected via Navigator were also addressed.  
   At the follow-up sessions, participants shared how they implemented formative 
assessment with TI-Navigator, troubleshooting tips, and ways the classroom climate was 
changing. They were given additional opportunities for hands-on experiences with the 
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features of TI-Navigator to gain more comfort and expertise with the technology. In 
addition, they engaged in mathematical activities and questioning strategies that could 
take advantage of using TI-Navigator for formative assessment. 
 

Group B 
  The formative assessment model, questioning strategies, and mathematics 
activities were focused on designing appropriate tasks in which students could 
demonstrate their thinking. In-depth discussions on ways to analyze student work and 
interpret results in terms of what it reveals about student understanding took place. 
Participants in Group B were provided with opportunities to examine tasks and lessons 
and where the tasks fit in the learning progression students were expected to learn. 
Participants worked on selecting and modifying tasks using the processes of reversibility, 
flexibility, and generalization to deepen students’ understanding of the mathematics 
content.  
  Ideas on creating a mathematics learning environment that included creating an 
assessment conversation with student-to-student interactions were shared with 
participants. Classroom video segments from ULS 7th grade classes of students 
discussing their solutions to mathematics problems illustrated the importance of having 
student communicate their thinking processes. During the PD participants planned for 
implementation of formative assessment with a focus on handling student work for 
review and revision: collecting, filing, redistributing. 
   At the follow-up sessions, participants shared how they implemented formative 
assessment, examples of student work, and ways the classrooms climate was changing. 
They were given additional opportunities for engaging in mathematics activities and 
questioning strategies they could use in their classrooms.  
 
   The PD for both Group A and B looked more similar during the second summer 
as both groups were now using TI-Navigator. However, since participants in Group B 
were new to the technology, more time was devoted to learning how to use the features of 
TI-Navigator while in Group A more time was devoted to increasing formative 
assessment questioning strategies.  
 
Summary 

   As seen in the descriptions of the two PD models, one of the primary differences 
between the models is the order and emphasis on formative assessment and on the use of 
TI-Navigator for formative assessment in the delivery. This design was generated due to 
the difficulties identified with implementing formative assessment in classroom. To use 
technology to implement formative assessment adds another level of complexity. Project 
FANC is trying to determine if there is a difference, based on student outcomes, between 
these two designs. After two years of PD, to check if there is a difference in student 
outcomes, pre and post student data is being collected. In addition, data is continually 
being collected on how teachers are implementing each of the PD models and the effects 
of these models on student learning. For a more in-depth analysis of teacher 
implementation, case studies of ten teachers are being conducted to give a picture of 
various degrees of implementation of formative assessment strategies using the TI-
Navigator. Full results on the project will become available starting in December 2010.
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Changing the Mathematics Teaching and Learning Environment Through the Use 

of Networked Technology 

Introduction 

 It’s 7:40 Monday morning, and as students enter a seventh-grade mathematics 

class in a Honolulu middle school, they prepare for the lesson of the day. They carry 

book bags containing all the usual array of school supplies, but there is something 

different about their preparations. Instead of organizing pencils, books and papers for 

the day’s lesson, these students open laptops and connect graphing calculators to hubs 

fastened to their desks. They ‘log in,’ and immediately an icon representing their 

calculator is projected on a screen at the front of the class, an indication to the teacher 

and the student that their calculator is connected to the classroom network. 

 Two miles away, in another seventh-grade mathematics class located in a public 

charter school, the scene is similar. Upon entering class, designated students come to the 

board and write their group’s name beside a problem assigned for homework. They will 

work in small groups of four or five to share experiences from the given tasks. These 

discussions are used to create presentations that will serve as the means for learning the 

mathematics targeted in the day’s lesson. Other students collect calculators and cables 

for their group members; all connect their calculators to the hubs and log in. In neither 

class has the teacher yet given any directions. 

 This paper details changes in the teaching and learning environments of two 

seventh-grade teachers involved in the professional development program, Formative 

Assessment in a Networked Classroom1 (Project FANC), a research program at the 

Curriculum Research & Development Group (CRDG) at the University of Hawai‘i, 
funded by the National Science Foundation to study the effects of different professional 

development plans designed to help teachers utilize formative assessment strategies in 

their mathematics classes. The FANC project has provided each participant teacher with 

                                                
1 The research reported in this paper was generated by the grant, The Effects of Formative Assessment in a 
Networked Classroom on Student Learning of Algebraic Concepts (DRL 0723953) funded by National 
Science Research and Evaluation on Education in Science and Engineering (REESE) program. The views 
expressed in this article are the views of the authors and do not necessarily represent the views of the 
National Science Foundation.  
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a TI-Navigator System2 and a classroom set of TI-73 calculators. They also received a 

document camera and projector. Both teachers highlighted in this paper have made 

extensive use of the integrated nature of the networked technology that was provided by 

the project. 

 FANC is a research project on the use of formative assessment in a networked 

classroom as it affects middle grades student learning of algebra concepts. The research is 

focused on student growth in achievement, the effective implementation of formative 

assessment practices and teacher and student attitudes toward the use of these practices. 

The project is exploring the challenges of implementing formative assessments and 

researching efficient and effective ways for teachers to implement formative assessment 

strategies. 

 The project builds on evolving research on formative assessment, the emerging 

technology of networked classrooms and best practices of reflective teaching that address 

the most difficult aspects of formative assessment identified in the research literature 

related to effective implementation. To maximize students’ achievement, both assessment 

of learning and assessment for learning are essential. The former is widely used in the 

United States, but the latter is not (Stiggins, 2002). As a type of assessment for learning, 

Black and Wiliam (1998a) defined “formative assessment” as “all those activities 

undertaken by teachers, and/or by their students, which provide information to be used as 

feedback to modify the teaching and learning activities in which they are engaged” (p. 7). 

In other words, in addition to traditional paper-pencil assessments, formative assessment 

for learning includes instructional activities such as questioning, discussion, seatwork, 

and student self-assessment. Evidence has shown that formative assessments, if 

appropriately implemented in teaching, can produce substantial learning gains for 

students at different ages, across different subjects, and over different countries (Black, 

Harrison, Lee, Marshall, & Wiliam, 2004; Black & Wiliam, 1998a; 1998b; Wiliam, Lee, 

Harrison, & Black, 2004).  

 As straightforward as it may sound, formative assessment, however, has proved to 

be difficult to use in reality (Ruiz-Primo & Furtak, 2006; Shavelson, R. J., Yin, Y., 

                                                
2 TI-Navigator is a networking system developed by Texas Instruments that wirelessly connects each 
student’s graphing calculator to a classroom computer.  
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Furtak, E. M., Ruiz-Primo, M. A., Ayala, C. C., Young, D. B., et al., 2006; Yin, 2005). 

One of the challenges is that many formative assessment strategies take too much time 

(Black & Wiliam, 1998b). Another is the dilemma many teachers face concerning what 

to do about the insight into student understanding formative assessment provides. Here, 

technology can be a solution. The technology provided to teachers in the FANC project 

was chosen because it enables teachers and students to communicate throughout the 

lesson via hand-held devices using a variety of tools. These tools allow teachers to tailor 

problems to meet the immediate needs of students and students are able to share 

responses to problems in ways that promote class discussion. In this way, both teachers 

and students receive immediate feedback on the level of student understanding, and the 

information can be used to address students’ needs.  

 Project FANC is currently in the second year of implementation. Teachers have 

taken two professional development summer institutes, attended follow-up sessions 

during the school year, and have had coaching visits from project staff (Olson J., Olson, 

M., Slovin, Gilbert, M., & Gilbert, B., 2010). The teachers highlighted in this paper have 

been using the Navigator system for a little over a year. Prior to joining the FANC project 

both teachers had been part of professional development endeavors geared to developing 

teachers’ skills in using problem solving and meaningful communication in their 

mathematics teaching. 

The case of Mr. S 

 Mr. S. has been teaching mathematics for 11 years. He has always been interested 

in new materials, teaching strategies and computer software that would lead to student 

gains in achievement. He was satisfied with the gradual improvement his students made. 

But it was not until he joined the FANC project that he experienced a significant shift in 

the classroom environment. From a class in which lessons, conducted and assessed by the 

teacher, progressed according to the prescribed plan, Mr. S’s mathematics class 

environment has become one in which the responsibility for learning is shared by 

students and the teacher, lessons have become more responsive to students’ needs, and 

assessment informs all. 

 Mr. S. builds his curriculum from a variety of materials and resources. Before 

joining the FANC project, Mr. S. planned every aspect of the lesson prior to teaching it. 
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He still plans carefully before class begins but the Navigator capabilities allow him to 

poll students on additional questions that may arise in the course of a lesson. Moreover, 

the teacher and students can immediately see the results of this poll, which leads to a 

discussion of the answers, both correct and incorrect. Mr. S. feels that talking about 

answers that are incorrect is just as valuable as talking about the correct answers and such 

a discussion often brings a different perspective to understanding how a problem is 

solved. Thus, the formative assessment for the teacher as well as for the students happens 

continually throughout the lesson. 

 Students work on problems that have been given to them during class or for 

homework. They work together in small groups to discuss their results. The small group 

setting is a safe environment for students to share ideas and discuss their answers. They 

can make corrections or add things to their own paper that someone from their group 

might have done differently. This is the first step to formative assessment for the 

students. They are already talking, getting feedback from their peers, having to make 

sense of the differences and making changes. The Navigator system can now be used to 

collect answers from everyone. The class as a whole can look at the results and discuss 

the different answers. This is the next step in formative assessment. Students are able to 

see their answer compared to the answers from everyone else in the class. They can 

immediately gather information based on the answers and the teacher can also assess 

what the students know and how many students are getting the correct answer. While 

assessment usually comes at the end of learning, in this environment it is actually just the 

beginning.  

 As students are randomly called on, they come to the document camera to share 

their method of obtaining their answer with the rest of the class. Since they have already 

discussed the problem in their groups, they are more likely to share their results without 

feeling anxious about whether their answer is right or wrong. Even students that did not 

do the problem or did not understand the problem have discussed it in some detail and 

therefore have something to share. Students ask each other questions; different answers 

and solutions are discussed; and at the end of the process there is a deeper understanding 

of the problem.  
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 The TI-Navigator system and how it is used in class has helped inspire the use of 

more technology. Mr. S. has obtained laptops for each student, and the school subscribes 

to an Internet education application that allows students and teacher to co-create 

documents online and share them with others in real time to view or edit. Mr. S. has 

created a series of what he terms as case studies, stories that prompt inquiry and guide 

students in thinking of their problem questions to promote learning. One such story,  

Stevenson Middle School just had its first ever hot dog eating contest. Ivy, 

Christie and Ethan were the three contestants and all of them did a great 

job. Each person was given 50 hot dogs and 10 minutes to eat as many hot 

dogs as he/she could. At the end of the competition each student had to 

report their total to the judge, Mr. S. Ivy said she ate 70% of her hot dogs. 

Christie said she ate 18/25 of her hot dogs. Ethan said he ate 0.68 of his 

hot dogs.  

involved fractions, decimals and percents. After reading through the story, students 

collaborated to gather as much information as they could. From there, students 

determined what questions could be asked about the story situation. They shared their 

ideas and added them to the story document, thus turning the story into multiple word 

problems. Students again studied the story to find the information they need to answer the 

questions they generated. A partially completed example of student work is included in 

Table 1, where each entry was generated by students and uploaded to a common 

document. 
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Table 1. Sample of student entries for the hot dog eating contest case study 

Facts Hypotheses Need to Know Learning Issues 
Each person gets 50 
hot dogs 
 
Stevenson had their 
first hot dog eating 
contest 
 
Need to report their 
total to the judge 
Ivy, Christie, and 
Ethan were 
competing in the 
contest 
 
Each person was 
given ten minutes to 
eat as much of their 
hot dogs 
 
Ivy ate 70% of here 
hot dogs 
 
Mr. S’s the judge 

Who ate the most 
hot dogs? 
 
How many hot dogs 
did they eat in all? 
 
Why didn’t each 
person get more 
than 10 minutes? 
 
Who ate the lease 
amount of hot dogs?  
 
Compare the 
amount of hot dogs 
that each of them 
had. 
 
Put the people in 
order from mot hot 
dogs eaten to least 
hot dogs eaten. 

How many hot dogs 
did each person eat? 
 
What percent of the 
hot dogs did each 
person eat? 
 
What person ate the 
most hot dogs? 

How can we change 
fractions to 
decimals to 
percents? 
 
Change all of the 
amounts to percents. 
 
How do we change 
a decimal to a 
percent? 
 
What is the percent 
each person ate? 
 
What is a 
proportion? 

 

 Mr. S. believes that the use of such stories gives context to many mathematical 

problems. It has resulted in students being much more engaged in what happens in class 

and in taking ownership of their own learning. The collaborative approach has allowed 

students from all ability levels to work together and help each other succeed. The 

collaborative approach used by Mr. S. illustrates components of formative assessment, 

especially in that students receive feedback on their thinking and reasoning. 

The case of Mr. B. 

 Mr. B.’s teaching situation shares many similarities with Mr. S.’s but there are 

some significant differences. While both schools are public, Mr. S.’s school serves the 

geographical vicinity while Mr. B. teaches at the University Laboratory School (ULS), a 

public charter school, which serves as a laboratory venue for the CRDG. The ULS 

student population is selected to be representative of the state in terms of ethnicity, socio-

economic status and previous academic success. All classes are heterogeneous and all 
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students take the same courses. Mr. B. uses a given curriculum, the Reshaping 

Mathematics for Understanding (RMU) program developed at the CRDG with ULS 

sixth- and seventh-grade students. The curriculum takes a problem-solving approach to 

present all concepts and emphasizes the use of visual contexts and spatial thinking in 

presenting key topics and in giving students the opportunity to make connections among 

concepts. Students explore concepts collaboratively supported by a moderate level of 

technology. Students initially use a small group setting (4 to 5 students) to share 

experiences from the given tasks. These ‘micro’ discussions are used to create 

presentations using multiple representations (diagram, written method, equation, among 

others) to demonstrate understanding. Students then use a document presenter to share 

their findings with the entire class. This ‘opening’ of the discussion to the class allows for 

students to refute, pose questions, share alternative methods for solving the problems, 

reinforce understanding and to assess themselves as they relate to the collective 

development of the group. 

 Mr. B. takes the role of a facilitator, guiding students towards understanding using 

a combination of classroom management techniques, formative assessment tools and 

heuristic questioning strategies. He encourages student accountability for self as well as 

group and is always looking for opportunities to improve the quantity and quality of 

student interaction. 

 Because the classroom environment was naturally ripe for collaborative 

technologies like the TI Navigator, Mr. B. was excited about its application, and he felt 

that the impact on the environment was immediate. The collaborative learning dynamics 

as well as the role of the teacher began to take on new characteristics as well as changing 

existing ones. 

 To get a good understanding of what kind of impact the technology was having on 

the learning Mr. B. used one of the tasks from the existing curriculum with the TI-

Navigator system and the TI-73 calculators. This strategy would give him a ‘baseline’ 

experience without the technology to compare with this new technologically enhanced 

venture. 
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 Prior to this task the students had a approximately two months’ experience using 

the TI-Navigator with the calculators. Students had used some of the list functions as well 

as the scatter plots but had little to no experience with the y = function of the calculators.  

On this day, they were given a task from the RMU program called “Chelsie & Kelsey”. 

The problem comes from the unit on patterns and functions and its original intent was for 

students to organize the given data and derive a rule or describe a pattern based on their 

analysis of the set. Because 

it is the first problem in the 

unit, expectations for 

conceptual understanding 

are not as high as they are 

later in the unit. These 

initial problems are mostly 

used as a stepping off point 

for students to explore 

freely and develop ideas 

about the relationships. 

Although they are rich 

enough to prompt a 

discussion of many related 

topics, the developmental 

pacing is usually 

determined by student 

readiness and time. 

 In a heterogeneous classroom, it is often a challenge for the teacher to decide on 

the appropriate speed at which to bring all students through the content. While many 

students are certainly ready to go deeper into the introductory problems, it cannot be at 

the expense of those that are not. These two challenges, time and student readiness, were 

impacted heavily by the TI-Navigator system and the TI-73 calculators. Through the 

streamlining of student collaborations and the arming of the teacher with new formative 

assessment tools the class was able to go much farther than before. 

Chelsie & Kelsey 
 
Chelsie asked Kelsey if he wanted to play a number game called, “Mystery Rule.” 

“Sure, “ said Kelsey, how does it work?” 

“You tell me a number and I’ll tell you one back.” said Chelsie, “If you can guess what 
I’m going to say before I say it, then it’s your turn.” 

Kelsey said, “Okay. My first number is 5.” 

Chelsie said: 11 

Kelsey: 0 

Chelsie said: 1 

Kelsey: 6 

Chelsie answered: 13 

Kelsey: 10 

Chelsie said: 21 

Kelsey: 1 

Chelsie said: 3 

Kelsey said: 7 

But before Chelsie could answer, he said, “Wait, I know. You were going to say 15.” 

What rule does Kelsey think Chelsie is using? What are some other number pairs that 
would fit that rule? 

2010 HICE Proceedings - Page 165



Changing the Mathematics Teaching and Learning Environment Through the Use of Networked 
Technology 

The New Collaboration in Mr. B.’s Class 

 The original intent of the task required the students to compile the data given, 

analyze it to form conclusions about the relationships between the different data sets and 

share their findings with the group. These requirements remained unchanged with the 

addition of technology, but the speed and efficiency at which the students approached 

these tasks changed significantly. 

Compiling 

 With the TI-73 students 

were able to enter large data sets 

with more ease. In addition to the 

increased speed, they had access 

to larger data sets (Figure 1) from 

members of their group and their 

class. For this task students could 

not only create T-Charts to 

organize the data but then 

connect those charts to a scatter 

plot to make a graphical representation.                        Figure 1 

Analyzing 

 The technology allowed 

the students to take the large data 

sets and use the TI-73 tools and 

TI-Navigator Activity Center to 

analyze, compare and draw 

conclusions. Traditionally, they 

would have eventually made the 

connections between the multiple 

representations (list, graph, 

equation), but the nature of the TI 

technology encourages students to                                Figure 2 
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make the connections earlier as all the representations were available and interconnected. 

Students were able to check their rule against the data set by using the y = function. They 

soon realized that the solutions given to them from the task all fell on the line (Figure 2) 

and additional data accumulated from the same rule would also fall on the same line. 

Sharing 

 The wireless technology 

also opened up new and speedier 

lines of communication between 

students and between student and 

teacher. When prompted to find 

additional sets of data based on 

the rule, students were able to 

‘send’ their responses to the 

Activity Center (Figure 3) and 

compare their responses to other 

members of the class in real time.                                  Figure 3 

Discussions about appropriateness of the answers and how they related to the ‘line’ were 

important in developing understanding of linear qualities. Discussions about the rate of 

change and distance from one point to the other allowed for the first conceptual 

awakenings of slope. 

Mr. B. the Ringmaster 

 Previously, the teacher’s role was to facilitate and lead the student exploration in 

the direction of the desired conceptual benchmark. With the introduction of the 

technology Mr. B. soon found himself struggling to keep up with the rate at which 

students were making connections and the questions they were posing in class. The 

challenge was to make sure the pace was appropriate for a heterogeneous classroom and 

that all students were being brought along into this uncharted territory while not stifling 

the accelerated progress being made. In this environment, formative assessment tools and 

techniques became paramount to the teacher’s ability to manage a fast paced learning 

environment.  
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 The Screen Capture tool on TI-Navigator gave Mr. B. and his students a look at 

classroom sets of data. Having access to classroom sets of data opened up opportunities 

to understand alternative methods and to explore reasons why specific responses were 

‘appropriate’ or ‘incorrect.’  

 While it was somewhat anticipated the technology would improve student 

collaboration, empower student exploration and provide new tools for the teacher to more 

effectively guide students towards understanding, what Mr. B. was not ready for were the 

changes to the mathematics being learned. 

 The combined elements of rich tasks, appropriate technology and a collaborative 

learning environment resulted in not only changing how the students in these classes 

were learning mathematics but also the mathematics they were learning. Students in this 

experience delved deeper into the mathematics than similar classes of students had 

accomplished in prior years. 

 Watching the increased levels of communication, the elevated levels of 

engagement and shift in mathematics content has been both exciting and sobering for Mr. 

B. His increased use of technology and formative assessment ideas learned from Project 

FANC allowed him to see more opportunities for inclusion of both in his teaching. 

However, while he is tempted to escalate levels of technology in the classroom he 

remembers it is important that any technology introduced to the classroom must be 

consistent with the curricular goals. When introducing new technology into the 

curriculum he knows it is important that he strengthens the existing foundations of an 

effective inquiry environment. In doing so, he will focus on technological applications as 

they relate to three aspects of an inquiry environment: collaborative learning, student 

empowerment and formative assessment.  

 By initially focusing on these three areas Mr. B. hopes to avoid diluting the 

inquiry experience by keeping the focus on mathematical tasks while improving students’ 

abilities to explore the tasks by more efficient means. It is this ‘experience’ and its 

components that are so important to the development of concepts over time. His goal is to 

use formative assessment to bring about student understanding and conceptual change by 

providing immediate feedback to students and focusing his attention on reducing the gap 
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between the student’s current level of understanding and the level of understanding 

outlined by the curriculum standards and expectations. 

Summary  

 The paper describes changes made by two seventh-grade teachers who are 

participants in project FANC. First, the use of technology prompted each teacher to 

reconsider his instructional approach and the manner in which he interacted with 

students. In general, each teacher developed a more open-questioning form of teaching 

and required students to actively engage in classroom discussions as well as work 

collaboratively and communicate ideas to other students in class. Second, access and use 

of technology expanded the boundaries of the learning trajectory of students’ content 

understanding. Students were able to process the content in a more sophisticated way 

than the teachers had experienced in the past. Third, the expansion of the learning 

trajectories created dilemmas for each teacher in how to use the formative assessment 

information made available by the networked technology. Both teachers made use of 

these features of the networked technology, quick poll, learn check, screen capture, and 

activity center that enabled them to assess their students’ thinking and to provide 

opportunities for classroom discussion. 
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The design and application of web-based two-tier test for number 

sense 
Der-Ching Yang  National Chiayi University 

 
Abstract 

To diagnose misconceptions of number sense for 6th-graders in Taiwan, a web-based 
two-tier test for number sense was developed. It included 50 items (10 items for each of the 
5-components) based on the related number sense frameworks. 1248 6th-graders from remote 
districts, rural areas and cities in Taiwan were selected to participate in the study through the 
on-line testing system. The major findings of the study are listed below: 

1.The correct percentages of understanding the meanings of numbers, recognizing the 
number size, being able to use multiple representations, recognizing the relative effect of 
operation on numbers and being able to judge the reasonableness of computational results are 
46%, 55%, 46%, 44% and 36%, respectively. Students perform best on “recognizing the number 
size” and perform worst on “judging the reasonableness of computational results”. 

2. The testing system can be used to diagnose students’ misconceptions on number sense 
related questions. For example:    

Q1: Without using paper-and-pencil, which fraction is bigger: 14/15 or 35/36 ? 
1) 14/15   3) 35/36 *  3) Equal   4) Can’t decide     (* indicates the correct answer) 

The results show that 42% of students could select the correct answer and only 18.8% of them 
could apply the number sense-based method to solve problems. Data also shows that there were 
56% of them had misconception (the larger the denominator, the smaller the fraction) even 
though they supported with correct answer and 5.5% of them needed to apply rule-based method. 
Furthermore, 44% of sample students selected the incorrect answer and 8 different 
misconceptions were found   

 

Choices Reasons for Choosing your Answer 

 14 
 15  

( 37 % ) 

20.3 % The less the denominator is, the larger the fraction is. 

13.8 % 
If you cut up a pizza, the ratio of each piece in 15 pieces is larger than 
the ratio of each piece in 36 pieces. 

 2.9 % I’m guessing. 

 35 
 36   8.1 % 35＞14 and 36＜15, so 

 35 
 36 ＞

 14 
 15 . 
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( 42 % ) 

10.2 % 

By written computation, 
 35 
 36  is 0.97 and 

 14 
 15  is 0.93. 

 
 
 

18.8 % 
 14 
 15  plus 

 1 
 15  is 1 and 

 35 
 36  plus 

 1 
 36  is 1. 

 1 
 36 ＜  1 

 15 , so 
 35 
 36  is 

larger. 

 4.8 % I’m guessing. 

They are 
the same. 
( 16 % ) 

 8.6 % 
Both the difference between 14 and 15 and the difference between 
35 and 36 are equal to 1. 

 5.2 % They both need one more piece to make them equal to 1. 

 2.1 % I’m guessing. 

It’s 
impossible 
to compare. 

( 3 % ) 

 1.2 % Without using paper-and-pencil, I can’t compare them. 

0.6 % The numbers are very close, so I can’t compare them. 

1.2 % I’m guessing. 
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Abstract 

Educational stake holders are placing increasing emphasis on data-driven 

assessment and the use of data to improve instruction. Highly qualified teachers 

are expected to acquire and analyze student performance data and use those 

results to impact student learning. The College of Education at the University of 

North Carolina at Charlotte is using an Impact on Student Learning (ISL) Project 

to train teacher candidates to create effective, data-driven instruction for students. 

This presentation will include an overview of the project and provide insight as to 

how teacher candidates develop their projects. Presenters will identify key 

principles of effective teaching research that have been incorporated into this 

project. Examples of project components will be shown and the audience will 

participate at the end of the session by examining the data analysis section of a 

model ISL project.  

Presentation Paper 

 

     Accountability mandates such as No Child Left Behind (NCLB) have drawn attention 
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to the practical use of student data for school improvement. Nevertheless, schools may 

struggle with these mandates because student data are often stored in forms that are 

difficult to access, manipulate, and interpret. Such access barriers additionally preclude 

the use of data at the classroom level to inform and impact instruction. Fortunately, there 

are newly available computer technologies that allow efficient organization and access to 

student data. In addition to allowing easier accountability reporting, these tools allow 

user-friendly data access at all educational levels, meaning that teachers can use these 

tools to engage in the informed reflection necessary to improve classroom practice. In 

this presentation, we will discuss how a preservice teacher candidate can effectively learn 

through an Impact on Student Learning (ISL) project that could be implemented across 

all programs and levels of teacher education. The ISL project provides experiential 

learning in the areas of leadership, diversity, content area knowledge, differentiation, 

technology, reflective practice, collaboration, and working with families. With the current 

climate of curriculum alignment and focus on the Twenty-first Century standards, this 

project encompasses all five major standards, with specific emphasis on standard five 

which states, “Teachers collect and analyze student performance date to improve 

effectiveness.”  

     This presentation will outline many of the basic competencies that teachers need to be 

effective data-driven classroom instructors.  Our training initiative is about getting better 

information into the hands of classroom teachers. Data-driven educators should be able to 

speak about the four major elements of all data-driven instruction:  

• Baseline data we refer to as Pre-Assessment Data. 

• Measurable instructional goals we refer to as Project Learning Goals. 
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• Quality formative assessment we refer to as the Evaluation on the daily lesson 

plan. 

• Focused instructional interventions we refer to as Subgroup Differentiation. 

 

     Preparing tomorrow’s teachers to use data is a unit-wide goal for our School of 

Education at The University of North Carolina at Charlotte. Over the past seven years the 

faculty has created an assessment product that encompasses all the aspects of a 

candidates’ career as a high quality educator The Impact on Student Learning project is 

one piece of an in-place accountability system for the initial preparation and licensure of 

prospective teachers that includes evidence of student learning.   

     The ISL Project is designed to document a candidate’s ability to develop a project and 

demonstrate the impact of the candidate’s teaching on the learning of P-12 students.  In a 

period of high accountability it is critical that candidates be able to document the impact 

of their work with students. In addition, the Project is also a means to provide evidence of 

a candidate’s mastery of the College of Education’s Conceptual Framework and INTASC 

standards. Analysis of the strengths and weaknesses of candidate’s ISL Project provides 

the College and Departments with important information to improve our programs and 

candidate experiences. 

 

Expectations 

The ISL Project has nine components. Each section of the Project contains expectations 

and an analytic rubric that defines four different levels of performance. The rubric is used 

to evaluate the ISL Project. Each candidate is required to teach a connected series of 
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lessons for this project as directed by his or her program of study.  If a candidate is 

teaching multiple classes, just one class should be targeted for this assignment.  Before 

teaching the project, the candidate describes contextual factors, identifies learning goals 

based on the North Carolina Standard Course of Study (NCSCOS), creates an assessment 

plan designed to measure student performance before (pre-assessment), during (formative 

assessment), and after (post-assessment), and plans for instruction.  After teaching the 

project, the candidate analyzes student learning and then reflects upon and evaluates his 

or her teaching as related to student learning. 

 

Timeline for Completion of Program Completion Project 

 

  This timeline is designed to guide candidates through the steps related to the planning, 

implementation and reflection of the Project.  

 Components General timeline  

Project Context 

1 Project Overview After project post assessment 

2 Contextual Factors Before instruction begins 

3 Project Learning Goals Before instruction begins 

Assessment Methods 

4 Assessment Methods 

Overview 

Before instruction begins, with adjustments during 

and at end of project 

5 Results of pre-assessment Before instruction begins (Determine subgroups at 

this point) 
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Design for Instruction 

6 Implementation of Instruction 

Table and Lesson Plans 

Before instruction begins, with adjustments during 

and at end of project 

 

Analysis of Student Learning 

7 Summary data of student 

progress 

After project post assessment  

8 Examination of subgroup 

differences 

After project post assessment 

Reflection on Instructional Decision Making 

9 Reflection on Instructional 

Decision-Making 

After project post assessment 

 

NOTE: Materials for the ISL Project have been adapted from The Renaissance Partnership for Improving 

Teacher Quality, a Title II federally funded project  

 

http://fp.uni.edu/itq/Default.htm 

 

      For the audience participation, using a data analysis section of one of our student 

teacher's  ISL projects, the presenters would give some background information about the 

whole class and subgroup, and then show some of the data and analysis. Following that, 

participants would speculate about conclusions and recommendations. Finally, to allow 

the participants to "check their work,” there would be a discussion including the 

following questions: 
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• What evidence do we have that what the teacher is doing is working? and 

• How will we respond when we find out that what the teacher is doing isn’t 

working? 

At that point, the conclusions and recommendations of the student teacher would be 

revealed. Once our student teachers graduate, they begin to evaluate their educational 

practices in light of their direct impact on student learning. There is a need for teachers to 

be involved in professional learning communities in the future in order to have the 

mindset dedicated to the overall achievement of their students. 
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Parent-Child and Teacher-Child Relationships and Children’s 
Behavior in Kindergarten and in Grade One

Hariclia Petrakos, Laura Fontil, Lana Bergmame, Mariam Khatchadourian, Sara Charbonneau�
Department of Education, CRDH, Concordia University, Montreal, Qc., CANADA

Introduction 
 From an early age, children spend most of their time with at least two 
groups of adults– their parents (or guardians), and their teachers. 
Research demonstrates that such adult-child relationships impact the 
development of a range of social, emotional, cognitive and linguistic 
competencies throughout childhood (e.g., Greenberg, Speltz, & 
DeKlyen, 1993; Howes, Matheson, & Hamilton, 1994; Mitchell, 
Copeland, Denham, & DeMulder, 1997). Moreover, there is evidence 
that the effects of these relationships extend into the classroom 
context.  
Longitudinal studies of both normative and at-risk child populations, for 
example, have found that qualities of parent-child interaction (such as 
parents’ demonstration of positive emotional support) predict social 
and academic outcomes, as well as general classroom adjustment in the 
early elementary years (e.g., LaFreniere & Stroufe, 1985; Pianta, Nimetz, 
& Bennett, 1997). Similarly, evidence suggests that the quality of the 
student-teacher relationship predicts children’s social competence, as 
well as cognitive abilities beginning as early as the preschool years 
(Davis, 2003; Howes & Hamilton, 1992; Howes, 2000). 
Despite such positive findings, there is currently limited empirical 
knowledge of the impact of such adult-child relationships on children’s 
behavior and overall adjustment during their transition from 
kindergarten into grade one. 

Purpose of the study 
This study investigated the relationship between parent-child relationships, 

as well as teacher-child relationships, and children’s behavior outcomes 
in kindergarten and in grade one. 

Abstract

Adult-child relationships have been found to be of critical importance in 
children’s development (Howes, Matheson, & Hamilton, 1994; Mitchell, 
Copeland, Denham, & DeMulder, 1997). There is limited research on the 
contributions of both teachers and parents on children’s behavior as 
children make the transition from kindergarten to grade one. Sixty children 
were followed in kindergarten and in grade one. Parenting Sense of 
Competence (PSOC; Johnston and Mash, 1989) and the Student Teacher 
Relationship (STRS; Pianta, 2001) were also measured. Results revealed that 
kindergarten teacher closeness predicted children’s behavior in 
kindergarten and in grade one. Finally, kindergarten teachers’ ratings of the 
teacher-child relationship were not related to grade one children’s behavior 
outcomes. However, kindergarten parents’ sense of competence predicted 
children’s behavior in grade one. The results have implications for children 
with behavior difficulties who make the transition from kindergarten to 
grade one.

Conclusions
The findings of this study are consistent with previous research investigating the impact of adult-

child relationships on children’s social and behavioral functioning during the early school years 
(e.g., Pianta, Nimetz, & Bennett, 1997; Davis, 2003; Howes & Hamilton, 1992). Specifically, they 
provide evidence that indicators of teacher-child and parent- child relationship quality (i.e., 
teacher perceptions closeness, and parenting satisfaction) predict an array of child behavior 
outcomes in both kindergarten and in grade one. Interestingly, the findings also demonstrate 
that while parenting satisfaction predicts children’s behavior outcomes in grade one, 
kindergarten teachers’ ratings of the teacher-child relationship were not predictive children’s 
behavior in grade one.  One explanation of this finding may be the use of different raters (K 
teachers and grade one teachers) in kindergarten and grade one. 

Implications
The results have implications for children with behavior difficulties who make the transition from 

kindergarten to grade one. 

Method 

Participants and Setting:
•  60 children, including parents and teachers
•  English-language public schools from 2 school boards located in suburban 
areas outside of Montreal, Quebec

Measures:
(a) PSOC (Johnston and Mash, 1989): measures parents’ sense of 
competence and satisfaction in the parent-child relationship

(b) STRS (Pianta, 2001): measures teachers’ perceptions of closeness and 
conflict in their relationship with a particular student.

(c) SCBE-30 (LaFreniere & Dumas, 1996): measures teacher perceptions of 
a child’s behavior and social competence. 

(d) BASC-2 (Reynolds & Kamphaus, 2004): measures teacher perceptions of 
a child’s adaptive skills and problem behaviors. 

. 

Notes:     *p < .05;
  **p < .01;
***p < .001

BASC Grade 1
Externalizing

Problems
Internalizing

Problems
School Problems Adaptive Skills Behavioral

Problems

K 
Independen
t variables

ß SE ß ß SE ß ß SE ß ß SE ß ß SE ß

Model 1
PSOC 
Satisfaction

-4.84** 1.65 -3.45* 1.31 -4.65** 1.38 6.05*** 1.40 -4.70** 1.61

PSOC 
Efficacy

1.09 3.00 2.11 2.34 -2.93 2.51 2.48 2.56 -.89 2.92

Model 2
PSOC 
Satisfaction

-4.74** 1.67 -3.41* 1.33 -4.50** 1.43 6.01*** 1.42 -4.83** 1.67

PSOC 
Efficacy

-.15 3.04 2.95 2.42 -3.63 2.60 3.48 2.60 -1.22 3.05

Gender 5.01 3.21 -.24 2.50 3.02 2.75 -3.95 2.74 .99 3.22

Mother 
Education

-.95 .80 1.03 .66 -.32 .69 .86 .69 -.60 .80

R2  .25** .22** .21* .32** .17
Adjusted R2 .18** .16** .14* .27** .10

F-value 3.99** 3.81** 3.17* 5.88** 2.54

Table  1
Regression Analysis of Kindergarten Parent Ratings of Parental Sense of Competence 
as Predictors of Grade One Teacher Ratings of Children’s Behavior 

Results
Kindergarten:
•   Teachers’ perceptions of closeness predict ratings of children’s:
- social competence (β= 4.45; R2=.52; F=4.83 p< .01; R2

adj=.22)
- internalizing problems (β= 5.70; R2=.23; F=3.84 p< .01 R2

adj=.17) 
- general adaptation (β= 4.36; R2=.31; F=5.89 p< .01; R2

adj=.26)

•  Teachers’ perceptions of conflict  predict ratings of children’s:
- externalizing problems (β= 3.47; R2= .26; F= 4.50 p< .01; R2

adj=.20)
- general adaptation (β= 1.94 ; R2=.31; F=5.89 p< .01; R2

adj=.26)  

Grade One:
•   Teachers’ perceptions of closeness are predictive of: 
-school problems (β= -3.71 ; R2=.53; F= 14.43, p< .001; R2

adj=.49) 
-adaptive skills (β= 8.40 ; R2=..60; F=18.69 p< .001; R2

adj=.57)

•  Teacher perceptions of conflict predict:
- externalizing problems (β=-8.81; R2=.72; F=32.63 p< .001;  R2

adj=.70)
- internalizing problems (β= -4.80 ; R2=.18; F=2.76, p< .05; R2

adj=.11)
- adaptive skills (β= 2.76 ; R2=.60; F=18.69, p< .001; R2

adj=.57)
- behavioral problems (β= -8.55; R2=.76; F=40.56, p<.001; R2

adj=.74)

•  Parenting satisfaction is predictive of:
-school problems (β= -3.89 ; R2=.18; F=2.85, p<.05; R2

adj=.12)
-behavioral problems (β= -5.17 ; R2=.23; F=3.896 p< .01; R2

adj=.17) 

Kindergarten  Grade One: Kindergarten  Grade One:
•  Parenting satisfaction in kindergarten predicts externalizing problems, internalizing 

problems, school problems, adaptive skills, and behaviour problems in Grade one (Table 
1).
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Go Ghoti*: 

Integrating the International Phonetic Alphabet (IPA)  

into the Language Learner’s Classroom 

(* Ghoti = Fish) 

 

“Ghoti is a constructed word used to illustrate irregularities in English spelling. It is a 

respelling of the word fish, and like fish is pronounced /ˈfɪʃ/. It has, 

• gh, pronounced /f/ as in tough /tʌf/;  
• o, pronounced /ɪ/ as in women /ˈwɪmɪn/; and  

• ti, pronounced /ʃ/ as in nation /ˈneɪʃən/”  (Wikipedia, 2009). 

Fish as ghoti was “re-spelled by a Victorian spelling-reform advocate to demonstrate the 

inconsistency of English spelling” (Scobbie, 2009).  This proposal is not submitted with 

the intent of researching English orthography or the purpose of its irregularities.  Rather it 

is to propose further research to determine the foundations of a proposed course 

(Introduction to the IPA: A Beginner’s Practical Study of the International Phonetic 

Alphabet) that will introduce the use of the IPA into a classroom that includes both 

international and American students. 

Abstract: 

“English spelling is guaranteed to confuse even those of us who have spoken the 

language all our lives” (Shackle, 1999-2009).   Learning English, a language beset with 

borrowings from other languages, is difficult.  It is the intent of this proposal to develop a 

course of action that will help all language learners and linguistic students.   By learning 

the IPA and applying it to language learning, the student will be better equipped to tease 
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these difficulties apart and give the language learner a tool that will help to unsnarl the 

most challenging of pronunciation mysteries.     

 

Proposal and Objectives: 

This will be an enrichment course that will meet one day per week for two hours.  It 

will involve learning the IPA and beginning transcription work.   It is neither designed to 

do a comparative study of languages nor meant to be a comprehensive study of the IPA.  

Rather, it is an introduction that will provide a good foundation for the American student 

entering a study of linguistics and for the international student who is studying English.    

This course might best be offered through English-language classes (TESOL/ESL) 

and/or the Linguistics Department – rather than the Modern and Classical Languages 

Department.   This introductory course will be useful to  

• international students learning English and 

• American students who are preparing to take an introductory level linguistics 

course, in which students receive an abbreviated overview of the IPA.   

It will also be a useful enhancement course for those students who have completed an 

introduction to linguistics science and who are preparing to take phonology and/or 

phonetics.  
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english.org: http://www.alt-usage-english.org/excerpts/fxwhat04.html 
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Proposed Course: 
Introduction to the IPA: 

A Beginner’s Practical Study of the International Phonetic Alphabet 

 

. . . Beware of heard, a dreadful word 

That looks like beard and sounds like bird. 

And dead – it’s said like bed, not bead. 

For goodness sake, don’t call it deed. 

 

What is the IPA?   
"one symbol for every sound, one sound for every symbol" 
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Table of Consonants [http://www.yourdictionary.com/library/ipa.html] 

 

• The IPA is a systematic way of symbolizing sounds, based on the way that they 

are pronounced – their manner and place of articulation. 

• It is a system based on the Latin alphabet that is used as a standardized alphabet 

of sounds.  (Please, see attached IPA consonant and vowel charts at the end of 

document.)   

• Its standardization acts as a reliable and consistent guide to translating and 

pronouncing a foreign language.  

• It is an extremely useful tool for both language students and instructors.  It brings 

the visual to the aural – further enhancing a student’s receptivity and response to 

spoken language.   

• The IPA can be used to make a vivid, visual connection for hard-to-distinguish 

sounds that are not commonly found in a language learner’s native language.   

• It unlocks the mysteries of pronunciation that are inherent to any language.  (i.e. 

the pronunciations of though, through, tough, plough, cough, dough /  meat, 

great, threat)  

• It is used in many resources: from language dictionaries to language journals. 
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• Many language learners’ dictionaries use the IPA to spell the correct 

pronunciation of a word, yet it is not something that students commonly 

understand or use.  

 

Student population for this proposed course: 

• International students on campus who are non-native speakers of the English 

language 

• American students who are currently studying linguistics and/or a non-native 

language 

This proposed course will 

• bring international students and American students together into one classroom 

•  blend students from different disciplines and programs on campus: the linguistics 

department with TESOL programs on campus 

• provide opportunities for students to share in a learning experience that is new to 

everyone in the class, regardless of proficiency in the English language   

• encourage international relationships and friendships on campus. 

• dispel a commonly-communicated belief/prejudice on campus that if you don’t 

speak English, you aren’t as intelligent as a native speaker.  

• be fun!  This is a very fun alphabet to learn.  It unlocks new pathways of seeing, 

hearing, writing, and creating language.   

 

This course will also 

• augment the TESOL department’s course offerings; 

• expand language learners’ opportunities on campus by bringing international and 

American students together into one classroom; 

• build international-American student connections and friendships on campus.  

This conjoined learning experience will prove to be invaluable for both 

international and American students ; 

• introduce TESOL students to campus class offerings in the linguistics and 

Modern and Classical Languages departments; 

• inspire American students to travel and study abroad; 
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• increase international students’ exposure to students in a shared classroom; 

• expand American students’ awareness of international students’ presence on 

campus; 

• provide extremely useful linguistic background for all students; 

• introduce different dialects (i.e. British, Australian, Southern, Canadian, 

Northeastern) to international students for more challenging transcribing. 

 

Significance: Occam’s Razor 

Introducing the IPA to language learners and linguistic students will simplify language 

learning.   

• Everyone involved in learning or teaching languages can use the IPA because its 

underlying principles are simple and intuitive. 

• Learning the IPA simplifies language learning. It de-mystifies pronunciation 

uncertainties and reduces ambiguity. 

 

lex parsimoniae (the law of succinctness or parsimony): 

entia non sunt multiplicanda praeter necessitatem 

or . . . 

Entities should not be multiplied beyond necessity. 

or . . .  

All things being equal, the simplest solution tends to be the best one. 
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Where symbols appear in pairs, the one on the right represents a 
voiced consonant, while the one on the left is unvoiced. Shaded areas 
denote articulations judged to be impossible.  
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Angela Dosalmas  Model-Based Reasoning & Calculus 

 2

 
Traditionally, mathematics in elementary schools has consisted primarily of arithmetic.  

Children generally learn math facts and specific algorithms for subtraction, addition, 

multiplication, division and fractions.  As Lehrer and Schauble (2002) note, this focus on 

arithmetic can severely constrain children’s mathematical development and because of this, they 

recommend a broader base of mathematics that can offer more challenging forms including 

geometry and space, measure, data and uncertainty from the beginning of students’ academic 

pursuits.  Along with other researchers and mathematics educators (Kaput, 1994, 1997; 

Nemirovsky, 1993; Nemirovsky, Tierney & Ogonowski, 1993; Noble, Nemirovsky, Tierny & 

Wright, 1999; Roschelle, Kaput & Stroup, 2000), this project extends the base of mathematics 

even further and proposes that calculus can also be part of the elementary school foundations that 

Lehrer and Schauble advocate. 

In addition to unchallenging mathematical content, and despite the research amassed 

indicating the contrary, the current method of mathematics instruction in elementary schools still 

favors a transmission view in which little or no regard is given to social or cultural context; 

symbolizations are merely presented to students as external representations of preexisting 

mathematical relationships that are hidden from the learner.  As many researchers have noted, 

this type of instruction does not lend itself well to conceptual change and hence, meaningful 

learning.  Current research has shown that fostering the development of model-based reasoning, 

a way of thinking that utilizes conceptual systems that focus on structural characteristics of other 

systems, is one of the most effective ways to promote conceptual change in mathematics 

(Jonassen, Strobel, & Gottdenker, 2005). 

This project merges the current body of research on teaching calculus to elementary 

school students and the theoretical underpinnings of model-based reasoning to investigate how 
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elementary students understand some of the fundamental ideas of calculus.  Both of these bodies 

of knowledge emphasize long-term development and point to the history of the subject for 

efficacy of this view.  For calculus, it is noted that the current form taught in universities today 

took hundreds of years to develop and hence should not be expected to be understood in just one 

year-long sequence (Kaput, 1994; Nemirovsky, 1993).  Similarly, proponents of model-based 

reasoning point out that the mature expression of model-based reasoning shown by professional 

mathematicians and scientists takes many years to develop.  Consequently, both camps argue the 

necessity of early introduction.  The idea is to allow students to build from their natural intuitions 

and informal symbolisms regarding calculus in such a way that they begin to inquire, test and 

refine their understandings continually toward the more formal, conventional models used by 

professionals in the field of mathematics as they progress from elementary school through high 

school.  This project characterizes a small portion of that process; it will take a microscopic view 

of this developmental trajectory for fifth- and sixth-grade students as they investigate a unit on 

motion.  Specifically, this research project attempts to answer the following questions.  First, 

what aspects of calculus, conceived of as the mathematics of change, become salient as children 

design and build a model roller coaster in a unit designed to explore the mathematics of motion?  

Second, how do children conceptualize the relationship between accumulation and rate of 

change?   
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Background 

My interest in teaching calculus to elementary students came after having the opportunity 

to teach lessons on statistics in elementary school classrooms.  I was, at that time, teaching 

statistics to engineers though I had come from the experience of teaching preschool and knew 

that young children are extremely curious and love to learn – even mathematics -- and are 

actually quite good at it.  Once I began to teach statistics to adult students, however, I had quite 

the opposite experience.   I heard frequent complaints and many students stating simply that they 

were not ‘math people.’  The engineers I was currently teaching seemed to respond very well to 

hands-on activities, so I decided that I would bring the same lesson to my elementary school 

students. 

My first lesson was with a second grade class.  I brought my catapult and let the children 

launch projectiles and mark their distance.  I then wrote all the distances on the board and posed 

the same question I pose to my adult students: “If you were trying to sell this tool to someone, 

how far would you say it shoots?”  A few students raised their hands and gave egotistical 

responses such as “I’d pick 9 since that was my number.”  But many more were conferring with 

each other and then coming up with responses such as “I’d pick 7 because there are more of 

them,” and “I’d pick 11 because it’s in the middle.”  One child decided that she’d choose 9 

because “11 is in the middle, but there are more small numbers than big numbers, so I would say 

a little less than 11.”  I was astounded.  Here I was supposed to teach them about the 

mean/average, median and mode but they intuitively had some idea about the importance of 

global patterns that led them to a conceptual understanding of the ideas of central tendency (in 

the case of the mean, albeit, crudely).  Basically, these students lacked only the language that 

statisticians use to describe them.  Intuition carried them a great distance.  I could not help but 
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think that if I had just come into their classroom, written the terms and their definitions on the 

board even while supplying examples or even showing them with the catapult myself they would 

not have understood them nor remembered them.  As it was, months later, on the playground 

when we were timing how long it took their toy cars to roll down the slide as part of a physics 

lesson I asked a child how long it took his car, he rattled off the time and then said, “But I want 

to do it again.  Let’s get an average.”  The ideas they developed about central tendency, in 

addition to being more advanced concepts than children are typically exposed to at this age, are 

fundamental to model-based reasoning (Lehrer and Schauble, 2000). 

I began to realize that children are often underestimated with regard to their mathematics 

potential and I continued to up the ante until I was using my college calculus book to work with 

my fifth grade students outside of school.  I began giving them some of the same problems that 

had spurred the theorems and proofs that mathematicians had themselves sought to solve.  For 

example, I gave them Fibonacci’s rabbit problem and presented them with one of Xeno’s 

paradoxes (proposed as a problem for them to solve).  As I watched them work, I saw them 

reasoning by analogy, identifying global patterns, using arithmetic, algebra, geometry, and I 

heard them making further inquiries that created other problems they were excited to attempt to 

solve.  Calculus had so many applications for the lessons to be embedded in that it provided a 

space for their intuitiveness and a basis for iterative model-creating cycles which then improved 

their conceptual understanding. Years later, I would get phone calls from parents telling me that 

their child was “talking about Fibonaccis again today”. 

My experience is not unique.  Other educators, such as Don Cohen have reported young 

children tackling calculus concepts. Cohen (1988) described some of his experiences in a book 

entitled Calculus By and For Young People.   Throughout the book, he describes how several of 
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the children he has worked with solved calculus problems.  One example is how Brad, who just 

finished the second grade, solved a problem about how to share 6 cookies with 7 people.  They 

used 6 index cards for this problem and Brad immediately cut each of the 6 index cards in half 

and doled out 7 of the 12 halves.  With the remaining five halves, he promptly cut them in half, 

so that he now had 10 quarter pieces of which he again shared seven.  He again cut the remaining 

3 quarters in half, so that he now had 6 eighth-size pieces of which he could not share with all 

seven people.  So, he cut them into sixteenths and shared 7 of the 12 sixteenth-size pieces.  He 

then told Cohen that he could keep doing that forever.  Brad had created an infinite series; he had 

developed a rudimentary ‘model’.  Cohen was not clear on how he got Brad to solve the sum of 

the infinite series although he does show the solution using the sums of other infinite series that 

he does show 7 year olds solving.  And, he highlighted the same idea as Nemirovsky, Tierney, 

and Ogonowski (1993) that the powerful idea behind mathematics is creating new ideas, seeing 

things in a new way. 

Advanced mathematical topics such as calculus do not seem to be out of range for 

elementary students’ understanding and it seems to spur model development or at least nurture 

ways of thinking that could lead to model development.  Children seem to be both intrigued and 

engaged by the challenge of calculus.  As Nemirovsky, Tierney, and Ogonowski (1993) note, 

this is not to say that calculus is easy.  “What we are recognizing is that if calculus is identified 

with the mathematics of change, then its learning must grow out of the experience, reflection, 

and representation of change,” (p.4).  If mathematics is thought of as the science of patterns, then 

calculus can be thought of as the study of the patterns of change.  This understanding can then be 

used to see more clearly how learning calculus or studying the patterns of change can grow out 

of the experience, reflection and representation of change in the world around young children.  
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The broad range of applications that lie under the umbrella of calculus serve to connect 

mathematics to this world not only through other disciplines, but between branches of 

mathematics as well. 

Children can learn the patterns of change in motion – physics, the patterns of change in 

sound – music, the patterns of change in colors and forms – visual art; the list of fields of 

application is limitless.  Nearly any interest children have has calculus applications and can serve 

to ground mathematics lessons in their experience with change.  Furthermore, the calculus used 

in applications requires mathematics from other branches.  For instance, the visual representation 

of the patterns of change in sound is analyzed using harmonic (or Fourier) analysis.  This 

requires trigonometry which, in turn, requires some amount of geometry and each of these 

requires arithmetic.  Through calculus children can get an understanding of not only how 

mathematics fits into the real world, but also how the branches fit together.   

As Nemirovsky, Tierney, and Ogonowski (1993) contend, calculus should not be viewed 

as the end point of mathematical discourse but as a journey that develops from basic 

understandings that children build in their daily experience with change.  “Calculus is, or should 

be, a natural extension of what we already know about change in the physical and symbolic 

worlds.  In this approach, learning calculus may become a long-term process that involves the 

nurturing of fundamental intuitions that children develop from an early age.” (p. 4) 

 

Theoretical Framework 

Calculus and the Mathematics of Change and Variation 

Following both the Technical Education Research Center (TERC) and the Mathematics 

Education Research Group, two research organizations that have as an explicit goal the teaching 
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of calculus to elementary school students, this study conceptualizes calculus as part of the 

mathematics of change and variation (MCV).  More specifically, Kaput (1997) distinguished 

between calculus-the institution, an American academic event along with all of its supporting 

structures and expectations, and calculus-the system of knowledge and techniques, part of MCV.  

This paper uses MCV as synonymous with calculus-the system of knowledge and calculus as 

synonymous with calculus-the institution.  Although the goal of this project is to build 

understanding more in line with MCV, the fundamental ideas of calculus are drawn upon as a 

reference point for what might emerge as salient for children since this is the standard students 

would eventually be measured against.  Other researchers have followed this line of reasoning.  

Nemirovsky, Tierney, and Ogonowski (1993) use the fundamental theorem of calculus as a 

reference point and Stroup (2005) uses the integral as a reference point.  

 

Elementary School Students and MCV 

The research engaging young children in MCV contends that children have natural 

intuitions regarding change in the environment around them.  Thus, capitalizing on children’s 

initial ‘models’ regarding change can be an anchor for both developing model-based reasoning 

and developing an ability to deal with MCV situations.   

MCV operates on the theory that change is a fundamental facet of human experience and, 

consequently, that MCV is embedded in many of the basic intuitions developed by children 

(Kaput, 1994; Nemirovsky, 1993).  Children experience and observe changes such as aging and 

growth, changes in weather, seasons, time, and changes in the flow of water and air.  By the time 

children begin formal schooling they have begun to quantify some of the changes they observe 

around them.  Objects in motion are ‘fast,’ ‘faster,’ ‘fastest,’ ‘slow,’ ‘slower,’ or ‘slowest,’ and 
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changes in amounts are ‘less,’ ‘least,’ ‘more,’ ‘most,’ ‘a lot’, ‘not too much,’ or ‘real big’ 

(Nemirovsky, Tierney and Ogonowski, 1993; Tierney and Nemisrovsky, 1991).  Older 

elementary school students have basic understandings about the inverse relationship between 

addition and subtraction and a general understanding of the relationship between change and 

accumulation each of which Nemirovsky, Tierney and Ogonowski (1993) recognize as 

“something fundamental about calculus,” (p.4).  These rudimentary understandings 

subsequently, offer a basis from which MCV can further develop calculus knowledge. 

Though children have inherent insights regarding change, children’s notions of change 

are not the same as the formal theorems found in calculus texts.  Proponents of teaching MCV to 

elementary school students do not advocate direct teaching of formal concepts to young children.  

On the contrary, they emphasize that just as the historical development of MCV took many years 

to develop, conceptual understanding of it will take years to cultivate (Nemirovsky, 1993).  

Hence, MCV researchers focus on the long-term development of MCV rather than formal 

expressions.  Determining what the development of such knowledge would look like is a 

relatively new area.  MCV researchers used fundamental ideas within calculus as an anchor for 

the formal end of the developmental trajectory and then examined what strands of knowledge 

allowed children to manage these ideas.  Currently, the fundamental ideas of calculus that have 

been highlighted include the fundamental theorem of calculus (including ideas about rates of 

change and accumulation and how they relate and concepts such as the derivative and the 

integral) (Nemirovsky, Tierney & Ogonowski, 1993; Noble, Nemirovsky, Tierney & Wright, 

1999; Stroup, 2005), ideas about extrema (Nemirovsky, Tierney & Ogonowski, 1993), ideas 

about increasing and decreasing functions (Nemirovsky, Tierney & Ogonowski, 1993), 

representations (particularly, graphing) (Disessa, Hammer, Sherin, & Kolpakowski, 1991; 
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Nemirovsky, Tierney & Ogonowski, 1993; Tierney & Nemirovsky, 1991) and technology as a 

tool for understanding calculus ideas (Stroup, 2005). 

From these fundamental ideas, research has proceeded in three main directions: 

children’s development of MCV as it relates to formal calculus theorems, children’s 

development of MCV representations, and children’s development of MCV through technology.  

Research in each of these areas demonstrate how elementary school students can engage in 

MCV. 

 

Development related to formal calculus theorems.  The work in this area has been 

advanced by Nemirovsky, Tierney and Ogonowski (1993).  They first noted that in their previous 

work (Tierney and Nemirovsky, 1991), children tended to think of change discretely.  

Subsequently, they identified additive change, what they call the ‘discrete side’ of calculus, to be 

one strand that would allow children to understand some fundamental ideas of calculus and they 

used a conception of sequences and Strang (1990) to lay out discrete correlates to: 

• The first fundamental theorem of calculus (Stewart, 2003, p. 396) 

• A local extrema definition (p. 280) 

• Increasing/Decreasing Test (p. 296) 

These correlates delineate what ideas about MCV children might develop and how it relates 

specifically to calculus.  

Nemirovsky, Tierney, and Ogonowski (1993) portrayed a number sequence as a useful 

tool for describing various change states both discrete and continuous.  They also denoted two 

particular sequences as important, sequences of actual quantities and sequences of what they 

term quantity-changes.  They used people going in and out of a room as an example discrete 
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situation.  Assume that the number of people in a room was first 20 then 24 then 10 then 12 and 

finally, 8; the number sequence that would describe the actual quantities of people in the room 

would be 20, 24, 10, 12, 8.  The associated quantity-changes would be +4, -14, +2, -4. 

Using the previous sequence framework, Nemirovsky, Tierney, and Ogonowski (1993) 

define the discrete correlate to the first fundamental theorem of calculus as follows: given a 

sequence of quantity-changes there are many sequences of quantities whose successive 

differences will be the same as the given sequence and all the sequences of quantities 

corresponding to the given sequence of quantity-changes will differ only by a constant.  To 

illustrate, consider the sequence of quantity-changes specified above: +4, -14, +2, -4.  First, the 

theorem states that there are many sequences whose net differences will coincide with the given 

one, such as 20, 24, 10, 12, 8 or 12, 16, 2, 4, 0 or 100, 104, 90, 92, 88.  Second, the theorem 

states that, one sequence differs from another by a constant.  For example, the sequence 20, 24, 

10, 12, 8 differs from the sequence 12, 16, 2, 4, 0, term by term, by the constant 8 (20-12=8, 24-

16=8, 10-2=8, 12-4=8, 8-0=8).  They relate that the central concept for this theorem is that 

carrying a running sum is the opposite of carrying a successive difference.  

The discrete correlate to the local extrema definition states that a change of sign in a 

sequence of quantity-changes indicates a local extreme.  A change from + to – indicates a local 

maximum and a change from – to + indicates a local minimum. 

The final discrete correlate relates to the Increasing/Decreasing Test.  “If a sequence of 

quantity-changes is positive then the sequence of quantities is strictly increasing; if a sequence of 

quantity-changes is all negative then the sequence of quantities is strictly decreasing; if the 

sequence of quantity-changes is zero then the sequence of quantities is constant,” (Nemirovsky, 

Tierney, and Ogonowski, 1993, p.4). 
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Nemirovsky, Tierney, and Ogonowski (1993) studied how children understand the ideas 

expressed in the discrete correlates they presented.   In a report, they shared portions of 

individual interviews conducted with 18 students who ranged in age from 6 years to 11 years.  In 

the interviews, they had children explore an amount, the number of blocks in a bag, and 

proposed three different types of problems to the children: problems that examined the 

relationship between accumulation and change, problems that examined maxima and minima and 

problems that asked children to graph accumulation and change. 

The most noteworthy events occurred when children were asked problems that examined 

the relationship between accumulation and change.  These problems were structured as follows: 

children were told there were a certain number of blocks in a bag, and then asked how they could 

make a certain number of changes to end up with a specific new number.  For example, one of 

the children was told that there were 4 blocks in a bag and asked how he could make two 

changes to the blocks in the bag and end up with 7 in the bag.  Even the youngest children found 

this task quite simple and the interviewer then increased the difficulty of the task.  For instance, 

he then asked the child to go from 4 to 7 in four changes.  Three particularly significant events 

occurred with this type of problem. 

First, the children placed their own constraint that a change could only be positive, even 

if they only thought this for a moment (one child said this was impossible and then when asked 

why it was impossible said that it was impossible if you “add up.  But taking two away then 

adding four and that would make seven,” p.15  (He visualized this as -1, -1, +2, +2.).  

Nemirovsky, Tierney, and Ogonowski (1993) attributed this to the children viewing this problem 

as a “going up” problem since they were asked to go from 4 (up) to 7 and indeed when the 
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children were asked to go from 6 to 4 they had an epiphany that change can also be negative, or 

that blocks could be “taken away”. 

The second event occurred with this type of problem when one six-year-old child who 

had just finished kindergarten was asked to go from 4 to 7 in four changes.  First, he introduced 

‘no change’ as a change (his response was +1, +1, +1, 0).  As Nemirovsky, Tierney, and 

Ogonowski (1993) mention, considering zero change is not a physical necessity; considering 

zero change employs a conception that is mathematical in nature.   When this child is asked if he 

can do the problem without using a zero, he gives the sequence +2, +1, 0, 0.  When the 

interviewer questions his use of zeros, the child responds by saying, “You told me not to do a 

zero,” and laughs.  When children respond in this way, they are often regarded as ‘difficult.’  

However, when considered mathematically, this child is actually imposing precision on the 

interviewer.  Precision is a highly valued quality in calculus.  Indeed, Amdahl and Loats (2001) 

note that in some situations, precision is the “power of calculus,” (p.31).   

Finally, the interviewer asked the child if he could do the problem without having any of 

the changes be zero.  His response is to extend beyond the physical boundaries of the blocks and 

answer using fractional changes!  As Nemirovsky, Tierney, and Ogonowski (1993) note, 

“…such venturing beyond the limits of physical elements by an act of imagination configure the 

terrain where mathematical ideas thrive,” (p.12).  This child orchestrated a constraint and 

precision to come up with a purely mathematical solution to a physical problem.  

The third event that Nemirovsky, Tierney, and Ogonowski (1993) report with this type of 

problem was how children spontaneously invented ways to keep track of the ‘ins’ and ‘outs’.  In 

effect, inventing symbols for signs of the changes.  For example, one child put a superscript ‘p’ 

in front of numbers that were ‘put in’ and put a superscript ‘t’ in front of numbers that were 
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‘taken out’.  Furthermore, when the interviewer wrote ‘+2’ then erased the ‘+’, says, “No, wait, 

you weren’t using that. You were using put,” and replaces the ‘+’ with a ‘p’ so that it then read 

‘p2’, the child, from that point on in the interview, used the conventional notation.  And, later in 

the interview, the child even spontaneously solicits the ‘take away’ sign from the interviewer.  

This child grasped both the need for precision and the notion that the mathematics community 

requires adoption of conventional symbols. 

Nemirovsky, Tierney, and Ogonowski (1993) eventually show how the children come to 

view increasing (‘putting in’) and decreasing (‘taking away’) as inverse operations which they 

noted previously as the main concept of the first discrete correlate.  Accordingly, without direct 

instruction children were able to make some sense of MCV concepts as they relate to calculus.  

This development included imposing constraints, imposing precision and utilizing conventional 

symbols. 

The children self-imposed the constraint that a change can only be positive which, while 

limiting solutions on the one hand (by causing children to consider only positive changes), 

served to increase creativity on the other hand and push at least one child’s thinking into an 

increasingly mathematical space.   

 

Development of MCV representations.  The most influential work in this area was done 

by DiSessa, A., Hammer, D., Sherin, B., and Kolpakowski, T. (1991).  In their study, the authors 

showed how eight sixth-grade students reinvented graphing as a means of representing change in 

motion. The children were involved in an after-school elective course on motion that covered the 

main concepts of kinematics typically taught in high school physics courses.   
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Prior to inventing graphing the children worked with simulations of the motion of a 

Logo-like turtle.  A particular simulation, “the desert motion” was used for the inventing 

graphing sessions: “A motorist is speeding across the desert, and he’s very thirsty.  When he sees 

a cactus, he stops short to get a drink from it.  Then he gets back in his car and drives slowly 

away,” (p.125).  The children were told to make a picture of how the car moved.  Initially, the 

children did not understand what was being asked of them.  In order to help them understand 

better what the task was, the teacher asked them to describe how the car moved with only five 

words and then asked them to come up with a way to draw a picture that showed those five 

words.  Since the children continued to point to their computers when asked for a picture of the 

motion, the investigators decided to move the children away from computers and into a group 

discussion format.  Inventing graphing lasted 5 days for a total of 3 hrs and 20 minutes. 

 The first day the children invented a large collection of representations.  Initial 

representations included dots, chalk, slants and Ts (See Figure 1).  Dots was most similar to what 

the students had observed in their computer simulations.  A large space between the dots 

indicated a high speed while small spaces indicated a lower speed.  Chalk was similar to dots 

where the length of a line segment designated speed rather than the space in between.  In slants, 

the slope of the line indicated speed; a horizontal line indicated full-speed whereas a vertical 

indicated a stop.  There was no distinction between negative and positive slope.  Finally, Ts, 

which seemed to be a two-dimensional extension of chalk, simultaneously represented both 

speed and time.  As in chalk, the length of the horizontal lines designated speed.  The length of 

the vertical lines indicated time. 

Slants and Ts seemed to have the most influence on the development of conventional 

graphing.  However, most of slants’ influence came about on the third day.  Ts was developed on 
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the first day after the teacher asked how well each of the representations included the stop and 

how well they each demonstrated its duration.  The students criticized one representation (not 

pictured), which was one of the few to show the duration of the stop, for using a different symbol 

to indicate a stop.  In this representation lines designated speed, while an equal sign indicated the 

stop.  This lack of homogeneity was salient for the students.  One student makes this clear when 

he 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 1.  An example of initial representations 

 

compares this representation to slants, his design: “I think mine is kind of realistic because it 

relates to the rest.  Like slowing down has to do with the stopping because it gets more and more 

this way (vertical) as it slows down and all the sudden it stops,” (p. 132). 
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In an effort to improve upon the equal sign stop one child proposed to represent motion 

as a list of numbers which was elaborated by the idea of having “a number every 5 seconds,” (p. 

133).  In this manner, the students could represent both the speed and the duration at that speed 

“where it’s the number of numbers tells not only how fast it’s going, but how long it stays going 

that speed…then the number of zeros shows how long it stops…” (p. 133).  The children 

preferred this representation and continued show their support for it until the teacher asked them 

if there was a way to do it without using numbers.  Upon this request, one student noted that “we 

have two dimensions, one can mean one thing and another can mean another,” and drew the 

inverted T design.  This prompted a lengthy discussion about the relationship between distance, 

time and speed and which, or whether all, should be represented.  Parsimony became salient to 

the students as they recognized that the other two objects could determine the remaining object 

so that the economy of only using two became favored. 

The second day much of the time was spent reviewing what happened on the previous 

day (Day 2 was Monday and Day 1 had been Thursday) though there was more discussion about 

the previous inventions including whether the horizontal lines should represent speed and the 

vertical lines should represent distance or whether the vertical lines should represent time. 

On the third day, during another discussion of whether the representations should show 

distance, time and speed or whether showing two was sufficient, one of the students had an 

“awesome idea.”  His awesome idea was essentially slants hooked end to end where the length of 

the segment indicated distance and the slope represented speed.  There was some resistance to 

the depiction of the stop with this method.  The author of this representation used a long vertical 

line to indicate a long stop.  One student felt this line should be “nothing because there is no 

distance,” (p. 139).  The next rendition then utilized a space for the stop and represented slope as 
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varying continuously.  This new representation became known as Niagara.  There was some 

discussion again about the ambiguity associated with the author’s use of positive and negative 

slope and then another student recommended putting “a grid on it,” (p.141).  The students 

collaborated in putting a grid on Niagara until the teacher asked them to draw their own favorite 

idea.  All but one of the pictures had grid lines.  Four of the pictures had distance on the 

horizontal and speed on the vertical and one had speed versus time.     

On day four, the teacher proposed a game.  The teacher gave the students a motion to 

portray in each of the various representations in an effort to illustrate which representation 

presented the motion the best.  During this day, one student noted that the decision to employ 

distance or time on the horizontal depends on intended use.  The authors designate this 

illumination as “one of the major meta-representational advances one would hope for” in 

children’s development of representational competence.  In the end, the children ended up 

deciding on an abstract graphical representation that graphed speed versus time as the best, 

simplest representation; this representation was essentially a conventional graph.   

On day five the game and discussions were continued.  The teacher began with a motion 

of a bicycle rider who rides up a hill until he exhausts his energy and then manages to ride down 

backward.   The teacher’s intention was to introduce negative speed, however children spent 

their time disputing whether or not the bicycle rider actually stopped during his transition from 

forward to backward motion.  Only one student demonstrated any understanding of negative 

speed and this same student led the support for a stopped state scenario.  The study ended 

without the opportunity for the children to examine these matters further. 

As expected given the discussions in Nemirovsky, Tierney, and Ogonowski (1993) and 

Tierney and Nemirovsky (1991), these students proceeded from discrete representations to 
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continuous representations.  Their initial representations consisted of line segments whereas in 

the final representation chosen by the children speed varied continuously.  Also as in the 

Nemirovsky, Tierney, and Ogonowski (1993) study, the children, even in a position context, 

constrained themselves to consider only positive changes.  Finally, as illustrated in the 

Nemirovsky, Tierney, and Ogonowski (1993) study, precision was salient for the children in this 

study as well.  Students’ attempts toward precision lead them to develop another form of 

representation, a number list.  This is one of the four forms of representation that Stewart (2008) 

recognizes as being important for learning calculus. 

 

Development of technology.    While the development of technology has been addressed 

by many, the development of MCV within technology has been addressed by few.  In this regard, 

Stroup (2005) summarized his experience teaching the delta blocks method of learning MCV.  

He has taught the delta blocks method to students from third grade to post secondary.  In his 

summary, Stroup included one exchange with a sixth grade student as an example. 

The delta blocks approach to teaching MCV was developed as part of the work on the 

SimCalc project and is particularly unique in its teaching of the integral prior to teaching the 

derivative.  The students start out with six physical blocks and are asked to arrange the blocks to 

make a wall according to certain rules – the blocks must not have any vertical gaps, all blocks 

must be visible from the front and stacked blocks must be stacked directly above another block 

(i.e., not staggered) (See Figure 2a below).  The front view of the wall is then shaded in on graph 

paper to facilitate transition to MathWorlds, a computer and graphing calculator simulation 

program (Kaput & Roschelle, 1996, 2000).  Once in MathWorlds children move horizontal bars 

which are analogous to the top of the front view of the wall of blocks to resemble their wall (See 
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Figure 2b below).  When this is completed, students can then run simulations to explore how an 

elevator moves according to the arrangement of the blocks. 
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Stroup (2005) described that in his experience with this work, children begin by 

examining change with basic quantifications.  For instance, with the wall in Figure 2, students 

observed that the elevator went “fast” for four floors and “slow” for two floors.  The children 

also noticed that no matter how the shape of the wall changes, the elevator always travels six 

floors. 

Once the students had run simulations, they were given a series of challenges.  As an 

example of one such challenge, children were asked to find two ways of having the elevator go 

to the third floor, stop to let people off then continue to the sixth floor.  Stroup explained that 

nearly every time children have been given this challenge, they inadvertently discovered that 

blocks below the axis make the elevator “go down.”  They began to understand negative change, 

the concept both the Nemirovsky, Tierney, and Ogonowski (1993) study and the DiSessa, A., 

Hammer, D., Sherin, B., and Kolpakowski, T. (1991) study show students struggling with.  

2 3 4 5 
          Seconds 

Figure 2.  The “walls” 

Floors/
Sec 

a. b. 
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These challenges also led students to observe that blocks above the axis “cancel” those below the 

axis.  This is analogous to the central idea in Nemirovsky, Tierney, and Ogonowski’s discrete 

correlate to the first fundamental theorem of calculus that carrying a running sum is the opposite 

of carrying a successive difference. 

Stroup noted that “students come to see that these area blocks are really blocks of change 

– delta blocks – because they say something about how much the position of the elevator 

changes and not necessarily the floor on which the elevator ends up.  Formally, this idea is 

connected with the constant of integration in calculus,” (p. 185).  Once children developed 

insights regarding change, they began to feel the need for further quantifying “fastness” and 

“slowness”.  Stroup (2005) remarked that children move toward creating this number as a result 

of working with “walls” that have uniform height (constant rate).  This led them to recognize that 

the area model of multiplication (base x height = area) can be used to calculate height (distance – 

number of floors traveled).  The children then began reasoning in terms of blocks of area, which 

seemed to make the transition to fractional portions more intuitive, so that when more difficult 

problems such as those with linear rates of change were posed children seemed to transfer their 

knowledge quite naturally.  Stroup used the transcript of a sixth grade student to illustrate this 

point. 

Up to this point, the children’s exploration occurred with velocity represented by piece-

wise constant segments (horizontal bars) where the elevator would move at constant velocity 

during each time segment.  Stroup (2005) was interested in knowing whether or not children 

could transfer their current understandings of the constant velocity to situations where velocity 

changed at a constant rate (e.g., linear segments).  The sixth grade student in the exchange was 

described as a “D+” student and this exchange occurred when he had some extra time during his 
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day and came back to the math classroom to continue his previous work.  Immediately preceding 

the exchange, the student and the teacher presented challenges to each other.  The exchange 

begins when the student responds to what he sees on the computer screen which is a line for the 

elevator travel which essentially maps to x=y (with a domain of [0,4]) (see the line in Figure 3).  

The student immediately responds by saying that the elevator is going to go eight floors.  When 

asked why, the student immediately points to the computer screen and says, “there’s six floors 

right there [See 1-6 in Figure 3].  That’s a floor [See the two solid circles in Figure 3]. And, 

that’s a floor [See the open circles in Figure 3],” (p.187).  The exchange continues with 

variations of this same graph (negative slope with elevator starting at four floors/sec and then 

negative slope with elevator starting at two floors/sec extending below the x-axis), but it is 

already evident here that this student extended his reasoning to accommodate linear graphs. 
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Stroup (2005) lays out a developmental trajectory where students begin with discrete 

understandings of change by utilizing piece-wise constant segments and progress to being able to 

make sense of graphs of continuous linear change (although they still view the x-axis in a 

discrete way).  Though not addressed by Stroup, conceivably, at this point, questions could be 

asked to exploit continuity and extend students reasoning.  For example, in Figure 2, a student 

could be asked “How fast will the elevator be traveling at 3 ½ seconds?” or “Where will the 

elevator be after 1 ½ seconds?” 

Students also progress from simple quantifications such as “fast” and “slow” to more 

complex quantifications that assign a number to the more general quantifications.  In this way, 

children use their understandings of area to calculate integrals.  Finally, Stroup describes a 

progression from physical activity to computer simulation environments with pencil and paper 

representations in between.   
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Analytic Framework: Model-Based Reasoning 

The theory of model-based reasoning is based on the observation that scientific and 

mathematical practice involves creating models (Lesh & Doerr, 2003; Lehrer & Schauble, 2002).  

This work conceptualizes models based on Lesh & Carmona (2003), as having two linked 

components, one external and one internal.  The internal component is generally referred to as a 

construct or conceptual system.  When this internal component attends specifically to structural 

information such as the way someone acts as opposed to the way someone looks or how a roller 

coaster works as opposed to a physical description of it, it gets labeled model-based reasoning or 

modeling.  The external component is generally called an artifact or representation (verbal as 

well as visual) and, if it attends to structural features, it is an expression of model-based 

reasoning, a form of symbolic communication.  These components also are linked to one 

another, so that an artifact or representation gives information about the model-based reasoning 

that occurs with it even though the actual modeling constructs are concealed.  In this way, 

teachers and researchers can make assumptions about the conceptual change that takes place for 

a particular student by examining the artifacts or representations this student creates. 

Much research has shown that children are natural ‘modelers’.  Not only do they use 

models and stories to explain their experiences, they are quite adept at reasoning analogically 

and symbolizing.  Children use their knowledge of one thing to reason about another (English, 

2004; Chiu & Tron, 2004; Deal & Hardy, 2004), they use one object to represent or “stand in” 

for another object (Rakoczy, Tomasello, & Striano, 2005; Nemirovsky & Monk,2000) and, even 

at age five, can reason about abstract concepts such as whether something ‘exists’ or not.  

Furthermore, these activities are spontaneous much like language development; there is little, if 
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any, formal instruction.  As Lehrer and Schauble (2000) point out, these basic competencies 

provide a foundation on which model-based reasoning can build. 

Though children are natural modelers, the form of modeling they use is not generally the 

same as the form used by practicing scientists and mathematicians.  For this reason, researchers 

who investigate children and modeling focus on the long-term development of model-based 

reasoning rather than the mature expressions.  For the modeling framework, mature models are 

forms of artifacts or representations, and their conceptual counterparts, constructed or adopted as 

conventions (conventionalized) within a community to support disciplinary practices (Lehrer and 

Schauble, 2002).  The development of such reasoning begins with children’s natural curiosities, 

progresses to their attentions about what is interesting about the curiosity, and advances to 

attempts to organize, structure and communicate this information, generally resulting in some 

type of representation.  Drawing on Latour (1990), Lehrer and Schauble (2002) refer to a 

‘cascade of inscriptions’ to describe this cyclical nature of modeling development.  In the course 

of their work, children develop inscriptions (visual representations) to describe their 

observations.  From these representations, children then refine their understandings and cultivate 

new interests, which, in turn, lead to new representations.  The cycle then begins again.  Within 

each cycle, representation becomes progressively more mathematical as it attends increasingly to 

structural elements in a process Lehrer and Schauble refer to as mathematization.  To use Lehrer 

and Schauble’s language inscriptions are mathematized as they become more mobile and 

extensible.  By mobile, they mean they can be transferred to different processes or systems and 

by extensible they mean being able to test the model in the real world.  For Lehrer and Schauble, 

inscriptions and mathematization are the two most important resources for children to develop 
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model-based reasoning.  This project focuses not only on inscriptions, but verbal representations 

as well since children can also organize, structure and communicate verbally. 

To give an idea about what types of models might be good to introduce to children and to 

understand what progression of models might make sense, Lehrer and Schauble (2000) created a 

developmental taxonomy of models.  The taxonomy, recognizing children’s tendency to rely on 

similarity, is bound by resemblance at the less experienced end and relational structure on the 

formal end.  Lehrer and Schauble note that what emerges with experience is the capacity to grasp 

a deeper nesting structure of the relations between the model and the real world. 

The taxonomy begins with physical microcosms.  Physical microcosms model the world 

through similarity and resemblance.  As an example, Lehrer and Schauble (2000) describe their 

work with first grade students who were designing models of the elbow.  When children first 

began to create their models, they relied heavily on visual resemblance to an actual elbow so that 

they included a hand with fingers and a Styrofoam ball that marked the protrusion of the elbow.  

Children did not yet attend to physical qualities such as restricting the motion of the elbow to 

180 degrees.  Lehrer and Schauble suggest that physical microcosms are the easiest entry point 

for young or less experienced students. 

The next level of the taxonomy is representational systems.  Representational systems 

display notations such as maps, graphs and diagrams.  “They preserve an intermediate 

resemblance between the model and the world,” (p.107).  Early on, representational systems may 

be based on overt similarity, but then are generally revised to be more mathematical as children 

continue to work with them.  Lehrer and Schauble (2000) illustrate this level with their example 

of children creating maps of a playground.  Initially, the maps were artistic drawings of 
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playground equipment.  Eventually, however, when the maps were relied on for navigation, 

children began to add more structural features such as simple polar coordinates. 

Next, Lehrer and Schauble (2000) describe syntactic models.  Syntactic models exchange 

resemblance for analogy.  In this type of model, the origins are in the understanding of one 

system functioning like another.  For instance, using a coin flip to model people coming in and 

out of a room.  Lehrer and Schauble describe syntactic models as being very difficult for children 

since there is no clear connection between the real world and the modeled world. 

Finally, at the relational structure end of the taxonomy, Lehrer and Schauble (2000) 

define hypothetical-deductive models.  These models move beyond the realm of the observable.  

They represent hypothetical bodies that interact to produce some unseen behavior.  As an 

example, they explain that “the behavior of a gas can be modeled as billiard balls colliding.  

Increasing the speed of these collisions increases the force with which the billiard balls hit the 

sides of the pool table (or container) – implying that faster molecules will exert more pressure – 

a testable prediction of the model,” (p.108).  Lehrer and Schauble indicate that these models are 

likely to be difficult for people of any age and especially so for children. 

To illustrate the nature of the development of model-based reasoning and how children 

work with some of the different types of models, Lehrer and Schauble (2002) included a 

description of three classrooms at an elementary school as they examined growth patterns.  One 

classroom had first grade students, the second classroom was a third grade class and the final 

classroom had fifth grade students. 

The first grade class decided to look at the differences in growth patterns of three 

different plants.  When the first grade students initially looked at the heights of their plants, their 

illustrations relied heavily on similarity to their visual world so that the height strips of their 
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plants included little flowers at the top.  The teacher, however, continued to guide the students’ 

focus on comparisons, and as the students used the strips to resolve assertions about the plants, 

their thinking moved from “presenting” heights to “representing” heights, and the flowers, 

subsequently, were dropped from the strips. 

When another first grade class asked these first graders whose Amarylis was growing 

faster, the children intuitively responded by asking. “How big is yours?”  They were confused 

when the reply was, “Two pencils high,” and asked, “How big are your pencils?  Do they have 

erasers?  Are they sharpened or not?” which led to a discussion of the need for standard 

measurement units.  After this discussion, the teacher redirected the children to the original 

question about which Amarylis was growing faster and the children looked at the heights on their 

illustrations and chose the plant with the tallest height as the one growing the fastest.  One child, 

however, argued that they needed to look at successive differences in order to answer the 

question. 

The first grade students began with models which were physical microcosms, paper 

‘flower’ models that resembled their actual plants.  Later, they moved to models that were 

representational systems by using paper strips to represent the heights of their plants.  Once the 

students developed a representational system type model, they used their representations and a 

challenge by another class to tune into and examine a new interest, namely, which plant was 

growing fastest.  In addition, the children discovered a concept that Nemirovsky, Tierney, and 

Ogonowski (1993) might call the ‘discrete side’ of calculus – successive differences.  Thus, 

providing an example also of how children can develop an understanding of MCV through their 

experience with change. 
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 The third grade class decided to investigate plant volume.  The students hypothesized that 

the volume of the plant would change such that a constant ratio of height to circumference was 

maintained.  Subsequently, they created rectangular and cylindrical prisms to model the 

increasing volume of the plants and found that their models of the plants did not maintain a 

constant ratio of height to circumference.  First, the students entertained the idea that the 

violations of the hypothesized pattern were due to measurement error, but eventually deduced 

that the height/circumference ratios changed over time. 

 Once the students were satisfied with their response to the plant volume issue, new 

investigations emerged.   The students decided to compare the growth of the roots to the growth 

of the shoots – “Do they grow at the same rate?  To answer this question, the students compared 

a graph illustrating the height of the shoots and a graph illustrating the depth of the roots and 

found that shoots and roots do not grow at the same rate.  Conversely, they noticed that the 

graphs depicted similar shapes (S-shaped, logistic curves).  This spurred even more questions 

and the modeling cycle continued. 

Although the third grade students did not leave the representational system level of the 

taxonomy, they exhibited understandings that were more complex than the first grade students.  

First, they did not limit themselves to studying only one factor at a time.  Rather than just 

examine height as the first grade students did, they chose to examine the relationship between 

height and circumference.  Second, they concerned themselves with such factors as measurement 

error, an indication that they were beginning to understand that there is a difference between the 

real world and the modeled world.  Finally, since the third grade students created representations 

that were more structured than the first grade students, such as coordinate graphs, they were able 
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to examine more complex topics such as two graphs portraying the same shape while showing 

different rates of growth. 

The fifth grade class investigated the growth of tobacco hornworms.  In fifth grade, 

students began to shift their thinking from individual cases (a single hornworm) to the entire 

population of hornworms and began to be concerned with ideas about distribution and sample.  

In addition to examining central tendencies, students explored relationships between different 

food sources and such characteristics as length, circumference, weight, and days to pupation.  

Here, by summarizing (via central tendencies) the general structure of a system (i.e., the 

distribution of hornworms) the fifth grade students began to edge into syntactic models.   

 In summation, over the span of the elementary grades, children’s representations shifted 

from a very literal view of their world to an increasingly mathematical depiction.  As this 

occurred, students demonstrated an ability to work with increasingly complex models, from 

physical microcosms to syntactic models.  Each grade level spent some time using 

representational system models; this may be an indication of the significance of this type of 

model in children’s conceptual understanding.  In addition, the representational system models 

that the children used continued to grow more mathematical, illustrating that it is not necessary 

for students to develop a new type of model in order to show deeper, more complex 

understandings. 

This project draws on Lesh and Lehrer (2003) to expand on Lehrer and Schauble’s (2000) 

taxonomy in two ways.  First, Lesh and Lehrer allows a closer look within a particular style of 

modeling.  For example, if as above, children continue to build the same type of models 

(representational system models), Lesh and Lehrer can be used to examine development within 

this representational system style of modeling.  Essentially, it allows a microscopic view of 
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development.  Second, Lesh and Lehrer is drawn on to situate the modeling framework 

specifically within a mathematical context.  Lehrer and Schauble’s taxonomy is a taxonomy of 

general models; that is, it is not specific to mathematical models.  This work draws on Lesh and 

Lehrer (2003) to identify mathematical models as being defined by specifying four elements: 

quantification objects, relational objects, operational objects and systematic objects.  Table 1 

below gives examples of model defining elements that are particular to MCV within a motion 

context.   

Quantification objects are basic qualities that must be quantified in order to be used in 

mathematics and can be directly measured (while speed is a quantity, it is not directly 

measurable and, hence not included as a quantification object.  Speedometers may fool people 

into believing that speed is directly measurable; however, speed is actually a multiplicative 

relation between the two quantities, distance and time, and a speedometer uses calculus to give 

an estimate of this relation).  While quantification objects are not specific to MCV, MCV cannot 

be done with out them. 

 Relational objects express or quantify a relationship between two or more objects, one of 

which must be quantitative.  Speed, for example, is readily seen as a relational object as it 

describes the relationship between two quantitative objects.  A histogram might be harder to see 

as a relational object, since one of the objects it describes can be qualitative (i.e., color of shirts).  

Amount, the other object described by the histogram, is and must be, quantitative. For MCV, 

relational objects generally have to do with the relational nature of functions.  They tend to be 

the most basic objects that would be included in a calculus course or text. 

 Operational objects describe the nature of operations on quantitative objects.  An 

operation is a way of conceiving of a new quantity or quantities by some transformation of one 
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or more others.  The method of transformation is the operational object.  So, speed as an object 

describes the relational nature of two quantities, but it is the specific method of transformation, 

division, that actually leads to the new quantity of speed. 

Systematic objects are not so much ‘objects’ as organizational structures and ways of 

thinking.  Systematic objects are difficult to think about as tangible objects.  They relate to 

understanding the patterns and systematicity that govern all other objects.  Due to the complexity 

of systematic objects, it is easier to operationalize systematicity by thinking about ways to induce 

it.  For instance, systematicity can be induced by attending to the sharability (with others) of 

representations of other objects.  Take for example, Lehrer and Schauble’s (2000) description of 

children creating maps of their playground as mentioned previously (p. 11).  When children 

needed to share them with others for navigation, this induced systematicity and the children 

added coordinates as a structure to govern all the objects included in their maps. 

 

Quantification Objects  Systematic Objects 
position – elevation/height extrema Can be induced by attending to: 
position – distance limits  
time Accumulation regularities 
shape size/range abstractions 
 order conventions 
Relational Objects  constraints 
sets Operational Objects sharability 
sequences composing/decomposing reuseability/mobility 
area addition/subtraction precision 
slope/tangent/ multiplication/division clarity 
rate of change/speed/ inverse accountability 
successive differences/  extensibility 
running sums  homogeneity 

Table 1. Examples of model-defining elements particular to MCV within a motion context 

 

By attending to these model-defining elements, children’s micro-development of model-

based reasoning can be observed and described.  Note that with the aforementioned conception 
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of mathematical models, Lehrer and Schauble’s (2000) physical microcosms are not generally 

mathematical models.  Even so, design considerations for physical microcosms may elicit 

conversations regarding quantification objects such as height or relational objects such as speed.  

This project begins with physical microcosms, upon Lehrer and Schauble’s recommendation as 

an apt starting point, by having children build a model roller coaster.   These model-defining 

elements can then be used to understand what aspects of calculus become salient as the children 

work. 

Conceptions of Speed 

 In this study, motion is the focal context for the instructional activities.  Motion is defined 

as the change of position.  Consequently, the mathematics of motion can be seen as a context 

available for interpretation within the field of MCV.  In fact, motion was the original context for 

much of the fundamental ideas in calculus. 

Mathematically, motion is often quantified by the relation of two quantitative objects, 

distance and time, which is commonly conceptualized, as mentioned previously, as speed.  

Again, mathematically, the object commonly conceived of as speed, can be conceptualized as a 

ratio and it is determined by the operational object, division.  If a constant ratio is reflectively 

abstracted, that is, it moves to the conceptual realm of not being dependent on immediate 

experience and it is understood as having a fixed structure, it becomes a rate in the same way that 

an integer is a reflectively abstracted constant numerical difference (Thompson, 1994).  Note 

then that a rate has all the elements required to be defined as a model, albeit a very simple, basic 

one.  So, motion, a context within MCV, also has a model built into its foundation.  Having a 

model included in the foundation will purportedly increase the likelihood that the nesting of 

models within models will occur.  This nesting of relationships between objects is what 
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differentiates the thought processes of young children from those of professionals and is 

precisely what model-based reasoning research, and this work as one such project, is attempting 

to develop.  However, researchers such as Thompson (1994) have shown difficulties children 

have in their initial conceptions of speed which may serve as a barrier to model building. 

Thompson (1994) noted in a teaching experiment where he worked with one 10 year old 

fifth grader how this student’s initial conception of speed was such that “an amount of time was 

made by traveling, and its determination was produced by comparing a total distance with a 

speed-length.  In other words, for JJ it was the case that speed was a distance (how far in one 

second) and time was a ratio (how many speed-lengths in some distance),” (p. 198).  This may 

have been the conception advanced by a student in the DiSessa, A., Hammer, D., Sherin, B., and 

Kolpakowski, T. (1991) study as well when he said, “It’s the speed and the distance which 

makes up the time.”  

JJ’s conception of speed was not immediately evident when she explained at the 

beginning of the experiment that 40 ft/sec meant “every second he goes 40 feet,” (p.198), which 

Thompson (1994) initially took as “a good comprehension of speed,” (p.198).  Her conception of 

speed became evident later in her strategies for solving some of the problems posed by 

Thompson.  For example, when asked to give the rabbit a speed that would make it and the turtle 

tie, JJ resorted to a guess-and-check strategy even when she knew that the rabbit and turtle 

needed to complete the trip in the same amount of time and she knew the time it would take the 

rabbit to complete its trip.   Her understanding of speed as a distance was also evidenced when 

she claimed that the turtle would always be 10 ft behind the rabbit if the rabbit is running 30 

ft/sec and the turtle is running 20 ft/sec.  

2010 HICE Proceedings - Page 225



This misconception of speed can become a barrier not only to problem solving, but also 

to model building.   Indeed, a mathematical conception of speed is a model whereas this 

misconception is not.  Thus, a mathematical conception of speed may be a necessity for contexts 

as motion which depend on its conception such as with the present study.   

This study seeks to combine two current bodies of knowledge, model-based reasoning 

and the teaching of MCV to elementary school students.  Combining these two frameworks 

extends the current research base by using model-defining elements to identify what MCV 

objects become salient for children as they design and build a model rollercoaster in a unit 

designed to explore the mathematics of motion.  Model-defining elements allow an in depth look 

at how children’s conceptions change throughout the activities in this study providing a window 

through which to characterize the learning that takes place.  One question, then, that this study 

seeks to answer is: What elements become salient as children work through these activities? 

Model-defining elements are grouped into four categories, two of which have been 

identified by current research as the most important for the learning of calculus – relational 

objects and systematic objects. Two relational objects in particular, accumulation and rate of 

change, have been identified as two fundamental ideas of calculus (Noble, Nemirovsky, Tierney 

and Wright, 1999).  Hence, the second question this study seeks to answer is: How do children 

conceptualize the relationship between accumulation and rate of change?  Within the context of 

motion accumulation and rate of change are recognized specifically as distance and speed 

respectively.  Speed, particularly has been noted as being misconceived by children and as such 

can become a barrier to learning.  Hence, sub-questions this project will address are concerned 

with this issue -- What are the students’ initial conceptions of speed?  How do they change over 

the course of instruction?  
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 This research project serves to fill a gap in the general mathematics education literature 

by examining elementary students’ engagement in higher level mathematics, namely the 

mathematics of change and variation.  Specifically, within the paucity of research examining 

how elementary school students engage in the mathematics of change and variation, this project 

fills a void by using model-based reasoning as an analytical tool to investigate student learning 

of MCV. 

 

Methodology 

Procedure/Participants 

Seven students participated in a daily 2-week unit of instructional activities to ‘discover’ 

calculus.  The course ran for 10 days, Monday through Friday for 2 hours after school for a total 

of 20 hours.  Snack was provided each day.  

The students were recruited by fliers posted at the family student housing and faculty 

housing establishments at a university in California and through a local elementary school.   Five 

of the students were in sixth grade and two were in fifth.  With the exception of one student, all 

were from the same local elementary school.  The other student was home-schooled.   All of the 

students were white and had at least one parent that was either currently pursuing an advanced 

degree or had in the past.  Three of the students were male and four were female.  

The students and their parents completed a short interview primarily to determine 

eligibility based on the students’ most recent mathematics grade (See Appendix A for interview 

questions).  Students were required to have a minimum of a C grade in mathematics in order to 

participate.   
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Room/Materials 

 The room used for instruction was set up much like a classroom including bookshelves, a 

white board, mathematics posters and two computers.  Many materials were available from 

which the students could choose to use to build their roller coaster models.  There were marbles, 

old hoses, vinyl tubing, wooden dowel rods, straws, wooden skewers, magnets, glue, rubber 

cement, glue guns, masking tape, duct tape, wood scraps, string, and rope.  For their visual 

representations, there were markers, pencils, colored pencils, pens, binders, lined paper, graph 

paper, printer paper, construction paper.  In addition, there were several measurement tools 

including various timers, protractors, rulers, and tape measures. 

 The computers included two software packages that were geared for learning motion and 

MCV concepts: Measurement in Motion and SimCalc’s MathWorlds.  Unfortunately, only one 

student had time to use the computer and he only worked with the Measurement in Motion 

program.  

 

Curriculum 

A unit on motion was designed by the investigator with the stated goal of having 5th 

grade students design a roller coaster and build a physical model of the coaster using a marble as 

the ‘coaster’.  The implicit goal was to have students explore concepts of calculus including 

graphing, the relationship between time, position, and speed or velocity, and limits.    

Much of the curriculum was informed by Disessa, Hammer, Sherin, & Kolpakowski’s 

(1991) study on inventing graphing where the children developed increasingly sophisticated 

ways of symbolizing.  The first day began with a discussion about what calculus is and then the 

students were free to explore the building of their roller coasters.  The students were allowed to 
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choose their own groups which ended up being strictly a division of gender: one group included 

the four girls and the other was composed of the three boys.   

Day two began with the students continuing the work on their roller coasters and ended 

with a general discussion about roller coasters.  This discussion had no instruction and no 

challenge puzzle prompts as the subsequent discussions did.  The idea was to see what students 

deemed salient spontaneously.  During the general discussion, the students were told that each 

day from here on out they would get a hand out with puzzles and a challenge problem on it as 

they arrived to get their brain “warmed up” as they said [See Appendix B for a list of challenge 

problems given on each day].   They were given the first handout and began to work on it, but 

there was no time for discussion until the following day.  The first four challenge problems were 

designed to examine the students’ understanding of speed.  

The third day began with a discussion about the challenge problem given the previous 

day and then a discussion of the challenge problem that was handed out this day.  The boys’ 

group then took measurements of their coaster and the girls’ group continued building their 

coaster.  Once the boys were done taking measurements, they videoed their marble completing 

its roller coaster course. 

Day four began with a discussion of the challenge problem and then a motion activity 

that was designed to stimulate drawings akin to those the students in the Disessa, Hammer, 

Sherin & Kolpakowski (1991) study understood to be ‘motion pictures.’  Like the students in 

Disessa, Hammer, Sherin, & Kolpakowski’s study the students had difficulties understanding 

what do to.  Part of this difficulty stems from the activity itself, part of it came from unclear 

instructions and part of it came from failing to restrict the study of motion to horizontal changes 

in motion only.  Due to these difficulties, the activity did not proceed as the Disessa study; 
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however, fruitful discussions resulted and some patterns did emerge.  At the end of day four 

students worked on their roller coasters.  One of the students in the boys’ group opted to use the 

Measurement in Motion software to create graphs from the video of the coasters’ motion. 

The fifth day continued with the motion picture discussion and then proceeded to the 

challenge problem discussion.  Since ideas about the relation between initial height and speed 

emerged, the students then completed an activity to investigate this relationship.  They were then 

released to continue building their coasters.   

Day six began with a discussion of the challenge problem that was modeled after one of 

Xeno’s paradoxes as an introduction to limits.  The students then created new versions of their 

motion pictures and a discussion regarding them resulted.  The remainder of the time was spent 

on their roller coasters.  

Day seven began with the usual discussion about the challenge problem and then a little 

instruction on formal notation.  They then endured a discussion about sets and functions and 

ended by graphing three functions.  This day they only had 15 minutes left at the end of 

instruction to work on their coasters. 

On day eight the challenge problem was a graphing problem.  This was followed by a 

discussion about the change in y as x changes, and direct instruction about the slope and the 

derivative and then they use the remaining time to work on their coasters. 

Day nine began with a formal calculus lecture on the definition of the derivative as a 

limit.  The students then began fine-tuning their coasters and working on their brochures (the 

girls’ group decided about halfway through the study that they wanted to make a brochure so 

some parameters were designed for both groups to complete a brochure). 
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On day ten the students worked solely on their brochures.  They had a hard time staying 

focused and did not finish their brochures. 

 

Data Collection 

 Each of the 10 sessions was video taped with two cameras although on two days there 

were technical difficulties.  On day five and day nine the cameras somehow were switched off, 

so on these days at least half of the session was not recorded.  Early in the study the cameras 

were focused on the students’ journals as they worked, but as it became evident that they were 

doing very little written work, the cameras were set up to record each group.  The videos were 

transcribed and the transcriptions, along with field notes and student work were used to answer 

the questions of interest.  
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Methods of Analysis 

Salience 

 To analyze what aspects of calculus were salient for the students, the mathematical 

objects students used in both their visual (written) and verbal representations (their explanations) 

each day were recorded along with the way in which they were used.  During the first pass 

through the transcripts, only mathematical words were identified as mathematical objects.  For 

example, I looked specifically for words like height, speed, angle, etc.  In the second pass, I 

looked more generally at the conversations for talk that was about mathematical objects.  For 

example, when the students talked (and wrote) about their roller coaster being “3ft”, I recorded 

these students as using the mathematical object “height” even though the word “height” was not 

specifically used.   

This data was then examined in two ways.  First, the mathematical objects were 

organized into five mutually exclusive categories very generally by frequency and timing of use: 

Most Frequent, Early Use/Discarded, Spontaneous, Response to Instruction and Others.  The 

Most Frequent category included mathematical objects that were used on four or more days 

(since there was really no work on days one and ten, four days constituted 50% of the study 

time).  The Early Use/Discarded category was comprised of mathematical objects that were used 

early, but then discarded and never referenced again.  The Spontaneous category consisted of 

mathematical objects that arose just once as if they were merely an impulse and were never 

mentioned again.  Mathematical objects that were very clearly brought about by either a prompt 

or direct instruction were placed in the Response to Instruction category.   And, finally, 

mathematical objects that did not correspond to any of the above categories were placed in the 
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Others category.  The objects were considered salient to the students if they did not fall into the 

Early Use/Discarded or Spontaneous categories. 

Second, once deemed salient, the mathematical objects were categorized by the type of 

element they are considered to be based on student use (quantitative, relational, operational and 

systematic).  Note that Lesh and Lehrer (2003) consider a mathematical model to include all of 

the aforementioned elements.  The goal of this study, however, was not to have the students 

create a complete mathematical model but to examine their propensity for and development 

toward this capability.  As an example of categorization by element type, consider speed.  Speed 

was classified early on in the study as a quantitative element since the students primarily used 

speed as if it could be measured directly (for example, by “radar”).   By day four, however, the 

students began to describe speed as “meters per second” and their understanding of speed 

became more complex.  In response to the day four Challenge Problem: 

If roller coaster number one travels at 30 m/s and roller coaster two travels at 20 

m/s, can we tell which roller coaster will complete it’s course fastest, why or why 

not? 

 

The students responded by asking how long the track is.  Here, they are beginning to see that 

there is a relationship between speed and distance and so speed was classified as a relational 

element.  This classification scheme, then is not mutually exclusive, each mathematical object 

may have more than one classification. 

 

Conceptions of Speed 
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 Analysis of students’ conceptions of speed was more straightforward.  Since several of 

the challenge problems were designed to examine students’ conceptions of speed, student 

conversations around the challenge problems were primarily used for this analysis (though this 

was supplemented by some direct instruction conversations). 

 
 

Results 

Salience 

The mathematical objects that students used are summarized in Table 2.  Those 

mathematical objects that are in shaded boxes are the mathematical objects that were salient for 

the students in this study.  The mathematical objects that were most salient, were those that were 

most frequently used in this setting: speed, distance and time.  Speed and distance were utilized 

by the students prior to any prompts, discussion or instruction and remained salient throughout 

the course.  For example, during the initial discussions the students had with one another 

regarding the design of their coaster on day one and day two, they considered “how fast the 

marble is going up so it stays on the outside of the loop and doesn’t fall.”  They labeled this 

consideration “speed of marble.”  Speed then continued to be used in various ways throughout 

the study time.   

Time was used just as frequently as speed and distance and was salient throughout the 

remainder of the course. However, it did not come into use until the third day after the students 

were prompted with a challenge problem that specifically referenced time [1 mile took 10 

minutes…4 miles took 30 minutes (See the day 3 challenge problem in Appendix B)]. 

 The objects that were used in the first few days, disregarded and never referenced again 

included height, momentum, and angle.  These were used only in the initial design stage.  So, for 

2010 HICE Proceedings - Page 234



example, on day two students referred to their roller coaster as being “3ft.”  When asked about 

this measurement later, they informed me that it was “how high their roller coaster was,” or the 

“height” or “maximum drop” of their coaster.  They also talked about “how to get enough 

momentum that it will actually go up and do the loop-de-loop.”  Once the students had their 

roller coasters designed, however, these items were no longer topics of conversation. 

 The Spontaneous category included shape, location, variable, proofs, square, hypotenuse, 

right triangle, and Pythagorean Theorem.  One example of an object placed in this category 

occurred when the students were discussing their motion pictures.  The students were asked if 

they needed to show the track on their pictures in order to show what the motion is doing and 

one student responded, “Well, you don’t really because you have the words, the time, the speed, 

the distance, you can just figure out the motion.”  When this student was asked to repeat what he 

had just said, he repeated, “Speed, time, location and distance, you can figure it out.”  Location 

was never mentioned again.  A second example of spontaneity occurred when one of the students 

responded to a question I posed: 

AC: Okay so now that you have the example of a limit how could you explain it to 

somebody because that is an important part of mathematics being able to 

explain to somebody else so how would you explain it? 

JM: You need proofs. 

AC: Part of maths is proofs definitely especially when you get farther. 

JM: My dad, when he was in Toronto at their museum…they showed…a right 

triangle with a…so you have a hypotenuse and both sides…well, here let me 

draw it [as he is drawing he continues] So, the way they did it…trust me…this is 

five, this is four, this is three…you square this and you square this… 
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JW: You are using Pythagorean’s Theorem. 

JM: Right… 16 inches, then you square this 25 inches, so you have  9 plus 16 

equals 25 and the way they did this was they had…this was filled to the top with 

colored water and the triangle itself was solid plastic and they rotated it slowly so 

that when this was empty [indicating the square associated with the hypotenuse] 

both of these would be full [indicating the squares associated with the other two 

sides]. Pythagorean’s Theorem. 

All the mathematical objects associated with this student’s story were mentioned only this one 

time. 

Objects that were very clearly brought about by either a prompt or direct instruction 

included sum, limit, set, equation, line/linear, parabola, increasing, derivative, graphing and X2.  

For example, sum was only used on day seven when the students were asked in the prompt to 

find the limit of the sum of the distances traveled every second.  Similarly, limit was only used 

on the days it was given in the prompt or covered by that day’s instruction. 

Finally, mathematical objects that did not fit in either of the previous categories consisted 

of slope and equivalence.  As an example of how these objects did not fit into any of the other 

categories, consider slope.  Slope was used on two different days, in two different ways.  For 

example, it was used spontaneously early on in the study when the students were designing their 

coasters: “You also need to consider the acceleration.  That would be done by decreasing or 

increasing the angle of the slope.”  When probed further about what the slope is, it is clear that 

the students are using it as a quantitative element, something that can be directly measured: “the 

angle of drop.”  Later, on day eight, we established through working with linear functions that 

how y changes as x changes when considered as a ratio is the slope and also that this is 
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equivalent to the derivative, so that when the students are asked directly what is the slope or what 

is the derivative of several linear functions, they answer correctly.  In addition, they noted that 

the slope is “a fraction” and when I gave them a nonlinear equation (X2) to consider, they 

surprisingly, accurately concluded that “the derivative is a variable.” 

 
Table 2. Frequency and Timing of Use of Mathematical Objects* 

Most Frequent Early Use/ 
Discarded 

Spontaneous Response to 
Instruction 

Others 

Speed (62.5%)** 
Distance (75%) 
Time (50%) 

Momentum 
Height 
Angle  

Shape 
Location 
Variable 
Pythagorean 

Theorem 
Proofs  
Square 
Hypotenuse 
Right triangle 
Acceleration 

Sum 
Limit 
Set 
Distance Formula 
Equation 
Line/Linear 
Parabola 
Increasing 
Derivative 
Graphing 
Variable 
X2 

Slope 
Equivalence 
 

* shaded items were salient for the students in this study 
** percent of days mathematical object was used 

 

Even more telling than the frequency and timing of use is how the students used salient 

mathematical objects (Table 3).  Quantitative elements are used more often during the beginning 

of the study and both relational elements and systematic elements are used more often later in the 

study.  Operational elements are scattered with the largest concentration occurring on the day 

with the most direct instruction.  While a mathematical object might be used by a mathematician 

as a systematic element, this does not preclude a student’s use of the object in other ways.  

Distance formula, for example, might be considered a systematic element by the mathematics 

community, but the students used it strictly as an operational element.  For example, the use of 

“put in” in the following excerpt is indicative of an operational understanding: 
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JW: The distance formula told me what the distance was if I put in the speed and 

the time and if I alter it a little bit it could also tell me the speed from the distance 

and time and the time from the speed and the distance. 

In addition, the relationship that this statement seems to be conveying is never expanded on nor 

repeated even when asked directly for a definition.  Finally, further evidence that the students see 

the distance formula as purely an operation occurs when they are measuring their tracks: “We 

need it in meters. The distance formula works on seconds and meters.”  Again, “works on” 

pinpoints an operational understanding as does the view that the units are fixed in seconds and 

meters. 

 Other mathematical objects, such as an equation (speed was mentioned previously), were 

seen as both operational – “like 2 + 2 = 4” since they used an operation to define it and 

systematic – “a mathematical statement,” “when both sides are equal in value” since they were 

attending to systematicity. 

Table 3.  Salient Mathematical Objects Classified by Element Type and Day of Use 

Type of 
Element Day 2 Day 3 Day 4* Day 6 Day 7 Day 8 

Quantitative Speed 
Slope 

Distance 
Speed 

Time 
Speed 

Distance 

Distance 
Time   

Relational   Speed Limit Limit 
Set 

Speed 
Slope 

Operational  Distance 
Formula  

Graphing 
Equation 

Speed 
X2 

Sum  

Systematic   Equivalence Equation Equation Parabola 
Variable 

*There was no data collected on Day 5 
In summary, several mathematical objects were salient for the students in this study.  

These included the mathematical objects used frequently -- speed, distance and time – 
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mathematical objects that were salient in response to direct instruction such as limit, equation, 

parabola and variable  and other mathematical objects that were neither discarded nor 

spontaneous, namely slope and equivalence. 

Salient mathematical objects showed interesting patterns of use when categorized by 

element type.  Quantitative objects such as distance and time were used more often early in the 

study whereas relational and systematic objects were used more often later in the study.  

Operational objects were more concentrated after direct instruction.  Finally, students did not 

necessarily use the mathematical objects as they might be designated by the mathematics 

community and use of the mathematical objects was not static.  For example, mathematical 

objects that might be used quantitatively at one time, might be used relationally at another point 

in time. 

 

Conceptions of Speed 

 The students began the course with the following definitions of speed: “how fast you’re 

going,” “how fast or how slow.”  Although speed is a model and therefore includes all of the 

mathematical elements – quantities, relations, operations and systematicity – the students start 

out seeing speed only as a quantity.  They do, however, distinguish it from acceleration: 

JM: acceleration. 

JW: It’s not the same as acceleration. 

JM: Oh yes, acceleration is reaching speed. 

JW: Yes, the speed that you reach the speed. 

 
When pressed, the students rely on visual evidence to determine how fast or slow something is, 

though the final explanation relies on a scientific relationship between impact of force and speed: 
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JM: If it’s speeding along a track and it’s a blur, its either going really fast or 

something that’s just a blur. 

N: Anything that’s a blur goes really fast. 

JW: You can either guess how fast its going or you can video it and input it into 

some computer program that we enter the size of the marble and see how 

fast its going. 

C: You could be partly blind and everything would be blurry. John may be part 

blind. 

AC: JM what if you saw something that was a blur go by, okay and a few minutes 

later you saw something else that was blur that went by, how could you 

tell which of those blurs is going faster? 

JM: Which blur past faster. 

L: Whichever blur went away faster. 

JW: What if you couldn’t tell? 

N: Maybe, if you saw, if they both were red balls, and one red ball went past and 

it looked kind of pink and the other ball went by and it was more of a red, 

you could see… 

M: the color. 

N: the color. 

JM: Also, you could put up a [?] wall and see which one made a bigger indent. 

 
I pushed even further to try to get them to notice that it had something to do with time and/or 

distance by asking them about running races.  Unfortunately, the discussion gets cut short and 

the students just do not see the relation: 
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AC: How do they tell if you know in the Olympics when they do running races, 

how do they tell if on person’s faster than another? 

JM: radar. 

N: They take a picture at the end. 

AC: Sometimes, but not all the times. 

L: Whoever goes through the thing first? 

JM: Sometimes they have racing contests and there’s… 

M: radar… 

JM: and it displays the speed, but that would display who got first. 

M: I think mostly what she is asking is how those things work. 

[interruption] 

 
In order to probe deeper into their initial conceptions of speed, I developed a challenge 

problem to see if they understood the relationship between time, distance and speed --The 

Damaged Dashboard -- given at the end of day 2: 

Imagine that your roller coaster car had a dashboard like that you might find in your 

family car.  The dashboard includes a clock/timer, an odometer (measures distance), and 

a speedometer (measures speed).  If the dashboard gets damaged and one of these three 

instruments breaks, can we use the other two instruments to estimate what the broken 

instrument should read? Please explain your reasoning. 

 
Most of the students indicated that they did not understand the question.  When I attempted to 

explain it, one student continued to insist that she did not “get it,” so eventually I had to move 

on.  Only two students provided some type of answer to this problem, one focused solely on “the 
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distance formula” (this student’s father was a high school math teacher) and the other focused on 

the impossibility of the problem with regard to physics: 

JW: With the challenge problem.  I’d use the distance formula. 

AC: The distance formula.  What did the distance formula tell you? 

JW: The distance formula told me what the distance was if I put in the speed in the time 

and if I alter it a little bit it could also tell me the speed from the distance and 

time and the time from the speed and the distance. 

AC: Okay, so if the dashboard gets damaged, your answer to can we use the other two to 

estimate would be what? 

JW: Using the distance formula. 

AC: So you could, right? 

JM: If the dashboard…if there’s enough force to damage the dashboard, you’re probably 

all thrown from the car and killed. 

 
Notice that although the student knows the distance formula and therefore must have some sense 

of the relationship between speed, distance, and time, he relies only on an operational 

explanation -- “if I put in…” and never says how they are related.   

Since the previous problem was not very fruitful, I attempted to get at their initial 

conceptions of speed another way with another challenge problem: 

Suppose you traveled in your family car from here, the West Campus Community Center, 

to the UCSB campus, which is 1 mile away, and it took you 10 min.  Suppose your friend 

left [local] School to meet you on campus which is 4 miles away from the UCSB campus 

and it took your friend 30 min.  How can we figure out who traveled fastest? 
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All the students said that the one going from GFS was traveling faster.  When pressed for how 

they know this, one student explained the following: 

L: Because for one mile took ten minutes, so it goes from GFS and had four miles to go it 

would take forty minutes [but it actually took 30 min so it was going faster]. 

 
This student seems to be thinking of speed in the same way that Thompson described his student 

conceiving speed; namely, that time (40 min) is produced by comparing a total distance (4 miles) 

with a speed length (one mile for 10 min) [rather than comparing them as separate rates].  

Incidentally, when this student was done explaining, the other students said, “That’s the way I 

did it,” so all of the students seemed to have this view of speed.  I pressed for more information 

and asked them how we could figure out how fast they were traveling.  Unfortunately as soon as 

a student starts to answer, there is an interruption that takes us away from the conversation: 

N: Well, you knew that the one driving from West Campus was going 10 minutes a mile… 

AC: 10 minutes a mile, okay. 

[interruption] 

 
By day four, there are subtle shifts in the students’ understanding of speed. The students 

are working on the following challenge problem: 

If roller coaster number one travels at 30 m/s and roller coaster two travels at 20 m/s, can 

we tell which roller coaster will complete it’s course fastest, why or why not?  Can we 

tell which coaster would be ahead after 5 secs?  Please explain your answer. 

 
Initially, a student made the same error as Thompson’s student (that one of the coasters will 

always be 10 meters ahead of the other); however, he realizes something is wrong, but cannot 

quite figure out what it is:  
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JM: If the track on the roller coaster going 20m/s is 10 meters longer then it will be a 

tie…No, [to JW] it’d have to be 20 meters longer, right? 

 
Here, this student understands the difference in the lengths of the two coasters as being fixed and 

not dependent on time, but seems to have an inkling that there is something wrong with this 

reasoning.  Incidentally, he gets the relationship reversed.  That is, the coaster going faster (30 

m/s) would need to be the longer one in order to force a tie.  Though the students seem to be 

struggling with Thompson’s misconception, they seem to understand that speed is somehow 

related to distance and therefore they cannot figure out the answer to this problem without 

knowing whether the distances for each coaster are the same: 

M: Are they both going on the same track?  Well, like a track that’s the same 

length and the same height or whatever? 

AC: Are they both going on the same track?  That’s a good question.  If you don’t 

know that information, how will…[inaudible] JW what were you going to 

say? 

JW: I was going to say it is indetermined.  We’d have to know the length of both 

tracks to tell which one finishes first. 

 
In addition, they can calculate the distance the coaster will travel after a specified time so they 

must also have an idea that speed has something to do with time as they demonstrate with the 

second part of the problem: 

AC: Okay, so what about the second part? Can we tell which roller coaster would 

be ahead after 5 seconds? 

JW: Yes. 
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AC: JW says yes, what do the rest of you think? 

All: Yes. 

JM: After 5 seconds, the first one goes 150 meters and the second one… 

AC: How did you figure that out? 

JM: 30 times 50. 

E: I don’t get what you’re doing. 

AC: 30 times 5 seconds is that what you are saying?   

JM: Yeah. 

AC: Are you guys listening because it sounds like you’re not? 

JM: But, that would make sense and then the other one was only going 100 

meters. 

AC: Okay, so which one will be ahead? 

JM: The first one. 

AC: Okay, good job. 

 

A clear understanding of the relationship between distance, time and speed, however, still seems 

to elude them. 

 By day 6, the students have clearly shifted their understanding of speed.  During the 

motion picture discussion the students noticed that one student included “speed notations” and 

distance on his motion picture.  As they were attempting to discern whether or not they could get 

the time from his motion picture, I asked them directly “what is speed?” only one student 

responds with “how fast something’s going.”  The remaining students had the following answers: 

“meters per second,” “Something over something…something divided by something…distance 

2010 HICE Proceedings - Page 245



divided by…time,” ”Isn’t it something times something?” “Distance by time.”  They were 

beginning to see speed as more than a quantity even if they focused primarily on speed as an 

(erroneous) operation (“Something times something”).  They then stated that they could indeed 

get time from his motion picture.  Even though the students broadened their understanding of 

speed, they still had some limitations.  They saw speed operationally, but still did not see speed, 

distance and time as three separate independent quantities that related to each other in a certain 

way.  When the students got into a discussion later on in the day about whether it made more 

sense to include distance and time or distance and speed, distance disappears from the discussion 

about the graph of speed vs. distance (I did not recognize this during the discussion, I thought the 

student was talking about distance and speed, it wasn’t until I transcribed that I noticed she was 

only talking about speed by itself):   

N: Distance and time 

M: I think distance and time but with the distance and time can you find out the speed? 

AC: You should know the answer to that question. 

M: Yes, with distance and time you can. 

N: So it’s a simple equation. 

M: But with the speed you can’t find out the distance and time can you? 

AC: We just did… if you [also] have the distance then you could figure out the other one 

E: It would be easier probably. 

M: But if you only had the speed then it would be a lot harder to find out the distance and 

time. 

 
The students can only see distance and time together and not distance and speed even though we 

had previously discussed a motion picture that included distance and speed and we calculated 
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time from it.  They can see speed as a relation (or at least an operation) between distance and 

time, but they cannot see distance or time as a relation between speed and the other quantity. 

 On day 9, though the students were not asked directly what speed is, they showed even 

further growth in their understanding of speed (albeit loosely, since they are guided by my 

questions) when they recognize that the change in distance as time changes is speed (note that 

this discussion is simplified because we worked only with linear functions…the students knew 

that the derivative simplified in this case to the slope of the function): 

AC: Remember when we were looking at the change in y as x changes? 

N: Mmm-hmmm 

AC: I just wanted to show you how that works when you have the special variables of 

distance and time which is what you guys are going to have from your roller 

coaster right?   

M: Yeah. 

AC: Let’s do the same thing real quick with the distance and time just like the x and the y. 

Okay? So we’re going to look at the change in the distance just like we looked at 

the change in the y, so the change in the distance is what? 

JM: Change in distance? 

M: Five… 

AC: …[and the change in] t, sorry. 

M: One. 

N: Nine. 

AC: No, she’s right, one. Two minus one… 

N: Oh!!!!! I thought… 
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AC: We are looking at the change in the distance versus the change in the time. 

N: Yeah, I thought we were talking about [inaudible] 

AC: So, this [pointing to the change in distance on the white board] becomes…what’s 15 

minus 10? 

C, M: Five. 

AC: What’s two minus one? 

All: One. 

AC: So it equals? 

All: Five. 

AC: Five what? 

N: centimeters. 

AC: centimeters per… 

M: Second. 

AC: What is this? Do you recognize that?   

JM: Very fast. 

M: It travels five… 

JM: Speed! 

AC: It’s speed, yes!  So, in the special case that you have distance and time, your 

derivative is… 

JM: Speed. 

AC: Speed, yes. 
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So, the students’ conception of speed expanded dramatically during the course of the 10 days.  

Students began using speed quantitatively progressed through both operational and relational 

usage and by the end of the study can even discern that speed is the derivative when examining 

the change in distance as a function of time. 

 

Relationship Between Rate of Change (Speed) & Accumulation (Distance) 

 Due to time constraints we were not able to get through the entire curriculum as planned.  

In particular, the investigations planned with SimWorlds that were designed to look closer at 

how the students understood the relationship between speed and distance were not realized.  In 

addition, the discussion about velocity never occurred.  Since velocity takes direction into 

account, this discussion might have allowed an investigation into the students’ understanding of 

decreasing and increasing as inverse operations.  As the course stood, we were only able to 

investigate functions that were strictly increasing. These misfortunes notwithstanding, the 

students showed some understanding of the relationship between speed and distance though it 

was not concrete. 

As mentioned in the previous section on speed, as the students were working on the day 

four challenge problem, it became evident that they had some idea that distance was related to 

speed since they indicated that given the only the speeds of the two coasters, they could not 

determine which coaster finished its course faster without knowing whether the coasters were 

traveling on the same track or without knowing the length of both tracks.  In addition, the 

students realized that if accumulation is occurring at different rates (i.e., the roller coasters were 

traveling at different rates), then the total accumulations (distances) must be different in order for 

the time to be the same (to force a tie): “If the track on the roller coaster going 20m/s is 10 
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meters longer then it will be a tie…No, [to JW] it’d have to be 20 meters longer, right?”  So, 

even though this statement is incorrect, it shows that the students understood something about 

the relationship between distance and speed.  Finally, the students also stated at one point that an 

increase in distance would increase speed (“[as distance] gets bigger…speed increases”) 

indicating again that they had some idea of a relationship between distance and speed. 

At one point in time thought, the students did have difficulties pairing distance and speed, 

as mentioned in the previous section. They could see speed as a relation (or at least an operation) 

between distance and time, but they could not see distance or time as a relation between speed 

and the other quantity. 

In summary, the students indicated some understanding of a relationship between 

distance and speed, but this understanding was not consistent.  In at least one point during the 

course of the study, the students had difficulty conceptualizing this relationship. 

 

Discussion 

This study demonstrates what the micro-development of model-based reasoning can look 

like for elementary school students learning the mathematics of change and variation.  The 

students in this study were able to use several mathematical objects including distance, speed, 

time, limit, derivative and variable that were aligned with the model-based reasoning associated 

with calculus.  As Kaput (1994, 1997) and Nemirovsky (1993) among others have proposed, 

calculus can be part of the elementary school classroom.  Students did show some of the same 

difficulties with their conception of speed as Thompson (1994) discussed, however, the students 

seemed to be able to work around it, sometimes seeing speed quantitatively, some times 

operationally and sometimes relationally.  They were able to discern a relationship between 
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distance and speed, though this relationship was not completely formed.  This study ended before 

all of the designed curriculum could be implemented; this left some areas unexamined.  Areas for 

further study would include how elementary school students adopt conventional symbols, how 

imposed precision mediates their conceptions, and students’ conceptions of the derivative.  In 

addition, the students seemed to struggle with “the real world” and some of the mathematical 

objects such as graphing, looking closer at this struggle might also be an area of future interest.
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Appendix A 

 

Interview Questions 

Child 

1. What is your name?  What grade are you in?  How old are you? 

2. What is your favorite thing to learn about?  What do you like about it? 

3. Do you do math?  Can you give me some examples of the math you do?  Have you 

ever heard of calculus?  Do you know what it is? 

4. What interested you in this project? 

5. What kind of things do you like to do for fun? 

6. Is there anything you can think of that you would like to learn in this project? 

7. Do you like roller coasters?  What do you like about them? 

8. Do you have any questions about the project? 

 

Adults in Home 

1. What are some of your thoughts about mathematics?  That is, what do think about 

when you hear that word?  Calculus? 

2. What interested you about this project to have your child participate? 

3. Do you have any goals or expectations regarding this project?  Any concerns? 

4. How is your child doing in mathematics?  What grades has she/he received most 

recently? 

5. What types of math has your child been exposed to so far?  Fractions?  Graphing?  

Geometry?  Algebra? 

6. Do you have any questions about the project? 
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Discussion Questions Listed by Day 

Day Challenge Problem 
Day 1: No problem given.  Introduction to the course.  

Asked directly what is speed. 
Day 2: The Damaged Dashboard -- Imagine that your 

roller coaster car had a dashboard like that you 
might find in your family car.  The dashboard 
includes a clock/timer, an odometer (measures 
distance), and a speedometer (measures speed).  
If the dashboard gets damaged and one of these 
three instruments breaks, can we use the other 
two instruments to estimate what the broken 
instrument should read? Please explain your 
reasoning. 

Day 3: Suppose you traveled in your family car from 
here, the West Campus Community Center, to 
the UCSB campus which is 1 mile away and it 
took you 10 min.  Suppose your friend left 
Goleta Family School to meet you on campus 
which is 4 miles away from the UCSB campus 
and it took your friend 30 min.  How can we 
figure out who traveled fastest? 

Day 4: If roller coaster number one travels at 30 m/s 
and roller coaster two travels at 20 m/s, can we 
tell which roller coaster will complete it’s 
course fastest, why or why not?  Can we tell 
which coaster would be ahead after 5 secs?  
Please explain your answer. 

Day 5: If your coaster traveled 2 meters/sec, how would 
you explain to someone what that means? 

Day 6: Imagine a roller coaster that travels 100 meters 
long on a straight track and moves according to 
this rule: Each second the coaster travels half 
the distance that remains to be traveled.  How 
long will it take the coaster to reach the end of 
the track? 
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Day 7: Recall Zeno’s paradox from yesterday [Imagine 
a roller coaster that travels 100 meters long on a 
straight track and moves according to this rule: 
Each second the coaster travels half the distance 
that remains to be traveled.  How long will it 
take the coaster to reach the end of the track?].  
What is the limit of the SUM of the distances 
traveled every second? 

Day 8: Graph the function y = f(x) = x2 
Day 9: No problem given. 

Day 10: No problem given. 
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bstract 

Introduction 
 
The Changing Face of Teacher Education 
 
When Katherine Beecher founded the American Woman’s Educational Association 
in 1852, she envisioned an occupation for women that would be as respected and 
reputable as medicine and law was for men.  Ms Beecher is recognized as one of the 
early promoters of higher education for women and saw teaching as a women’s 
moral calling.i  She was also instrumental in the establishment of three women’s 
colleges that would serve to prepare future teachers (Burlington, Iowa, Quincy 
Illinois and Milwaukee, Wisconsin). The process for training teacher educators has 
gone through much curricular iteration since the conceptualizations of Ms. Beecher 
and the creation of the first American “normal school” in the Commonwealth of 
Massachusetts in 1839 as the setting for teacher training.   However, the 
fundamental process for obtaining a teaching license has remained relatively 
unchanged.  Prospective educators were schooled in a “brick and mortar” college or 
university for 4 or more years and exited with a teaching license.  This is no longer 
the case.  The one size fits all path to teacher licensure is now a maze of alternative 
options and opportunities.  Teacher training programs can be accomplished with 
students taking all their classes virtually on line, individuals can begin teaching 
without any pedagogical training, and school districts can conduct their own form of 
alternative licensure.  Programs such as Troops to Teachers, Teacher in Residence 
and Teach for America have transformed the landscape of our profession.  We live in 
n era of choice, option and mobility, and the educational arena is starting to reflect 
hese traits. 
a
t
 
Brief History of TFA 

Teach for America is a program designed to “eliminate educational inequity”.  The 
organization recruits exceptional college graduates from diverse backgrounds who 
commit to teach for two years in urban and rural public schools.  The common 
denominator for all placements is characterized by low‐income highly impacted 
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neighborhoods and children who are typically labeled as “marginalized”. The Teach 
for America (TFA) organization conducts the training and ongoing support to help 
ensure the success of their teacher candidates.  The (TFA) program originated in 
1990 and has now encompasses approximately 7300 individual (corps members) in 
35 urban and rural communities typified by acute achievement gaps.  As the 
problems worsen, so does the demand for additional TFA corps members and 
resources. Corps participants aspire to transform the lives of their students through 
“significant academic achievement”.   As espoused by Paulo Freire, the well‐known 
Brazilian educational theorist, one is conditioned by their environment but not 
determined by it.  Corp members aspire to emulate this axiom and eradicate social 
injustice.  

Retention of TFA Teachers 

Initially TFA focused on recruitment, but are now becoming more interested in 
retention among its teaching force. TFA has reported that their teachers continue to 
teach beyond their two‐year commitment at their placement schools, charter 
schools and other schools founded by their alumni, and that others train for 
administrative or other educational leadership positions. The Center for Urban and 
Multicultural Education, Indiana University, School of Education IUPUI however lists 
several independent studies that have reported high attrition among TFA teachers. 
The Indiana Center does confirm that some researchers support the TFA position 
that a significant number of TFA teachers remain in the field well beyond their 
initial commitment. They then report that other studies bring these conclusions 
under question.  Cited in this report are Donaldson, Johnson, Willett & Murnane 
(2008) who surveyed 3,283 of the 2000‐02 TFA members. Of their respondents, 
43.6 % indicated they voluntarily remained in initial low‐income schools beyond 
two years, but only14.8 % stayed in those placements for more than four years.  A 
number of other studies also indicate that retention remains an issue. Raymond 
(2002) reported that at the end of two years, more than 60% of TFA teachers in her 
study had left teaching in the Houston district, compared to 45 to 50% of other new 
teachers who left the district. Darling‐Hammond et. al (2005) found that between 57 
and 90% of TFA teachers had left after two years, and that between 72 and 100% 
had left after three years. More recently, a 2006 study found that between 10 and 
15% of each TFA corps class leaves before completing their two‐year commitment 
(Boyd, et. al., 2006). A comparison study of New York City (NYC) teachers found that 
90% of TFA recruits left by year four. In the same study, close to 60% of other 
previously uncertified teachers left in the same time period and about 50% of NYC 
Teaching Fellows, who are also alternatively certified had also left teaching, In 
contrast, just over 40% of "traditionally certified" teachers left in the same time 
period (Kane, et. al., 2006).  

Why We at UCD Chose to Participate  

Teacher retention impacts the learning environment in numerous ways. As teachers 
increase their experience in schools, their increased knowledge of pedagogy and practice 
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directly and positively impacts student achievement (Boyd, Grossman, Lankford, Loeb 
& Wyckoff, 2006; Decker, et. al., 2004; Rivkin, Hanushek & Kain, 2005). Research 
indicates this is also true for TFA teachers. If they stay in the classroom beyond their 
two‐year requirement, TFA teachers show significant improvement after the third 
year of teaching (Boyd, et. al., 2006).  Their retention also results in cost-savings for 
school districts, reducing the need to constantly recruit, hire, and mentor new teachers.   
A study completed by Carroll (2007 estimates that growing teacher dropout rates cost 
over $7.3 billion annually.  In a report by Barnes, Crowe & Schaefer to the National 
Commission on Teaching and America’s Future (2007) it is estimated “that turnover 
issues are draining resources, diminishing teaching quality, and undermining the ability 
to close the student achievement gap.” This estimate is significantly higher than the $4.9 
billion estimate reported by the Alliance for Excellent Education in 2005. In either case a 
great deal of money and associated resources are impacted.  
 
Longitudinal studies in Texas, New York, and North Carolina found that if 
alternative certification teachers (including TFA teachers) completed the education 
coursework for certification and gained experience, they were as effective as other 
certified teachers (Boyd, et. al., 2006; Darling‐ Hammond, 2009).  However, given 
the fact that there are extremely high attrition rates of TFA teachers, they are not 
eaching long enough to overcome the deficits they bring because of their t
alternative certification and inexperience in the classroom.   
 
Therefore the solution to realizing the significant long‐term value of TFA is to keep 
these high achieving teachers in education and get them the training that is required 
to teach underserved communities.  In 2007 the University of Colorado Denver and 
he Colorado TFA organization began developing a Masters in Pedagogy for Urban t
Leadership. 
 
Teach for America acknowledges, “We know that enlisting additional high‐quality 
teachers is not the ultimate solution. We believe that the best hope for ending 
educational inequity is to build a massive force of leaders in all fields who have the 
perspective and conviction that come from teaching successfully in low‐income 
communities.”   This is an altruistic and admirable goal that takes time and 
perseverance.  Unfortunately statistics show that TFA corps members do not 
typically stay in the profession of teaching beyond their two‐year commitment 

We know that corps members are individuals who have previously demonstrated 
strong academic achievement and leadership.  We also know that they have an 
ideological propensity toward social justice.  Their preliminary training has been 
perceived by some to be rigorous and by others to be less than stellar and 
comprehensive.  In either respect, they are now teachers and we want to help them 
to capitalize on their strengths, become leaders in the highly impacted urban and 
rural environments and stay in the profession where they can make a positive 
impact on the lives of their students and the field of education.  We believe that our 
program can augment their content and pedagogical skills while also encouraging 
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participants to choose teaching as a long‐term career rather than a short term 
“peace corps” type experience.  

How We Designed the Curriculum/Program 

In partnership with TFA, we decided to create and implement a program that would 
supplement the TFA initial license and offer a Masters in Pedagogy for Urban 
Leadership.  To accomplish this task, we collaborated with individuals from the 
Teach for America Organization, our University of Colorado Denver Extended 
Studies Department, and other divisions who could support a well‐rounded cadre of 
educational course offerings.  Our desire was to enhance the students’ preliminary 
licensure with courses that would provide concentrations of content focus while 
also emphasizing leadership and social justice.  Students take four core courses 
(Critical Issues in American Education, Research and Assessment, Motivation and 
Engagement in the Learning, Curriculum in Urban Studies).   Within these 
concentration areas of curricular focus”, students take at least three additional 
courses. Students are also encouraged to take one elective from the choices of a) 
Democratic Schooling: Issues of Law and Ethics or b) Creating a Socially Just 
Classroom. (Program Plan – appendix “A”) 

The first cohort of corps members were all placed in Denver Public Schools and 
shared a specific concentration content focus area of (English Language 
Acquisition).  This was a priority of the district and DPS (Denver School System) 
paid for students to partake in this focus of curricular coursework. Subsequent 
teacher candidates (cohorts B, C, etc.) will be placed in Denver and other urban and 
rural school districts.  Candidates outside of the Denver School District will have the 
opportunity to select from 4 varied content focus areas.  They include English as a 
Second Language, Math, Science, Language Literacy and Culture and Linguistically 
Diverse Education     

In total, students take 36 credits of coursework (12 classes) to obtain their masters 
degrees.  The program is designed to have students start in the summer or fall 
following their first year of teaching.  Depending upon the configuration of classes, 
they should all be able to complete the master’s portion of their program by the end 
of the summer following their second year of teaching.  This allows them to 
commence year three with a specific focus of content knowledge, a deepened 
understanding of urban education, and the leadership skills and strategies to create 
socially justice learning environments.   

Numbers and Future Growth Potential 
 
The first cohort (“A”) began teaching in Denver Public Schools in the fall of 2007 
with 22 students.  We began the Masters portion of the program in the fall of 2008, 
just a few months after the idea was presented to us and 22 of the original group 
chose to pursue the Masters portion.   The second cohort (“B”) that started teaching 
in 2008 with 32 participants and 40 joined our masters program in the fall of 2009.  
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The newest cohort of TFA students will be teaching in Denver, two other metro 
school districts (Mapleton and Aurora) and two outlying districts  (Colorado 
Springs, Greeley).  This cohort is expected to have 132 participants and we can 
ssume approximately 80 masters students based upon our current percent of the 
tudents choosing to participate in the program.  
a
s
 
Conclusion 
 
We hope to achieve three major goals as a result of our collaborative partnership 
with the Teach for America Organization.  The first is to enhance the pedagogical 
and content strategies and skills of these educators resulting in an educational 
environment that is highly conducive to learning.   The second aspiration involves 
leadership and advocacy for a socially just learning environment. And the final aim 
is to enhance sustainability in the profession.  We do not want to lose this valuable 
human resource; we want to capitalize on it.  The process of learning to teach is 
complicated and takes time and a combination of research‐based theory and 
practice.  The development of a masters program such as described herein, in 
partnership with TFA, places theory and practice on an equal footing.  Our 
hypothesis is that supporting them with formal coursework during the two years of 
their commitment will not only speed up their pedagogical skill development, 
impact their professional efficacy and in the process help them better support 
student learning.  The ongoing assessment component of this master’s will soon 
show us whether this is a viable approach toward solving the issues swirling around 
TFA and alternate licensure programs in general.  With TFA currently placing 
approximately 7300 teachers in classrooms, which constitutes about 0.16 percent of 
the 3.9 million K‐12 teachers in America, it will be important to use these lessons 
learned in offering options to other alternative licensure teachers placed in urban 
school settings.  There is a great deal of work to be done. 
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Appendix A 

Teach for AmericaUC Denver Partnership 

36 Hour MA in Curriculum & Instruction: Pedagogy for Urban 
Leadership  

Program for Cohor  C (Summer 2010) t
 

Prefix    Course                  Credits            Location   
  Cost to Participants 
  TFA Courses 
IPTE 5020 TFA Summer Institute I   3  TFA   
 300 
IPTE 5120 TFA Summer Institute II   3  TFA   
 300 
IPTE 5220 TFA Professional Learning Communities 3  TFA   
 300 
LLC 5020 Workshop - Literacy & Language Teaching  3  TFA   
 300  

Sub-Total     12     
 1200 
  UC Denver Core courses 
SECE 6110 Curriculum in Urban Studies    3  UCD, TFA, DPS, 
online/hybrid 1,098 * 
REM 5050 Research and Assessment   3  UCD, TFA, DPS, 
online/hybrid 1,098 * 
SECE 5800 Motivation and Engagement in Learning 3  UCD, TFA, DPS, 
online/hybrid 1,098 * 
FNDS 5050 Critical Issues in Amer. Education  3  UCD, TFA, DPS, 
online/hybrid 1,098 * 
 Sub-Total     12     
 4,392 
 
    Concentration Area (SE  

        3    UCD, TFA, DPS, 
online/hybrid 

HD preapproved courses) 
Concentration – TFA # 1
0 ‐ 1,250 ** 

    3  UCD, TFA, DPS, 
online/hybrid 

Concentration – TFA # 2 
0 - 1,250 ** 

  Concentration – TFA # 3    3  UCD, TFA, DPS, 
online/hybrid 0 - 1,250 ** 
 Sub-Total     9     
 0 - 3,750     
  Elective course 
Elective        3  UCD or online  
 1,250 *** 
Recommended Electives: 
IPTE 5130 Democratic Schooling - Law and Ethics    online    
FNDS 5810 Creating a Socially Just Classroom    campus 
 
   Culminating Project 
  TFA Portfolio    0     
 0       
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Tuition Costs 
*All core course costs are approximate and do not include books and other possible fees.   

All core courses will be conducted off-campus or through an online or hybrid format.  The costs 
are established each year based on current in-state tuition through an agreement between TFA & 
UC Denver.  The tuition rate for the 2009-10 school year is $1098 per 3-credit course.  2010-
11rates have not been set.  Core courses will not incur student fees, with the exception of online or 
hybrid course fees.  

** All Concentration Area course costs are approximate and do not include books and other possible fees.   
The cost of ELA courses for TFA corps members teaching in DPS ELL-identified schools will be 
covered by DPS, provided the district has designated the TFA corps members to take these 
courses.  The cost of ELA courses for all other TFA corps members is $750 per ELA course and, 
in this situation, corps members must receive permission to enroll by calling UCD Continuing 
Education at 303-315-4985.  Enrollment for non-DPS-designated students is on a space-available 
basis.   

***All elective course costs are approximate and do not include books and other possible fees.   
Elective courses must be approved by a faculty advisor and are selected to meet your professional 
goals.  Elective courses can be on-campus or off-campus. 

 
Concentration Area Guidelines 
Concentration Area courses have been grouped to meet the professional goals of TFA corps members.  
Concentration Areas consist of three courses in a specific field of focus that have been pre-approved by 
SEHD faculty.  Concentration Area courses may be on-campus, off-campus, online, or hybrid depending 
on the course.  Students must select a Concentration Area (see below) and then choose any three courses 
within it. 
 
While this is a concentration focus of the Curriculum & Instruction degree, students will not receive a 
degree in this specific concentration area.    Instead, the degree will be an MA in Curriculum & 
Instruction: Pedagogy for Urban Leadership.  The Concentration Area also does not represent a 
certificate, endorsement, or license except when designated (see Certificates and Endorsements below.) 
 
 If a TFA corps member wants to enroll in a course that is not listed below, the course must be pre-
approved by the member’s SEHD Faculty Advisor. 
 
These courses have been approved for the following Concentration Areas: 
 

Linguistically Diverse Education 
English Language Acquisition 

(DPS only) + 

Linguistically Diverse Education 
(non-ELL required districts) 

Literacy 

LLC 5030: Language and Literacy 
Acquisition 

LLC 5030: Language and Literacy Acquisition LLC 5020: Workshop in Literacy and 
Language Teaching 

LLC 5770: Literacy Instruction for ELL  LLC 5050: Linking Assessment and Instruction  LLC 5710: Primary Literacy  
LLC 5820: Techniques in Teaching ESL  LLC 5770: Literacy Instruction for ELL  LLC 5720: Writing Process and Practice  
 LLC 5820: Techniques in Teaching ESL  LLC 5730: Literacy Across the 

Curriculum  
LLC 5910: Foundations of Language, Literacy 
and Culture  

 

 
+ ELA courses are required for TFA corps members teaching in a DPS school that is identified as serving 
a significant population of English Language Learners. 

Math Science 
SECE 5400: Curriculum in Secondary Mathematics  ELED/SECE 5350: Modern Trends in Science 
SECE 5401: Assessment in Mathematics Education ELED 5416: Math/Science Connections  
SECE 5417: Structure of Rational Number  SECE 5500: Nature of Science 
SECE 5440: Topics in Mathematics SECE 5650: Environmental Science Methods 

2010 HICE Proceedings - Page 265



 SECE 5800: Experiential Science Course (any 
one of these courses) 

 
Endorsements 
The following courses from the Concentration Areas listed above will count towards these respective   
endorsements. 
 

Reading Teacher 
Endorsement for 
Elementary 
Teachers –  
State of Colorado 

Reading Teacher 
Endorsement for 
Secondary 
Teachers –  
State of Colorado 

Linguistically 
Diverse Education 
Endorsement – 
State of Colorado 

LLC 5020, 5710, 
5720, 5730 

LLC 5020, 5720, 
5730 

LLC 5030, 5050, 
5820 

Requires 9 specific 
courses total. 

Requires 9 specific 
courses total. 
 

Requires 8 specific 
courses total.     

 
Frequently Asked Questions 

 
How do I apply to the program?  Applications are available by contacting the UC Denver School of 
Education and Human Development Student Services Center at 303-315-6300.  We have streamlined and 
shortened the process for applying to the graduate school by seeking your permission in the application to 
utilize some of TFA’s selection materials.  The preferred deadline for applications is Feb 15 of each year, 
especially if you are considering financial aid.  We will accept applications for summer enrollment until 
April 15 and for fall enrollment until July 15. 
 
Is there a fee for the Graduate School application process?  Yes, $50 due at the time of application 
submission. 
 
What if I am unsure whether I am going to apply for this MA program as a TFA corps member?  It 
is completely your choice to participate in this MA created by the TFA-UC Denver Partnership.  Both 
institutions have a commitment to creating the most effective, highly qualified teachers who will continue 
to make a difference with students in urban and diverse schools; this MA program will support you in 
becoming an exceptional urban educator.  It is important to know, however, that the deadline to get credit 
for your TFA Summer Institute which is included as a part of the MA program is November 15 of your first 
year in TFA, even though your MA program application will not be completed until the following spring.  
If you are at all considering the MA, we highly recommend that you register for and receive the credit.  
Even if you do not choose to pursue this MA, it will still show up as transcripted graduate level credit from 
a highly regarded graduate school and may be transferrable to another program in the future. 
 
How will the Core Courses be offered?  As long as there are always 20 students enrolled, two core 
courses will be offered every fall semester and the other two will be offered every spring semester.  All 
courses will have an online or hybrid option and some will be face-to-face at an off campus site (e.g., TFA 
offices or DPS school building).  Priority for some online/hybrid sections will be given to TFA corps 
members outside the Denver metro region.  TFA corps members do not begin core courses until their 2nd 
year in TFA. 
 
How will the Concentration Area Courses be offered?  TFA corps members will be expected to register 
for Concentration Area courses beginning as early as the summer after their 1st year.  Availability of 
particular course offerings or enrollment cannot be guaranteed.  Many courses have an online or hybrid 
option.     
 
What is required for the Culminating Project?  The Culminating Project consists of the TFA licensure 
portfolio completed after the 1st year.  The portfolio must be turned in to Ashley Oliver, TFA Director of 
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Professional Development, by May 15 of the first year and will be reviewed by UC Denver faculty for 
approval.  This will be augmented by the Final Performance Based Assessment, completed as part of the 
Motivation and Engagement in Learning course at the end of the 2nd year. 
 
Who will be my ADVISOR?  Lori Sisneros will serve as your academic advisor in the UC Denver School 
of Education and Human Development Student Services Center.  She can help you with questions 
regarding admissions, course offerings, records, financial aid, etc.  Lori can be contacted at 
lori.sisneros@ucdenver.edu or 303-315-6300. You will also be assigned a Curriculum & Pedagogy faculty 
advisor who will support you with professional advising and selection of your elective credits.    
 
Who do I contact regarding REGISTRATION questions?  Registration for courses in this MA program 
is done through UC Denver’s Continuing Education office in the School of Education and Human 
Development.  The process is on-line.  Specific instructions regarding registration will be e-mailed to all 
TFA corps members at the beginning of each semester.  For help with any aspect regarding registration, 
please contact Kevin Poole at kevin.poole@ucdenver.edu or 303-315-4984. 
 
What is the timeline for this program?  It is possible to complete this MA program during your 2-years 
with Teach for America, but some candidates may choose to extend beyond two years to complete the 
program in order to balance teaching full time and being a student.  A general timeline is provided on the 
following page with important deadlines. 
 

YEAYEARR  1  IN  TFA1 IN TFA   

FALL SEMESTER 
Can register for ELA-DPS course(s) or Concentration Area course(s) 
Engage in all TFA requirements 
 

• November 15 Deadline to register for IPTE 5020 & IPTE 5120 to earn credit for 
the TFA Summer Institute. 
 

SPRING SEMESTER 
Can register for ELA-DPS course(s) 
Engage in all TFA requirements 
 

• February 15 Preferred deadline to apply for the MA program (especially if 
considering financial aid); we will continue to accept applications 
through April 15 to be eligible for summer enrollment and July 15 to 
be eligible for fall enrollment 
 

• April 15 Deadline to apply for the MA program to be eligible for summer 
enrollment 
 

SUMMER SEMESTER 

Can register for ELA-DPS course(s) or other Concentration Area 
course(s) 
Can register for Elective course in collaboration with Faculty Advisor 
 

• July 1 Deadline to register and receive credit for IPTE 5220 - TFA 
Professional Learning Communities. 

• July 15 Deadline to apply for the MA program to be eligible for fall 
enrollment 

YEAYEARR  2  IN  TFA2 IN TFA    

FALL SEMESTER 

2 Core Courses (registration deadlines identical to UC Denver Yearly 
Academic Calendar-see www.ucdenver.edu and select downtown 
campus) 
 

SPRING SEMESTER 

2 Core Courses (registration deadlines identical to UC Denver Yearly 
Academic Calendar-see www.ucdenver.edu and select downtown 
campus) 
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SUMMER SEMESTER 
Can register for any remaining ELA-DPS course(s) or Concentration 
Area course(s) and/or Elective course in collaboration with Faculty 
Advisor 
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The Four Stages of Diversity Workshop: 
Teaching Practices through Diversity to Impact Society and Student’s Behavior 

 
Kimetta R. Hairston, Ph.D.  

 
Abstract 

 
Diversity acknowledges and respects a person’s total identity and social existence based 

on their individual social values and beliefs. The four stages of diversity were developed 

for pre-service and in-service teachers to have an interpersonal cultural experience that 

carries over into their classroom practices and curriculum development. The four stages 

include: the process, the realization, the implementation and living within Diverse City. 

This paper is an in-depth analysis of data from undergraduate and graduate level college 

students from Pennsylvania which examines the impact of society and student behaviors 

on in-service and pre-service teachers. The paper focuses on self-realizations that evolved 

during the process and discusses how the educators became culturally responsive in their 

classroom environments and curriculum development. Implementing an effective 

culturally responsive curriculum can bridge gaps between different cultural groups.  
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PROFILES OF SCIENCE ACHIEVEMENT AND SCIENCE TEACHER RETENTION: 

PRACTICES AND CHARACTERISTICS OF TEXAS HIGH SCHOOLS AND  
THEIR SCIENCE TEACHERS 

 
Carol L. Stuessy 
Dane Bozeman 

Texas A&M University, College Station 
 

Toni Ivey 
Oklahoma State University, Stillwater 

 
 

Abstract 
 

Data from Texas high schools and their science teachers were collected in an NSF-supported 
project designed to investigate the state-of-the-state of the high school science teacher professional 
continuum (TPC) of recruitment, induction, professional development, and retention. Data sources 
included interviews of teachers and principals, questionnaire responses of teachers, school master 
schedules, and state-archived education databases. These sources were used to investigate 
variables predicting high school science teacher retention and high school student achievement in 
science. Data were collected at 50 high schools (with their 385 teachers) randomly chosen to 
represent the total population of 1,333 public high schools and the approximated 10,000 teachers 
who provide science instruction to Texas high school students. Methods of sampling plan design, 
instrument development, retention rate estimation, and quantifying qualitative interview data were 
integral components of the research plan and are elaborated in this paper. Multiple regression 
analyses determined the relative importance of a number of school- and teacher-level variables in 
predicting either high school science teacher retention or school science student achievement.  
Teacher-level variables included teachers’ job satisfaction, involvement in leadership activities, 
educational experience, and employment as a function of school-size and school minority profile. 
School-level variables included measures of induction practices and professional development 
support, school size, and school minority profile. School-level measures of achievement (i.e., 
state-mandated science test scores, college entrance exam data, and enrollment in Advanced 
Placement science classes high schools’ practices) were used to develop an algorithm for student 
science achievement.  While our findings support some teacher- and school-level variables as 
predictors of student science achievement, neither teacher- nor school-level variables were good 
predictors of science teacher retention.  
 

 
Introduction 

 
This session provides information about practices and policies having implications for the science 

achievement of high school students and retention of high school science teachers in the state of Texas. 
Retention of high-quality teachers is a recurring theme in discussions about students’ achievement in 
science.  Furthermore, research results also support positive relationships between student achievement, 
professional development, and teacher quality (e.g., Council of Chief State School Officers, 2009; Darling-
Hammond & Ball, 1998; Ferguson, 1991; Sanders & Horn, 1998; Von Secker & Lissitz, 1999). Teacher 
quality increases with continuous, school-centered professional development (Carroll & Foster, 2009); with 
teaching practices where teachers design, test, and refine their instruction (e.g., Cobb, Zhao, & Dean, 2009; 
Minstrell & Van Zee, 2000); and with connections of classroom experience to outside-of-school 
experiences (Kahle & Kronebusch, 2007). These are most advantageous when incorporated into the 
structure of collaborative learning teams of both veteran and novice teachers who “share their expertise and 
experience with each other across the generations” (Carroll & Foster, 2009).   

Teachers at all career stages make contributions to their school environment. Novice science 
teachers contribute enthusiasm, ideas of reformed practice, new models of teaching, and up-to-date 
scientific knowledge. Though entering the profession with needs to understand professional culture and 
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learn the tools of the trade, novices can revitalize an aging, veteran-oriented professional culture (Kardos, 
Johnson, Peske, Kauffman, & Liu, 2001). Veteran teachers contribute their expert knowledge to others 
while also providing optimal learning environments for their students. Veterans can mentor, model, 
practice self-reflection (Colley, 2003), and play the role of experts in an integrated professional culture 
(Kardos et al., 2001) that orients, inducts, and supports novice teachers.  

As much as half of all novice teachers leave the profession during their first five years (Feiman-
Nemser, 2003; Ingersoll, 2001; Smith & Ingersoll, 2004), including those who have indicated comfort with 
the profession (see Berliner, 2000). New teachers are not the only ones leaving, however. A crisis in 
education is predicted with increasingly higher levels of teacher attrition, increasing numbers of children 
entering school, and the impending retirement of over 30 percent of the nation’s Baby Boomer generation 
teachers.  “In the next four years we could lose a third of our most accomplished educators to retirement” 
(Carroll & Foster, 2009).  Retirement, however, is not the only reason that teachers leave the profession, as 
many teachers leave teaching years before they reach retirement age.   

Retention of high school science teachers is a mounting concern confronting 21st century 
stakeholders. Texas mirrors the nation in terms of lacking a system that coherently recruits, inducts, 
renews, and retains classroom science teachers who remain energized, enthusiastic, and well prepared to 
address the needs of today’s learners, as well as satisfied with their jobs until they retire.  Theoretical 
models and empirical data of worker turnover suggest that highly satisfied teachers will remain in teaching 
(e.g., Bacharach & Baumberger, 1990; Heyns, 1988; Mitchell, Ortiz, & Mitchell, 1987; Stockard & 
Lehman, 2004). However, little is known about the complex relationships that exist among a number of 
school- and teacher-related factors in creating a culture that supports students’ science achievement.   

To represent the synthesis of the extensive review of the literature by the Policy Research 
Initiative in Science Education (PRISE) Research Group (see Stuessy, 2007), a conceptual framework was 
developed to represent the complex interactions among a number of variables affecting student science 
achievement and high school science teacher retention (Figure 1). 

 
 

Methodology 
Goal and Objective 

 
This session centers on analyses of data collected in an NSF-supported project investigating the 

high school science teacher professional continuum (TPC).  Our overall goal in this paper is to explore 
relationships between and among school- and teacher-level variables related to the TPC and measures of 
high school students’ science achievement.  Specifically, our objective is to assess the relative importance 
of a number of school and teacher practices and demographic characteristics to predict two outcome 
variables: student science achievement and high school science teacher retention. 
 
 
Research Questions 
 
 These questions framed the research for this study, which aimed to investigate the relative 
importance of school and teacher variables in predicting high school science teacher retention and high 
school science student achievement in Texas. 
 

1. What is the relative importance of Texas schools’ professional practices and demographic features 
in predicting high school science teacher retention? 

2. What is the relative importance of Texas teachers’ professional practices, job satisfaction, and 
personal demographic features in predicting high school science teacher retention? 

3. What is the relative importance of Texas schools’ professional practices and demographic features 
in predicting high school science student achievement? 

4. What is the relative importance of Texas teachers’ professional practices, job satisfaction, and 
personal demographic features in predicting high school science student achievement? 
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. 

 
 
Figure 1.  Concept map developed by the PRISE Research Group to illustrate the relationships between 
and among programs, policies and practices, and strategies that lead to teachers’ job satisfaction and 
retention and students’ success in science. 
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Research Approach 
 
Mixed research methods (e.g., Creswell & Plano-Clark, 2006) were used to query and analyze  

data gathered from 50 schools randomly selected to represent the 1,333 public schools in Texas that 
provide science courses to high school students.  Data included interviews, surveys, and archival data to 
investigate relationships between and among quantitative and qualitative variables in the study.  Specific 
methods for collecting and preparing data for analysis are described below. A series of multiple regression 
models were created to identify the extent to which either high school science teacher retention or high 
school science student achievement can be predicted by a set of school-level and teacher-level predictors.  
 
Population Estimation 

 
Estimating the population of schools in Texas that provide science courses to high school students 

was accomplished by using a modified random stratified sampling procedure to identify a scientific sample 
of Texas public schools to represent the entire population. To derive the sample, all Texas public schools 
were stratified by explicit variables of size and student minority population and by the implicit variable of 
geographic location to yield three subsamples (Small, Medium, Large) within 50 representative schools that 
were fairly equal in size (Table 1). Participation rates for the three sizes of schools resulted in an overall 
78.0 percent school participation rate. Schools not choosing to participate in the study were replaced with 
schools from the same sampling frame used to select the original schools to yield a modified probability 
participation rate of 100 percent. Chi-square tests were performed to empirically support population 
validity. The PRISE research group failed to reject the null hypothesis (χ2 = 0.867, df = 11, pcrit  = 19.675) 
that the frequency distribution of PRISE sampled schools was the same as all Texas schools.  While the 
sampling plan yielded a sample of high schools to represent the entire population of 1,333 public high 
schools in Texas, the plan also yielded a sample of 385 teachers (i.e., all science teachers teaching in the 
sample schools) to represent the entire approximated population (Nt = 10,264) of public high school science 
teachers in Texas (see Eqn. 1).  

 
 

Nt = (nt * Ns) / n2       (Eqn. 1) 
 
where Nt is the estimated statewide teacher population size, nt is the summated teacher 
population size from each sampled school, Ns is the statewide school population size, and ns is 
the school sample size. 
 

TABLE 1 
Participation status for the 50 PRISE sample schools 

School   Participation Status Random 
Participation 

Rate (%) Type Count  Random Replacement Declined 

Small 15  13 2 0 86.7 
Medium 17  10 7 0 58.8 
Large 18  16 2 0 88.9 
Total 50  39 11 0 78.0 
 
 
School-level variables 
 

Table 2 lists school-level variables; description, source, and development of the measure; and 
descriptive statistics for all 50 schools in the random sample.  The development of most school-level 
measures was straightforward, excluding the two measures for Induction and Professional Development 
Practices.  The development of measures for these two variables required a process of quantifying 
qualitative data as described by Chi (1987). Principals’ interview transcripts were searched for their 
mention of particular induction and professional development practices. A system of classification was 
developed for categorizing practices into categories, which were then clustered to derive scoring rubrics 
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(see Figures 2 and 3). Practices within the rubrics were rated as to their importance by a panel of experts so 
that total scores reflected a weighted total score for each school for its induction and professional 
development practices.  

 
TABLE 2 
Measures of school-level variables 

Variable Name Description, Source, and Development of 
Measure  Descriptive Statistic for All 

Sample Schools (n = 50) 

Professional Culture Distribution of teachers by type (e.g., novice, 
integrated or veteran) within each school; a mean 
value was calculated for each school, where novice 
teachers were scored as 1 and all other teachers 
scored as 2; mean scores within each school were 
used to define novice-dominated (0.0-1.3.9), 
integrated (1.4-1.6), veteran-dominated (1.61-2.0)    

 

 

Novice = 5 
Integrated = 11 
Veteran = 34 

Induction Practices Principal interview data scored on a rubric with 
weighted values (See Figure  2) 

 
Mean = 16.7 
Median = 13 
Minimum = 1 
Maximum = 59 
SD = 12.1 

Professional 
Development Practices 

Principal interview data scored on a rubric with 
weighted values (See Figure 3) 

 
Mean = 61.1 
Median = 57 
Minimum = 3 
Maximum = 205 
SD = 42.0 

School Size University Interscholastic League classification 
was used to classify each school as Small (1A), 
Medium (2A, 3A), or Large (4A, 5A) 

 
Small = 15 
Medium = 17 
Large = 18 

School Minority 
Profile 

Minority student proportion was used to classify 
each school as either Very Low (< 35%), Low 
(35% - 49%), High (50% - 74%), or Very High 
(75% - 100%), categories distinguished by Texas 
state databases  

 
Very Low = 42% 
Low = 16% 
High = 24% 
Very High = 18% 

Retention Rate Percentage of science teachers from 2007-08 
school year who remained for the 2008-09 school 
year 

 
Mean = 75.4 
Median = 80.0 
Minimum = 0.0 
Maximum = 100.0 
SD = 24.6 

Student achievement 
score 

Student achievement score describing the school 
using aggregated student achievement on four 
criteria  

 
Mean = 11.3 
Median = 11 
Minimum = 3  
Maximum = 21 
SD = 3.94 
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Figure 2.  Scoring rubric developed to assess Texas high school’s induction practices.
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Figure 3.  Scoring rubric to assess Texas high schools’ professional development strategies. 
 
 
Teacher-level variables 
 

Table 3 lists teacher-level variables.  Measurement was straightforward for most variables, 
excluding measures for Leadership Activity and Job Satisfaction.  For these two variables, the Texas Poll of 
Secondary Science Teachers was developed to measure teachers’ leadership activity and job satisfaction.  
Development of the poll involved a review of the literature (Stuessy, 2007), original instrument design, 
pilot-testing, and revision to yield an instrument of 6 professional activity questions and 14 job satisfaction 
questions. Factor analysis of the job satisfaction questions revealed a four-factors. A Cronbach’s alpha 
value of 0.862 was derived to support instrument reliability. The return rate for the Texas Poll of Secondary 
Science Teachers was 89.2% (Table 4).  The six leadership activity questions requested information about 
teachers’ involvement in activities related to recruitment, induction, professional development, and general 
leadership activities.  Teachers’ satisfaction with aspects of their current teaching positions included 
autonomy, recognition, physical environment, collegiality and cooperation, administrative support, and 
focus on students. 
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 TABLE 3 
Measures of teacher-level variables 

Variable Name Description, Source, and Development of Measure  Descriptive Statistic 

Teacher 
Professional       
Stage 

Total years of teaching experience data from TEA 
categorized as Induction (< 3 yrs), Mid-career (3 – 
6 yrs.), and Veteran (> 7 yrs.) 

 Induction = 96 
Mid-career = 61 
Veteran = 213 
Unknown = 15 

New to School Self-reported Mid-Career and Veteran teacher data 
describing total years of teaching at their current 
school campus 

 New to school = 26 
2 plus = 222 
Unknown = 26 

Leadership Summed responses from sampled teachers to 6 
questions on the Texas Poll of Secondary Science 
Teachers  

 Mean = 21.3 
Median = 18 
Minimum = 0 
Maximum = 77 
SD = 13.2 

Job satisfaction Summed responses from sampled teachers to 14  
questions on the Texas Poll of Secondary Science 
Teachers 

 Mean = 42.0 
Median = 42 
Minimum = 22 
Maximum = 56 
SD = 6.3 

Experience Total years of teaching experience as recorded by 
the TEA 

 Mean = 11.3 
Median = 9 
Minimum = 0 
Maximum = 46 
SD = 10.2 

Degree Highest level of post-secondary education as 
recorded by the TEA 

 Bachelor = 266 
Master = 87 
Doctor. = 8 
Unknown = 24 

School size 
membership 

University Interscholastic League classification of a 
single teacher’s school was used to classify each 
teacher as a Small , Medium , or Large size school 
teacher 

 Small = 26 
Medium = 87 
Large = 272 

School minority 
profile membership 

Minority student proportion of a single teacher’s 
school was used to classify each teacher as either 
Low or High minority profile  school teacher 

 Low = 180 
High = 205 

 
 
TABLE 4 
Teacher return rates of the Texas Poll of Secondary Science Teachers 

School Size School Count Teacher Count Response Return Rate (%) 

Yes No 

Small 15 26 24 2 92.3 

Medium 17 87 74 13 85.4 

Large 18 272 245 27   90.1 

Total 50 385 346 42 89.2 
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Student Science Achievement 
 
 Statistics available from a state-maintained database were used to develop a complex variable for 
student science achievement at the school level using students’ scores of academic achievement on a high-
stakes science examination (Texas Assessment of Knowledge and Skills, TAKS) required for high school 
graduation, percentage of students at the school taking a college entrance examination (i.e., SAT or ACT), 
percentage of students passing or exceeding the criterion on a college entrance examination, percentage of 
students enrolled in Advanced Placement science courses, and school rating by the state (See Appendix 1). 
An algorithm was developed using additive and multiplicative weights for these four student achievement 
variables aggregated at school-level to yield a complex Student Science Achievement Score.   
 
 The weight for each component (e.g. TAKS score, percent of students taking entrance college 
examination, percent of students passing college entrance examinations at criterion, percent of students in 
dual or AP courses, and school rating) used in calculating a school’s student achievement score was 
determined by first identifying the distribution for each component. The following algorithm was used to 
generate a student achievement score for 49 of the 50 schools. The single exception was a 9th grade only 
campus for which no data was obtained.      
 
 Student achievement score = Σ [(1.5 * TAKS – 0.5) + CEET + PEET + APDE + SR]; where 
 
  TAKS   =   Weight for percent of students passing 11th grades TAKS Test 
  CEET   =   Weight for percent of students taking college entrance examinations 

PEET   =   Weight for percent of students passing college entrance examination at or 
above criterion 

  APDE  =   Weight for percent of students enrolled in dual credit or AP courses 
  SR        =   Weight for school’s state rating 
 
  
Statistical Analyses 
 
 Descriptive statistics for each set of predictors for the 50 samples schools were calculated using 
SPSS 16.0, as well as for three subsamples of school differentiated by size (i.e., Small, Medium, and 
Large), for two subsamples of school differentiated by student minority profile in four levels (from Very 
Low to Very High), and by 12 school types differentiated by both size and student minority profile.  
School-level statistical tables appear in Appendix II. Teacher-level statistical tables appear in Appendix III.  
Multiple regressions were performed to answer each of the four research questions using school-level and 
teacher-level variables as predictors of student achievement and teacher retention.    
 
 

Results 
 
Descriptive Statistics 
 
 Appendices II and III provide descriptive statistics for each of the school-level and teacher-level 
variables of interest in the study.  Tables present data for (1) all sample schools (n=50), (2) schools by size 
(Small, Medium, Large), (3) schools by minority student profile (Very Low, Low, High, and Very High), 
and (4) schools by both size and minority student profile (i.e., Small, Medium, and Large Schools in 
minority student profiles of Very Low, Low, High, and Very High).    
 
Multiple Regressions 
 
 Predictions of Teacher Retention.  Two regression models were created to determine the extent to 
which teacher retention can be predicted using school-level and teacher-level variables, respectively.   
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School-level variables of Induction Score, Professional Development Score, Student Minority Profile, and 
School Size were used the first multiple regression model to predict Teacher Retention.  Table 5 
summarizes the results of the multiple regression model 1, indicating that the four variables chosen as 
predictors predicted 5 percent of the variance in Teacher Retention, with none of the variables achieving a 
level of significance at or below p = 0.05.  ANOVA (See Table 6) values for the linear regression model 
describing teacher retention indicate that less than 5 percent of the total variance describing teacher 
retention can be described using the four chosen variables. Additionally, the scatterplot in Figure 4 does not 
indicate a linear relationship between any standardized beta values of the predictors and the dependent 
variable (teacher retention).   
 
TABLE 5 
Regression coefficients for multiple regression model 1 describing teacher retention using school level  
variables a b 

 Unstandardized   
Coefficients 

Standardized 
Coefficients 

t value Sig. 

 b SD Beta   

Constant 62.224 15.079  4.127 0.000 

Induction score 0.335 0.376 0.165 0.893 0.377 

PD score 0.030 0.100 0.052 0.304 0.763 

School size small 14.458 11.805 0.272 1.225 0.277 

School size medium 5.195 9.840 0.101 0.548 0.587 

Minority student profile lowest -3.665 9.830 -0.074 -0.373 0.711 

Minority student profile low 5.600 12.724 0.084 0.440 0.662 

Minority student profile high 1.221 11.506 0.019 0.106 0.916 

a. Dependent Variable: Teacher retention 
b. Predictors: Induction score, Professional development score, 3 Scholl size levels, and 4 Minority student 

profile levels 
 
 
TABLE 6  
ANOVA values for multiple regression model 1 describing teacher retention using school level variables a b 

 Sum of 
Squares 

df Mean Square F ratio Sig. 

Regression 1,333.461 7 190.494 0.283 0.957 

Residual 28,228.262 42 672.101   

Total 29,561.723 49    

a. Dependent Variable: Teacher retention 
b. Predictors: Induction score, Professional development score, 3 Scholl size levels, and 4 Minority student 

profile levels  
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Figure 4. Scatterplot of teacher retention and standardized value predicted in multiple regression model 
1using school level variables. 
 

 
Teacher-level variables of (1) Leadership, (2) Job Satisfaction, (3) Total years of teaching 

experience, (4) Level of Education, (5) Student Minority Profile, and (6) School Size were used to predict 
Teacher Retention in the second multiple regression model.  Table 7 summarizes the results of the multiple 
regression model 2, indicating that the six variables chosen as predictors predicted 3 percent of the variance 
in teacher retention. Only one of the variables, Teacher Leadership, achieved a level of significance at or 
below p = 0.05. ANOVA (See Table 8) values for multiple regression model 2 describing teacher retention 
indicate less than 5 percent of the total variance describing teacher retention can be described using the six 
chosen predictors. Additionally, the scatterplot in Figure 5 does not indicate a linear relationship between 
any standardized beta values of the predictors and the dependent variable (Teacher Retention).   
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TABLE 7 
Regression coefficients for multiple regression model 2 describing teacher retention using teacher level 
variables a b 

 Unstandardized 
Coefficients 

Standardized 
Coefficients 

t value Sig. 

 b SD Beta   

Constant 72.474 6.915   10.481 0.000 

Leadership score 0.177 0.074 0.128 2.390 0.017 

Job satisfaction score 0.014 0.159 0.005 0.085 0.932 

Total teaching experience -0.006 0.099 -0.003 -0.056 0.955 

School size small 5.051 3.982 0.071 1.268 0.206 

School size medium -1.586 2.381 -0.036 -0.666 0.506 

Minority student profile lowest -2.031 3.188 -0.037 -0.637 0.524 

Minority student profile low -5.474 2.842 -0.117 -1.926 0.055 

Minority student profile high -3.179 2.359 -0.084 -1.348 0.179 

Master degree 2.795 2.293 0.066 1.219 0.224 

Doctor degree 6.040 6.565 0.049 0.920 0.358 

a. Dependent Variable: Teacher retention 
b. Predictors: Induction score, Professional development score, 3 Scholl size levels, 4 Minority student 
profile levels, and 3 Degree levels 
  
 
TABLE 8 
ANOVA values for multiple regression model 2 describing teacher retention using teacher level variables a 

b 

 Sum of 
Squares 

df Mean Square F ratio Sig. 

Regression 5,216.034 10 521.603 1.613 .101 

Residual 113,188.900 350 323.397     

Total 118,404.934 360       

a. Dependent Variable: Teacher retention 
b. Predictors: Induction score, Professional development score, 3 Scholl size levels, 4 Minority student 
profile levels, and 3 Degree levels 
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Figure 5. Scatterplot of teacher retention and standardized value predicted by multiple regression model 2 
using teacher-level variables. 
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 Predictions of student achievement. Two regression models were created to determine the extent 
to which student achievement can be predicted using school-level and teacher-level variables, respectively.  
 
School-level variables of Induction Score, Professional Development Score, Student Minority Profile, and 
School Size were used to predict Student Achievement.  Table 9 summarizes the results of the multiple 
regression model 3, indicating that the four predictors account for 38.2 percent of the variance in Student 
Achievement. One predictor, Induction Score, achieved a level of significance at or below p = 0.05.  
ANOVA (See Table 10) values for the multiple regression model 3 describing student achievement indicate 
almost 40 percent of the total variance describing student achievement can be accounted for using the four 
predictors. Additionally, the scatterplot in Figure 6 indicates a linear relationship between the standardized 
beta values of the predictors  and the dependent variable (student achievement).   
 
 TABLE 9 
Regression coefficients for multiple regression model 3 describing student achievement using school level 
variables a b 

 Unstandardized   
Coefficients 

Standardized 
Coefficients 

t value Sig. 

 b SD Beta   

Constant 11.890 1.965  6.052 0.000 

Induction score 0.137 0.049 0.421 2.823 0.007 

PD score -0.007 0.013 -0.072 -0.514 0.610 

School size small -1.184 1.559 -0.140 -0.759 0.452 

School size medium -0.767 1.252 -0.094 -0.613 0.544 

Minority student profile lowest -2.543 1.299 -0.321 -1.957 0.057 

Minority student profile low -2.790 1.645 -0.264 1.696 0.097 

Minority student profile high -1.504 1.487 -0.149 -1.012 0.318 

a. Dependent Variable: Student achievement score 
b. Predictors: Induction score, Professional development score, 3 Scholl size levels, and 4 Minority student 

profile levels 
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TABLE 10 
ANOVA values for multiple regression model 3 describing student achievement using school level 
variables a b 

 Sum of 
Squares 

df Mean Square F ratio Sig. 

Regression 284.839 7 40.691 3.625 0.004 

Residual 460.263 41 11.226   

Total 745.102 48    

a. Dependent Variable: Student achievement score 
b. Predictors: Induction score, Professional development score, 3 Scholl size levels, and 4 Minority student 

profile levels 
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Figure 6. Scatterplot of student achievement and standardized value predicted by multiple regression model 
3. 
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 Recent research in the area of school professional culture (e.g., Kardos et al., 2001) convinced us 
to explore results of creating a Professional Culture variable. We used years of Teaching Experience to 
create this variable.  Described in Table 2, we developed a classification system for schools based on the 
distributions of teachers in the school population by their years of teaching experience.   A school classified 
as having a novice-oriented professional culture has a disproportionate number of novice teachers, in 
comparison to the number of veteran teachers in the school.  Veteran-oriented cultures have a 
disproportionate number of veteran teachers.  All other schools not classified as veteran- or novice-oriented 
professional cultures were classified as integrated professional culture schools. Proportions are detailed in 
the explanation for the variable appearing in Table 2. 
 We then used standardized prediction values from multiple regression model 3 (Table 9) to predict 
Student Achievement for each type of school classification.  Figures 7-9 visually demonstrate the existence 
of linear relationship between the prediction variables in the model and Student Achievement. 
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Figure 7. Scatterplot of student achievement score and standarized value predicted in multiple regression 
model 3 for schools having a novice-oriented professional culture. 
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Figure 8. Scatterplot of student achievement and standardized value predicted in multiple regression model 
3 for schools having an integrated professional culture. 
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Figure 9. Scatterplot of student achievement and standardized value predicted in multiple regression model 
3 for schools having a veteran-oriented professional culture. 

 
 
Teacher-level variables of (1) Leadership, (2) Job Satisfaction, (3) Total years of teaching 

experience, (4) Level of education, (5) Student Minority Profile, and (6) School Size were used to predict 
Student Achievement.  Table 11 summarizes the results of multiple regression model 4 , indicating that the 
six predictors accounted for 39.4 percent of the variance in student achievement, with four of the variables 
achieving a level of significance at or below p = 0.05 (Job satisfaction, School Size, Minority Student 
Profile, and Level of Education)).  ANOVA (See Table 12) values for multiple regression model 4 
describing Student Achievement indicate that approximately 40 percent of the total variance describing 
Student Achievement can be accounted for using the six predictors. Additionally, the scatterplot in Figure 
10 does indicate a linear relationship between the standardized beta values of the predictors and the 
dependent variable (Student Achievement).   
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TABLE 11 
Regression coefficients for multiple regression model 4 describing student achievement a b 

 using teacher-
level variables 

 Unstandardized 
Coefficients 

Standardized 
Coefficients 

t value Sig. 

 b SD Beta   

Constant 12.149 1.301   9.337 0.000 

Leadership score -0.005 0.014 -0.016 -0.372 0.710 

Job satisfaction score 0.071 0.030 0.106 2.360 0.019 

Total teaching experience -0.018 0.019 -0.043 -0.973 0.331 

School size small -2.289 0.749 -0.139 -3.057 0.002 

School size medium -1.963 0.448 -0.194 -4.376 0.000 

Minority student profile 
lowest -1.056 0.636 -0.076 -1.661 0.098 

Minority student profile low -4.569 0.530 -0.420 -8.621 0.000 

Minority student profile high -5.528 0.440 -0.626 -12.566 0.000 

Master degree 1.209 0.433 0.122 2.790 0.006 

Doctor degree 2.449 1.224 0.086 2.001 0.046 

a. Dependent Variable: Student achievement score 
b. Predictors: Induction score, Professional development score, 3 Scholl size levels, 4 Minority student 
profile levels, and 3 Degree levels 
 
 
 
TABLE 12 
ANOVA values for multiple regression model 4 describing student achievement a b 

 Sum of 
Squares 

df Mean Square F ratio Sig. 

Regression 2,497.515 10 249.751 22.222 0.000 

Residual 3,843.743 342 11.239   

Total 6,341.258 352    

a. Dependent Variable: Student achievement score 
b. Predictors: Induction score, Professional development score, 3 Scholl size levels, 4 Minority student 
profile levels, and 3 Degree levels 
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Figure 10.  Scatterplot of student achievement and standardized value predicted by multiple regression 
model 4 using teacher-level variables. 
 
 
 Using the same method for further examining the regression models by separating schools by 
Professional School Culture, we used standardized prediction values from multiple regression model 4 
(Table 11) to predict Student Achievement from school-level variables.  Figures 11-13 visually 
demonstrate regressions for novice-oriented, integrated, and veteran-oriented professional culture schools.  
Scatterplots in Figures 12 and 13 indicate similar patterns for schools with integrated and veteran-oriented 
professional school cultures. These scatterplots validate the model presented in Table 11. On the other 
hand, novice-oriented professional culture schools (Figure 11) poorly fit the model as described in Table 12 
and in the expected amount of explained variance. 
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Figure 11. Scatterplot of student achievement and standardized value predicted in multiple regression 
model 4 for schools having a novice-oriented professional culture. 
 

2010 HICE Proceedings - Page 292



Standardized value predicted in regression model
2.000001.000000.00000-1.00000-2.00000

S
tu

d
en

t 
ac

h
ie

ve
m

en
t 

sc
o

re
16.00

14.00

12.00

10.00

8.00

6.00

 
Figure 12. Scatterplot of student achievement and standardized value predicted in multiple regression 
model 4 for schools having an integrated professional culture 
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Figure 13. Scatterplot of student achievement and standardized value predicted in multiple regression 
model 4 for schools having a veteran-oriented professional culture. 
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Discussion  
 
Teacher retention and school-level variables 
 
 The research literature indicates that robust practices and policies for induction and professional 
development at the school level lead to higher levels of teacher retention.  Logically, it follows that schools 
would retain teachers if they have comprehensive and coherent policies for inducting new teachers and for 
increasing teachers’ knowledge and skills in science and in pedagogy through professional development 
practices. Our findings for schools in Texas, however, do not conform to the findings of previous studies 
that support relationships of these variables to retention.  A closer examination of the descriptive statistics 
we provide in the text and appendices for induction and recruitment practices may shed some light on our 
findings. 
 For example, the descriptive statistics for our calculations of induction reveal a range of 58 
possible points on the scoring rubric (Figure 2) developed to rate schools’ practices in induction.  While the 
range is 58, note that the mean is 16.7, with scores skewed towards the lower end of the range (see Table 
2). While mean induction scores increase with size (Appendix Table IIA.2), the highest mean achieved, 
which was with large schools, is not even half of the range of possible scores. Patterns for schools 
disaggregated by minority student profile are not as clearly delineated as those for size, but across the board 
none of the means approach the midpoint of the range. Appendix Tables IIA.1 through IIA.6 indicate low 
induction scores in every type of school, regardless of size and/or minority student profile, suggest a need 
for schools to reflect on their current induction practices and policies currently, examine the induction 
approaches used by other schools, and consider modifying their induction practices to perhaps increase 
teacher retention. 
 Similar results were also obtained for professional development scores. Low scores overall (see 
Appendix Tables IIB.1 through IIB.6) indicate room for the development of creative strategies to provide 
quality professional development for science teachers, across the board.  Schools with more supportive 
practices perhaps would then show higher rates of teacher retention. Scores for both induction and 
professional development indicate a need for more attention at the level of school to develop 
comprehensive and cohesive plans, perhaps even integrating induction and professional development, as 
suggested most recently by Kahle and Kronebusch (2003). 
 
Teacher retention and teacher-level variables 
 
 The only teacher-level variable worthy of mention in multiple regression model 1 (Table 7) was 
Leadership Score. This variable, while statistically significant (t = 2.390; p = 0.017), is otherwise 
unremarkable. Low standardized coefficients indicate little contribution of this variable to a very weak 
model describing only 3.0 percent of the variance. The scatterplot (Fig. 5) further supports the conclusion 
that very little of the variance in teacher retention can be explained using this model of teacher-level 
predictors.   
 
Student achievement and school-level variables 
 
 The model using school-level variables appears more promising in terms of identifying predictors 
for student achievement than the model for predicting teacher retention. The school’s Induction Score in 
this scenario is a much stronger predictor of Student Achievement. Furthermore, schools having higher 
minority student profiles predict higher student achievement than their counterparts with lower minority 
student profiles, without exception.  Appendix Tables IIB.3, IIB.4, and IIB.5 indicate much high levels of 
Professional Development in high minority schools than those with lower minority student profiles, with 
the exception of Large schools (Appendix II; Table IIB.6).  Large schools for the most part in Texas have 
higher levels of minority students.  Our findings indicate that higher Professional Development scores in 
Large schools may enhance Student Achievement. School classifications by Professional Culture (see 
Figures 6-8) reveal similar trends.  Regression models for novice-oriented, integrated, and veteran-oriented 
professional cultures show scatterplots similar to the original regression model. 
 Our findings using teacher-level variables to predict student achievement scores reflect common 
current understandings about the role of highly-qualified teachers in student learning. In our study, teachers 
who are active as leaders in their professional environments, who have opportunities for close relationships 
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with their students (i.e., coming from teaching in smaller class sizes and in a more intimate “family 
atmosphere” to the school), and have continued their learning beyond their undergraduate degrees, 
regardless of the school’s minority student profile, educate students in schools exhibiting higher levels of 
student achievement.  Our model explained 40 percent of the total variance in student achievement. 
Scatterplots indicate similar patterns for schools with integrated and veteran-oriented professional culture 
schools, thus validating the regression model explained in Table 10. Novice-oriented professional culture 
schools, on the other hand, poorly fit the model and show little similarity to the original regression model. 
 
 In terms of answering our four original research questions, we are prepared to say the following at 
this preliminary stage of our research about students’ science achievement and teachers’ retention in Texas 
high schools: 
 

1. Neither school-level professional practices nor teacher-level professional practices appear to be 
educationally significant predictors of high school science teacher retention.  

2. One teacher-level predictor, Leadership Activity, was the only statistically significant predictor in 
the multiple regression model developed to predict high school science teacher retention. 

3. The only school-level predictor showing statistical significance in predicting high school science 
achievement was the school’s score on induction practices.  While statistically significant, the 
induction practices contributed very little to the overall explanation of a multiple regression model 
that explained 38.2 percent of the variance in student science achievement. 

4. Several teacher-level predictors of high school science achievement were found to be statistically 
significant in a multiple regression model that explained 40.0 percent of the variance in student 
science achievement. These variables were teachers’ job satisfaction, demographics (i.e., size and 
minority student profile) of the school in which the teacher worked (in which achievement 
increased with a decrease in size of school and in minority student population), and teachers’ 
education past their undergraduate college work that led to a master’s or doctoral degree. 

 
In the light of previous empirical findings of relationships between school- and teacher-level 

practices and high school science teacher retention, the findings summarized in Result 1 suggest that we 
explore other statistical procedures to investigate the nature of the relationships between and among high 
school science teacher retention with other predictor variables.  For example, non-linear approaches may be 
more appropriate for the particular dependent variable of high school science teacher retention. We are not 
convinced at this point in our research that predictors do not exist for teacher retention amongst the school-
level variables we chose to examine. However, to maintain consistency with the research questions 
presented in this study, at this time we choose to state simply that the multiple regression analyses as 
performed here did not uncover remarkably significant school-level predictors for science teacher retention.  
Result 2 indicates a statistically significant relationship between a teacher-level predictor, Leadership 
Activity, and high school science teacher retention in a relatively weak model including other teacher-level 
variables (i.e., job satisfaction, total teaching experience, school demographics, educational levels).  The 
statistical significance of this relationship leads to us discuss some implications for this finding in the next 
section. 
 

Results 3 and 4, however, identified significant predictors for student achievement. Result 3 regarding 
the number of teacher-level variables predicting student science achievement (e.g., job satisfaction, 
educational levels, size and minority profile of schools in which the science teacher works) support the 
literature emphasizing strong connections between teacher satisfaction, school demographics, and student 
achievement. The finding of a significant relationship between the school-level predictor of induction 
practices and science achievement warrants further investigation, particularly in the light of the national 
emphasis on induction and mentoring as a means to retain teachers new to the field and improve the overall 
quality of instruction.    
 

Implications 
 
 These findings are the results of our first exploratory attempts to uncover variables that have 
significance in informing policies regarding high school science student achievement and high school 
science teacher retention. We venture tentative implications to stimulate discussion and further research. 
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School Practices and Teacher Retention 
 

We are not comfortable at this time in identifying any school practices as they now exist in Texas 
as having an influence on teacher retention. In this study, school practices related to recruitment, induction, 
and professional development for high school science teachers did not significantly predict teacher 
retention, even in the light of our attempts to develop and use a robust sampling plan and valid, reliable, 
and rigorous procedure in interviewing and transforming data to uncover “what’s currently going on” in 
Texas public high schools. Descriptive data gathered from the interviews of principals regarding their 
current practices indicated that many Texas schools could do a lot more in their practices to recruit, induct, 
and support the professional growth of their high school science teachers and that what they currently do 
does not significantly contribute to their high school science teachers’ retention. With the lack of evidence 
overall that schools currently have continuous, connected, coherent practices regarding the teacher 
professional continuum, our findings are not surprising.  

 
Teacher Practices and Teacher Retention 

 
When we turned to teacher retention and teachers’ practices, teachers’ leadership activity was 

identified as the only statistically significant predictor of high school science teacher retention. Leadership 
activity was calculated as a composite score of science teachers’ responses to six questions on the Texas 
High School Science Teacher Poll asking them to rank their own involvement in activities related to 
science teacher recruitment and induction, school and district leadership, science-specific professional 
development, and general (non-science activities). Teachers’ responses indicated highest levels of 
involvement in science-specific professional development activities and in leadership at school and district 
levels. While this finding implies a relationship between leadership activity and teacher retention, the 
relationship does not suggest causality, as our study was descriptive and not experimental. We could 
attempt an explanation of the finding by inferring that teachers who are more involved in science-specific 
professional development and leadership activities are more likely to stay at their schools and less likely to 
leave, but without further evidence we can go no further in elaborating an explanation. We choose to state 
that a relationship exists between leadership activity and teacher retention that implies a need for further 
attention to this relationship in future research studies.  
 
School Practices and Science Achievement 
 
 Induction practices was identified as the only statistically significant predictor in the multiple 
regression model that included school practices for predicting student achievement. The implications of this 
finding for policy are programmatically significant and logically consistent. Consider that approximately 
one quarter (see Table 3; 96 out of 385 = 24.9%) of high school science teachers in our sample were new to 
the profession (i.e., in their first three years of teaching) during the year that we sampled Texas schools. In 
our sample, the multiple regression model indicated that schools with higher scores in induction practices 
(see rubric in Figure 2) had students who scored higher on measures of school science student achievement 
(see Appendix I). Implications for further research reside within schools with high induction scores and 
high measures of student achievement. We believe that more in-depth investigations of these schools made 
lead to the identification of specific induction practices directly tied to student success in science. 
Regarding the other school practices included in the model, we withhold any other comments until we 
implement other methods for examining the possibility of non-linear relationships between and among 
these variables. 
 
Teacher Practices and Science Achievement     
 

Implications for teacher-level variables in predicting science achievement include closer attention 
to the identification of significant predictors of science achievement, which include (1) teachers’ job 
satisfaction, (2) demographics (i.e., size and minority student profile) of the schools in which teachers work 
(in which science achievement increased with a decrease in size of school and in minority student 
population), and (3) teachers’ post-graduate work culminating in a master’s or doctoral degree.  
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Teachers’ Post-Graduate Work.  Our examination of state-maintained educational databases 

indicated that 87 of the 385 (22.6%) teachers in our sample had achieved a master’s degree and 8 of the 385 
(2.1%) teachers had achieved a doctorate (see Appendix III, Table IIID.1). Taking these two statistics 
together, we found that roughly one-quarter of the science teachers in our sample were teaching with 
advanced degrees. The finding that students’ science achievement scores were higher in schools with 
teachers holding advanced degrees is remarkable, particularly as the state of Texas and many of its schools 
currently lack mandates, monetary rewards, or recognition for teachers who pursue graduate education.  

 
School Demographics. Findings supporting the role of school demographics in predicting science 

achievement confirm previous research findings regarding the student science achievement in large, high-
minority schools across the nation. While large schools are often touted as being able to provide students 
with more opportunities through electives and out-of-school science experiences, large schools also have 
higher probabilities of “losing” students due to student mobility and drop-outs, larger class sizes, a larger 
student population, and higher levels of diversity that require sophisticated pedagogical methods for 
addressing individual students’ needs.  Our representative sample of Texas schools yielded fairly even 
numbers of small, medium, and large sized schools (n = 15, 17, and 17, respectively) and low-minority and 
high-minority profile schools (n = 29 and 21, respectively).  Schools residing within these categories, 
however, in no way reflect the diversity found within large, high-minority schools. In Texas, large schools 
are found in urban areas characterized by high mobility, high numbers of English-language learners from 
many different nationalities, and high levels of poverty. In this sample, the school’s size and minority 
profile in which teachers held their teaching positions were significant predictors of student achievement. 
As the teachers’ resident schools increased in size and minority profile, students’ scores in the school 
decreased. Implications of this finding can be found by deconstructing the algorithm we developed for 
science achievement. This outcome variable was calculated as a composite of multiple state accountability 
measures, which included the school’s overall accountability rating, the school’s scores on high-stakes 
science tests required for graduation, the school’s percentages of students taking and passing college 
entrance examinations, and the school’s rates for successful completion of Advanced Placement and Dual 
Credit courses. Implications may include the development of strategies to improve their school’s 
accountability ratings overall, which take into account student retention rates and scores on state-mandated 
examinations in the core subject areas that have been disaggregated by student minority group. At the 
student level, these findings indicate that science program strategies to provide more personalized attention 
to individual students in large, high minority schools may be effective in increasing students’ science 
success. Strategies are identified by the variables chosen to create the composite science achievement 
variables, i.e., strategies that encourage students to enroll in and complete advanced science courses, to 
prepare for college after graduation by taking and passing college entrance examinations, and to develop 
sound conceptual understandings of scientific processes and concepts.   

 
Job Satisfaction.  Finally, implications can be made regarding the finding that students are more 

successful in schools where teachers were satisfied with their teaching positions.  In this study, job 
satisfaction was measured by summing teachers’ responses to questions asking specific questions about 
their levels of satisfaction with various aspects of their teaching position at their school.  These included 
satisfaction with their own autonomy and recognition as professionals, with the school’s physical 
environment (including laboratory facilities and equipment and personal safety), with their colleague’s 
collegiality and cooperation, with their school’s administrative support, and with the science program’s 
focus on students. While details of Texas science teachers’ satisfaction with their current teaching positions 
will not be presented here, our results can be summarized by saying that high school science teachers 
generally were most satisfied with classroom autonomy and occupational choice, with personal safety in 
their schools, with their colleagues’ collegiality and cooperation, with their administrators’ support for 
professional development and teaching assignments, and with their school’s focus on improving students’ 
academic achievement. On the other hand, teachers were least satisfied with professional recognition, 
facilities and materials for teaching science, administrative support for students’ involvement in informal 
science activities, and lack of the school’s focus on students’ career development. These findings suggest 
that more attention to the areas in which teachers indicated low levels of satisfaction may lead to higher 
levels of job satisfaction and therefore to increases in students’ achievement.      
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Conclusion 
 

Finally, we refer our readers to the Systems Model for Science Education shown in Figure 1 
developed by the PRISE Research Group to guide the research agenda of the project.  Note the prominent 
identification of Professionally Committed Science Teachers in the model. Our findings support the 
relationship between Leadership Activities (as the indicator of Professionally Committed Science Teachers) 
and Teacher Retention. Also note the relationship between Teacher Job Satisfaction and School Science 
Student Achievement. Our findings support a strong relationship between these two elements in the model. 
Of note in this present work, however, is the lack of support for relationships between School Policies and 
Practices and Teacher Retention or School Science Student Achievement, except for the one statistically 
significant relationship between Induction School Policies and Practices and School Science Student 
Achievement. While conceptually bounding and grounding the research agenda for the PRISE Research 
Group by a process of literature review and group reflection and revision, the conceptual framework 
derived from the process is not supported when it comes to the relationship between School Policies and 
Practices and Teacher Retention. While the conceptual framework was developed in consideration of 
previous empirical results, we see little support in Texas schools to link School Policies and Practices as 
they now exist with either Teacher Retention or School Science Student Achievement. A possible exception 
is weak evidence in this study that suggests a positive relationship between Induction Practices and School 
Student Science Achievement.   
        
   
 
 

Literature Cited 
 
Bacharach, S.B., & Bamberger, P. (1990). Exit and voice: Turnover and militancy intentions in elementary 

and secondary schools. Educational Administration Quarterly, 26, 316-344. 
 
Berliner, D.C. (2000). A personal response to those who bash teacher education. Journal of Teacher 

Education, 5(5), 358-371. 
 
Carroll, T.G., & Foster, E. (2009). Learning teams: Creating what’s next.  Washington, DC: National 

Commission on Teaching and America’s Future. 
 
Chi, M.T.H. (1997). Quantifying qualitative analyses of verbal data: A practical guide. Journal of the 

Learning Sciences, 6(3), 271-315. 
 
Cobb, P., Zhao, Q., & Dean, C. (2009). Conducting design experiments to support teachers’ learning: A 

reflection from the field. Journal of the Learning Sciences, 18(2), 165-199. 
 
Colley, K.E. (2003). Recruitment and retention of secondary teachers in New York State. In J. Rhoton & P. 

Bowers (Eds.), Science teacher retention: Mentoring and renewal (pp. 171-181). Arlington, VA: 
National Science Teachers Association Press. 

 
Council of Chief State School Officers (2009). Effects of teacher professional development on gains in 

student achievement: How meta analysis provides scientific evidence useful to education leaders. 
Washington, DC: Author. 

 
Creswell, J.W., & Plano Clark, V.L. (2006). Designing and conducting mixed methods research. Thousand 

Oaks, CA: Sage. 
 
Darling-Hammond, L., & Ball, D.L. (1998). Teaching for high standards: What policymakers need to know 

and be able to do (CPRE No. JRE-04).  Philadelphia: National Commision on Teaching and 
America’s Future. 

2010 HICE Proceedings - Page 299



 
Feiman-Nemser, S. (2001). From preparation to practice: Designing a continuum to strengthen and sustain 

teaching. Teacher’s College Record, 103(6), 1013-1055. 
 
Ferguson, R. (1991). Paying for public education: New evidence on how and why money matters. Harvard 

Journal of Legislation, 28, 465-498. 
 
Fontelera, J. (2008). Professional development: Key to job satisfaction. Retrieved June 22, 2009 from 

http://news.thomasnet.com/IMT/archives/2008/08/training-an-employer-employee_mismatch-on-
practices-skills-goals-rewards.html. 

 
Heyns, B. (1988). Educational defectors: A first look at teacher attrition in the NLS-72. Educational 

Researcher, 17, 24-32. 
 
Ingersoll, R. M. (2003). Turnover and shortages among science and mathematics teachers in the United 

States. In J. Rhoton & P. Bowers (Eds.), Science teacher retention: Mentoring and renewal (pp. 1-
12). Arlington, VA: NSTA Press. 

 
Kahle, J.B., & Kronebusch, M. (2003). Science teacher education: From a fractured system to a seamless 

continuum. Review of Policy Research, 20(4), 585-602. 
 
Kardos, S.M., Johnson, S.M., Peske, H.G., Kauffman, D., & Liu, E. (2001). Counting on colleagues: New 

teachers encounter the professional cultures of their schools. Educational Administration 
Quarterly, 37(2), 250-290. 

 
Mitchell, D.E., Ortiz, F.I., & Mitchell, T.K. (1987). Work orientation and job performance: The cultural 

basis of teaching rewards and incentives. Albany: State University of New York Press. 
 
Minstrell, J., & van Zee, E. (Eds.) (2000). Inquiring into inquiry learning and teaching in science. 

Washington, DC: American Association for the Advancement of Science. 
 
Sanders, W. L., & Horn, S.P. (1998). Research findings of the Tennessee Value-Added Assessment System 

(TVAAS) database: Implications for educational evaluation and research. Journal of Personnel 
Evaluation in Education, 12, 247-256. 

 
Smith, T. M., & Ingersoll, R. M. (2004). What are the effects of induction and mentoring on beginning 

teacher turnover? American Educational Research Journal, 41(3), 681-714. 
 
Stockard, J., & Lehman, M.B. (2004). Influences on the satisfaction and retention of 1st- year teachers: The 

importance of effective school management. Educational Administration Quarterly, 40(5), 742-
771. 

 
Stuessy, C.L. (2007). Literature review as inquiry: Framing the PRISE Research Experience [White 

Paper]. Retrieved May 7, 2009, from http://prise.tamu.edu/PRISEweb 
 
Von Secker, C.E., & Lissitz, R.W. (1999). Estimating the impact of instructional practices on student 

achievement in science. Journal of Research in Science Teaching, 36, 1110-1126. 
 

 
 

2010 HICE Proceedings - Page 300

http://prise.tamu.edu/PRISEweb


 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

APPENDIX I 
 

School Science Achievement Variables for 
 

Texas High School Science Students 
 

 

2010 HICE Proceedings - Page 301



TABLE IA 
Descriptive statistics for weighted student achievement score 

Statistic Value 

Measures of Central Tendency  

           Mean 11.3 

           Median 11 

           Mode 10 

Measures of Spread  

           Minimum 3 

           Maximum 21 

           Range 18 

          Standard Deviation 3.94 

Measures of Shape  

           Kurtosis 0.562 

           Skewness 0.314 
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Figure IA. Histogram presenting frequency distribution of student achievement score for 
each of 49 schools 
 
 
 
 
TABLE IB 
Distribution of state accountability ratings for PRISE sample schools (n=50) 

Accountability Rating Weight Frequency Percent (%) Cum. Percent 
(%) 

Unacceptable 0 5 10.0 10.0 

Acceptable 1 29 58.0 68.0 

Recognized 2 15 30.0 98.0 

Exemplary 3 1 2.0 100.0 

Total  50 100.0  
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TABLE IC 
Distribution of percentages for 11th grade students passing the Science TAKS test for 
PRISE sample schools (n=49) 

Percentage Passing 
Science TAKS  

Weight Frequency Percent       
(%) 

Cum. Percent   
(%) 

0.0 – 49.9 0 3 6.1 6.1 

50.0 – 59.9 1 1 2.0 8.1 

60.0 – 69.9 2 4 8.2 16.3 

70.0 – 79.9 3 11 22.4 38.7 

80.0 – 89.9 4 15 30.6 69.4 

90.0 – 100.0 5 15 30.6 100.0 

Total  49 100.0  

 
 
TABLE ID 
Distribution of percentage of students taking ACT or SAT tests for PRISE sample 
schools (n=49) 

Student Percentages  Weight Frequency Percent       
(%) 

Cum. Percent   
(%) 

0.0 – 49.9 0 5 10.2 10.2 

50.0 – 59.9 1 9 18.4 28.6 

60.0 – 69.9 2 13 26.5 55.1 

70.0 – 79.9 3 13 26.5 81.6 

80.0 – 89.9 4 5 10.2 91.8 

90.0 – 100.0 5 4 8.2 100.0 

Total  49 100.0  
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TABLE IE 
Distribution of percentages of students passing the ACT or SAT at criterion levels for 
students in PRISE sample schools (n=49) 

Student Percentages  Weight Frequency Percent       
(%) 

Cum. Percent    
(%) 

0.0 – 9.9 0 11 22.5 22.5 

10.0 – 19.9 1 11 22.5 45.0 

20.0 – 29.9 2 15 30.6 75.7 

30.0 – 39.9 3 8 16.3 92.0 

40.0 – 49.9 4 2 4.0 96.0 

50.0 – 60.0 5 2 4.0 100.0 

Total  49 100.0  

 
 
TABLE IF 
Weights and distribution of percentages of students completing AP or dual enrollment 
courses for PRISE sample schools (n=49) 

Student Percentages  Weight Frequency Percent  
(%) 

Cum. Percent   
(%) 

0.0 – 9.9 0 6 12.2 12.2 

10.0 – 19.9 1 22 44.9 57.1 

20.0 – 29.9 2 14 28.6 85.7 

30.0 – 39.9 3 5 10.3 96.0 

40.0 – 49.9 4 2 4.0 100.0 

Total  49 100.0  
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TABLE IIA.1 
Descriptive statistics of induction score for PRISE schools (n = 50) 

Measure Statistic 

Central tendency  
Mean 16.7 
Median 13 

Spread  
Minimum 1 
Maximum 59 
Standard deviation 12.08 

Shape  
Skewness 1.417 
Kurtosis 2.597 

 
 
TABLE IIA.2 
Descriptive statistics of induction score by school size  

Measure School Size 

Small (n = 15) Medium (n = 17) Large (n = 18) 

Central tendency    
Mean 8.0 16.6 24.1 
Median 6 13 24.5 

Spread    
Minimum 1 7 7 
Maximum 24 37 59 
SD 6.38 8.02 14.20 

Shape    
Skewness 1.241 1.061 1.111 
Kurtosis 1.471 0.968 1.041 
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TABLE IIA.3 
Descriptive statistics of induction score by minority student profile 
Measure Minority Student Profile 

Very Low (n = 21) Low (n = 8) High (n = 9) Very High (n = 12) 

Central tendency     

Mean 16.6 12.4 17.0 19.8 
Median 15 10 13 13.5 

Spread     

Minimum 3 2 6 1 
Maximum 51 25 31 59 
SD 12.11 8.00 9.01 16.11 

Shape     

Skewness 1.211 0.856 0.324 1.464 
Kurtosis 1.929 -0.219 -1.426 2.172 

 
 
TABLE IIA.4 
Descriptive statistics of induction score in small size schools by minority student profile 
Measure Minority Student Profile 

Very Low (n = 8) Low (n = 3) High (n = 2) Very High (n = 2) 

Central tendency     

Mean 7.4 6.7 15.0 5.5 
Median 4.5 9 15 5.5 

Spread     

Minimum 3 2 6 1 
Maximum 17 9 24 6 
SD 5.55 4.04 12.73 6.36 

Shape     

Skewness 0.867 -1.732 NA NA 
Kurtosis -0.853 NA NA NA 
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TABLE IIA.5 
Descriptive statistics of induction score in medium size schools by minority student 
profile 
Measure Minority Student Profile 

Very Low (n = 8) Low (n = 3) High (n = 3) Very High (n = 3) 

Central tendency     

Mean 18.6 10.0 15.7 19 
Median 20.5 11 13 13 

Spread     

Minimum 9 8 13 7 
Maximum 27 11 21 37 
SD 6.46 1.73 4.62 15.87 

Shape     

Skewness -0.385 -1.732 1.732 1.458 
Kurtosis -1.320 NA NA NA 

 
 
TABLE IIA.6 
Descriptive statistics of induction score in large size schools by minority student profile 
Measure Minority Student Profile 

Very Low (n = 5) Low (n = 2) High (n = 4) Very High (n = 7) 

Central tendency     

Mean 28.0 24.5 19.0 24.1 
Median 27 24.5 19 16 

Spread     

Minimum 10 24 7 10 
Maximum 51 25 31 59 
SD 16.29 0.71 11.78 17.2 

Shape     

Skewness 0.493 NA 0.000 1.705 
Kurtosis -0.736 NA -4.891 2.906 
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TABLE IIB.1 
Descriptive statistics of professional development score for PRISE schools (n = 50) 

Measure Statistic 

Central tendency  
Mean 61.1 
Median 57 

Spread  
Minimum 3 
Maximum 205 
Standard deviation 42.00 

Shape  
Skewness 0.908 
Kurtosis 1.273 

 
 
TABLE IIB.2 
Descriptive statistics of professional development score by school size 

Measure School Size 

Small (n = 15) Medium (n = 17) Large (n = 18) 

Central tendency    
Mean 43.1 67.4 70.2 
Median 45 63 60.5 

Spread    
Minimum 9 3 8 
Maximum 131 126 205 
SD 32.95 38.38 48.90 

Shape    
Skewness 1.228 -0.130 1.176 
Kurtosis 2.401 -0.991 1.979 
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TABLE IIB.3 
Descriptive statistics of professional development score by minority student profile 
Measure Minority Student Profile 

Very Low (n = 21) Low (n = 8) High (n = 9) Very High (n = 12) 

Central tendency     

Mean 68.6 28.5 62.8 68.6 
Median 58 28 42 79 

Spread     

Minimum 5 8 3 9 
Maximum 205 69 131 113 
SD 45.47 19.84 47.97 35.07 

Shape     

Skewness 1.317 1.207 0.436 -0.533 
Kurtosis 2.952 1.793 -1.564 -0.980 

 
 
TABLE IIB.4 
Descriptive statistics of professional development score in small size schools by minority 
student profile 
Measure Minority Student Profile 

Very Low (n = 8) Low (n = 3) High (n = 2) Very High (n = 2) 

Central tendency     

Mean 46.5 15.7 86.5 27.5 
Median 57.5 12 86.5 27.5 

Spread     

Minimum 9 12 42 9 
Maximum 69 23 131 46 
SD 23.52 6.35 26.16 26.16 

Shape     

Skewness -1.119 1.732 NA NA 
Kurtosis -0.464 NA NA NA 
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TABLE IIB.5 
Descriptive statistics of professional development score in medium size schools by 
minority student profile 
Measure Minority Student Profile 

Very Low (n = 8) Low (n = 3) High (n = 3) Very High (n = 3) 

Central tendency     

Mean 68.5 46.0 52.7 100.7 
Median 60.5 36 29 102 

Spread     

Minimum 5 33 3 87 
Maximum 117 69 126 113 
SD 35.20 20.00 64.82 13.05 

Shape     

Skewness -0.354 1.688 1.424 -0.455 
Kurtosis 1.481 NA NA NA 

 
 
TABLE IIB.6 
Descriptive statistics of high school science teacher retention rate in large size schools by 
minority student profile 
Measure Minority Student Profile 

Very Low (n = 5) Low (n = 2) High (n = 4) Very High (n = 7) 

Central tendency     

Mean 104.0 21.5 58.5 66.6 
Median 107 21.5 53 75 

Spread     

Minimum 39 8 21 14 
Maximum 205 35 107 101 
SD 68.26 19.09 38.90 31.65 

Shape     

Skewness 0.706 NA 0.556 -0.608 
Kurtosis -0.172 NA -2.001 -0.576 

 

2010 HICE Proceedings - Page 312



 
TABLE IIC.1 
Descriptive statistics of high school science teacher retention for PRISE schools (n = 50) 

Measure Statistic 

Central tendency  
Mean 75.4 
Median 80.0 

Spread  
Minimum 0.0 
Maximum 100.0 
Standard deviation 24.56 

Shape  
Skewness -1.094 
Kurtosis 1.558 

 
 
TABLE IIC.2 
Descriptive statistics of high school science teacher retention rate by school size 

Measure School Size 

Small (n = 15) Medium (n = 17) Large (n = 18) 

Central tendency    
Mean 80.0 74.5 72.3 
Median 100.0 75.0 75.0 

Spread    
Minimum 0.0 50.0 0.0 
Maximum 100.0 100.0 100.0 
SD 31.62 20.63 22.03 

Shape    
Skewness 0.580 0.038 -2.040 
Kurtosis 1.264 -1.635 6.652 
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TABLE IIC.3 
Descriptive statistics of high school science teacher retention rate by minority student 
profile 
Measure Minority Student Profile 

Very Low (n = 21) Low (n = 8) High (n = 9) Very High (n = 12) 

Central tendency     

Mean 73.7 80.2 76.0 74.6 
Median 80.0 87.5 75.0 81.7 

Spread     

Minimum 0.0 50.0 50.0 0.0 
Maximum 100.0 100.0 100.0 100.0 
SD 27.14 22.69 16.57 28.20 

Shape     

Skewness -0.927 -0.436 0.237 -1.793 
Kurtosis 0.874 -1.905 -0.413 4.053 

 
 
 
TABLE IIC.4 
Descriptive statistics of high school science teacher retention rate in small size schools by 
minority student profile 
Measure Minority Student Profile 

Very Low (n = 8) Low (n = 3) High (n = 2) Very High (n = 2) 

Central tendency     

Mean 68.8 83.3 100.0 100.0 
Median 75.0 100.0 100.0 100.0 

Spread     

Minimum 0.0 50.0 100.0 100.0 
Maximum 100.0 100.0 100.0 100.0 
SD 37.20 28.87 NA NA 

Shape     

Skewness -0.824 -1.732 NA NA 
Kurtosis -0.152 NA NA NA 
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TABLE IIC.5 
Descriptive statistics of high school science teacher retention rate in medium size schools 
by minority student profile 
Measure Minority Student Profile 

Very Low (n = 8) Low (n = 3) High (n = 3) Very High (n = 3) 

Central tendency     

Mean 74.6 83.3 69.4 70.1 
Median 73.3 100.0 75.0 71.4 

Spread     

Minimum 50.0 50.0 50.0 57.0 
Maximum 100.0 100.0 83.0 83.0 
SD 23.43 28.87 17.35 13.11 

Shape     

Skewness 0.064 -1.732 -1.293 -0.271 
Kurtosis -2.224 NA NA NA 

 
 
 
 
TABLE IIC.6 
Descriptive statistics of high school science teacher retention rate in large size schools by 
minority student profile 
Measure Minority Student Profile 

Very Low (n = 5) Low (n = 2) High (n = 4) Very High (n = 7) 

Central tendency     

Mean 80.1 70.8 68.9 69.1 
Median 80.0 70.8 68.5 80.0 

Spread     

Minimum 60.0 67.0 64.0 0.0 
Maximum 100.0 75.0 75.0 100.0 
SD 14.14 5.89 6.12 33.84 

Shape     

Skewness -0.46 NA 0.064 -1.700 
Kurtosis 1.994 NA -5.632 3.186 
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TABLE IID.1 
Descriptive statistics of student achievement score for PRISE schools (n = 49) 

Measure Statistic 

Central tendency  
Mean 11.3 
Median 11 

Spread  
Minimum 3 
Maximum 21 
Standard deviation 3.94 

Shape  
Skewness 0.314 
Kurtosis 0.562 

 
 
TABLE IID.2 
Descriptive statistics of student achievement score by school size  

Measure School Size 

Small (n = 15) Medium (n = 17) Large (n = 17) 

Central tendency    
Mean 9.4 11.0 13.4 
Median 10 11 13 

Spread    
Minimum 3 3 6 
Maximum 14 17 21 
SD 2.97 3.50 4.29 

Shape    
Skewness -0.733 -0.446 0.407 
Kurtosis 0.167 0.562 -0.505 

 

2010 HICE Proceedings - Page 316



TABLE IID.3 
Descriptive statistics of student achievement score by minority student profile 
Measure Minority Student Profile 

Very Low (n = 20) Low (n = 8) High (n = 9) Very High (n = 12) 

Central tendency     

Mean 10.3 9.9 11.8 13.8 
Median 10 10 11 14 

Spread     

Minimum 3 6 6 8 
Maximum 21 13 17 21 
SD 4.46 2.64 3.19 3.39 

Shape     

Skewness 0.688 -0.688 0.111 0.426 
Kurtosis 1.165 -0.771 1.042 1.038 

 
 
TABLE IID.4 
Descriptive statistics of student achievement score in small size schools by minority 
student profile 
Measure Minority Student Profile 

Very Low (n = 8) Low (n = 3) High (n = 2) Very High (n = 2) 

Central tendency     

Mean 8.8 9.3 11.5 9.6 
Median 9.5 10 11.5 9.5 

Spread     

Minimum 3 6 11 3 
Maximum 14 12 12 14 
SD 3.45 3.06 0.71 3.38 

Shape     

Skewness -0.385 -0.935 NA NA 
Kurtosis 0.115 NA NA NA 
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TABLE IID.5 
Descriptive statistics of student achievement score in medium size schools by minority 
student profile 
Measure Minority Student Profile 

Very Low (n = 8) Low (n = 3) High (n = 3) Very High (n = 3) 

Central tendency     

Mean 9.6 9.3 12.7 12.7 
Median 9.5 10 13 13 

Spread     

Minimum 3 6 11 11 
Maximum 14 12 17 14 
SD 3.38 3.06 3.21 1.53 

Shape     

Skewness -0.844 -0.935 -1.545 -0.935 
Kurtosis 1.508 NA NA NA 

 
 
 
TABLE IID.6 
Descriptive statistics of student achievement score in large size schools by minority 
student profile 
Measure Minority Student Profile 

Very Low (n = 4) Low (n = 2) High (n = 4) Very High (n = 7) 

Central tendency     

Mean 14.8 11.5 9.8 15.3 
Median 14.5 11.5 11 15 

Spread     

Minimum 9 10 6 10 
Maximum 21 13 11 21 
SD 6.13 2.12 2.50 3.30 

Shape     

Skewness 0.068 NA -2.000 0.271 
Kurtosis -5.348 NA 4.000 1.892 
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TABLE IIIA.1 
Descriptive statistics of leadership score for PRISE teachers (n = 385) 

Measure Statistic 

Central tendency  
Mean 11.7 
Median 11 

Spread  
Minimum 6 
Maximum 24 
Standard deviation 2.95 

Shape  
Skewness 0.920 
Kurtosis 0.983 

 
 
TABLE IIIA.2 
Descriptive statistics of leadership score for PRISE teachers by school size  

Measure School Size 

Small (n = 26) Medium (n = 87) Large (n = 272) 

Central tendency    
Mean 10.4 11.5 11.8 
Median 10 11 11 

Spread    
Minimum 7 6 6 
Maximum 19 18 24 
SD 2.48 3.05 2.94 

Shape    
Skewness 1.438 0.337 1.106 
Kurtosis 4.796 -0.976 1.511 
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TABLE IIIA.3 
Descriptive statistics of leadership score for PRISE teachers by minority student profile 
Measure Minority Student Profile 

Very Low (n = 133) Low (n = 47) High (n = 70) Very High (n = 135) 

Central tendency     

Mean 11.6 11.6 11.3 12.0 
Median 11 11 10.5 11 

Spread     

Minimum 6 7 7 6 
Maximum 24 22 20 21 
SD 2.85 3.11 2.92 3.02 

Shape     

Skewness 0.788 1.348 1.228 0.762 
Kurtosis 1.661 1.912 0.912 0.476 

 
 
TABLE IIIA.4 
Descriptive statistics of leadership score for PRISE teachers in small size schools by 
minority student profile 
Measure Minority Student Profile 

Very Low (n = 15) Low (n = 6) High (n = 3) Very High (n = 2) 

Central tendency     

Mean 10.1 11 9.7 12.5 
Median 10 11 11 12.5 

Spread     

Minimum 7 10 7 12 
Maximum 19 13 11 13 
SD 2.96 1.10 2.31 2.71 

Shape     

Skewness 2.035 1.369 -1.732 NA 
Kurtosis 5.820 2.500 NA NA 
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TABLE IIIA.5 
Descriptive statistics of leadership score for PRISE teachers in medium size schools by 
minority student profile 
Measure Minority Student Profile 

Very Low (n = 38) Low (n = 15) High (n = 14) Very High (n = 20) 

Central tendency     

Mean 11.6 12.1 10.6 11.6 
Median 11 11 10 11 

Spread     

Minimum 6 8 8 7 
Maximum 17 17 16 18 
SD 2.71 3.37 2.65 3.72 

Shape     

Skewness 0.029 0.373 1.175 0.286 
Kurtosis -0.910 -1.364 0.690 -1.325 

 
 
TABLE IIIA.6 
Descriptive statistics of leadership score for PRISE teachers in large size schools by 
minority student profile 
Measure Minority Student Profile 

Very Low (n = 80) Low (n = 26) High (n = 53) Very High (n = 113) 

Central tendency     

Mean 12.0 11.6 11.6 12.0 
Median 12 11 11 11 

Spread     

Minimum 7 7 8 6 
Maximum 24 22 20 21 
SD 2.83 3.31 3.00 2.91 

Shape     

Skewness 1.019 1.778 1.251 0.974 
Kurtosis 2.876 3.573 0.763 0.988 
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TABLE IIIB.1 
Descriptive statistics of job satisfaction score for PRISE teachers (n = 385) 

Measure Statistic 

Central tendency  
Mean 42.0 
Median 42 

Spread  
Minimum 22 
Maximum 56 
Standard deviation 6.30 

Shape  
Skewness -0.227 
Kurtosis 0.040 

 
TABLE IIIB.2 
Descriptive statistics of job satisfaction score for PRISE teachers by school size  

Measure School Size 

Small (n = 26) Medium (n = 87) Large (n = 272) 

Central tendency    
Mean 46.1 42.7 41.4 
Median 47 43 41.5 

Spread    
Minimum 31 26 22 
Maximum 56 54 56 
SD 6.38 5.72 6.32 

Shape    
Skewness -0.451 -0.223 -0.230 
Kurtosis 0.286 0.031 0.057 
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TABLE IIIB.3 
Descriptive statistics of job satisfaction score for PRISE teachers by minority student 
profile 
Measure Minority Student Profile 

Very Low (n = 133) Low (n = 47) High (n = 70) Very High (n = 135) 

Central tendency     

Mean 42.7 45.0 39.1 41.8 
Median 42 44 39 42 

Spread     

Minimum 26 32 22 23 
Maximum 56 56 52 56 
SD 5.90 5.95 6.59 6.08 

Shape     

Skewness -0.149 0.092 -0.214 -0.301 
Kurtosis 0.061 -0.523 -0.198 0.051 

 
 
TABLE IIIB.4 
Descriptive statistics of job satisfaction score for PRISE teachers in small size schools by 
minority student profile 
Measure Minority Student Profile 

Very Low (n = 15) Low (n = 6) High (n = 3) Very High (n = 2) 

Central tendency     

Mean 44.9 49.3 45.7 46.0 
Median 47 48.5 43 46 

Spread     

Minimum 31 42 43 43 
Maximum 56 56 51 49 
SD 7.13 5.72 4.62 4.24 

Shape     

Skewness -0.479 0.184 1.732 NA 
Kurtosis -0.194 -1.528 NA NA 
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TABLE IIIB.5 
Descriptive statistics of job satisfaction score for PRISE teachers in medium size schools 
by minority student profile 
Measure Minority Student Profile 

Very Low (n = 38) Low (n = 15) High (n = 14) Very High (n = 20) 

Central tendency     

Mean 40.8 46.1 43.4 43.4 
Median 41 46 43.5 43.5 

Spread     

Minimum 26 40 32 33 
Maximum 50 54 52 54 
SD 5.42 4.93 5.79 5.72 

Shape     

Skewness -0.609 0.462 -0.145 -0.016 
Kurtosis 0.206 -1.047 -0.276 -0.276 

 
 
TABLE IIIB.6 
Descriptive statistics of job experience score for PRISE teachers in large size schools by 
minority student profile 
Measure Minority Student Profile 

Very Low (n = 80) Low (n = 26) High (n = 53) Very High (n = 113) 

Central tendency     

Mean 43.1 43.4 37.6 41.4 
Median 42.5 43.5 38 42 

Spread     

Minimum 28 32 22 23 
Maximum 55 55 50 56 
SD 5.70 6.09 6.23 6.13 

Shape     

Skewness -0.050 0.188 -0.246 -0.308 
Kurtosis 0.066 -0.520 -0.233 0.107 
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TABLE IIIC.1 
Descriptive statistics of teaching experience for PRISE teachers (n = 361) 

Measure Statistic 

Central tendency  
Mean 11.31 
Median 9 

Spread  
Minimum 0 
Maximum 46 
Standard deviation 10.12 

Shape  
Skewness 0.856 
Kurtosis -0.099 

 
 
TABLE IIIC.2 
Descriptive statistics of total teaching experience for PRISE teachers by school size  

Measure School Size 

Small (n = 25) Medium (n = 80) Large (n = 256) 

Central tendency    
Mean 10.5 9.4 12.0 
Median 6 6.5 9.5 

Spread    
Minimum 0 0 0 
Maximum 34 35 46 
SD 10.50 9.30 10.36 

Shape    
Skewness 0.882 0.822 0.852 
Kurtosis -0.209 -0.424 -0.082 
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TABLE IIIC.3 
Descriptive statistics of total teaching experience for PRISE teachers by minority student 
profile 
Measure Minority Student Profile 

Very Low (n = 123) Low (n = 45) High (n = 66) Very High (n = 127) 

Central tendency     

Mean 11.1 13.7 11.7 10.5 
Median 9 12 8.5 8 

Spread     

Minimum 0 0 0 0 
Maximum 38 39 36 46 
SD 9.55 10.86 11.44 9.79 

Shape     

Skewness 0.857 0.594 0.812 0.980 
Kurtosis -0.024 -0.436 -0.615 0.453 

 
 
TABLE IIIC.4 
Descriptive statistics of total teaching experience for PRISE teachers in small size 
schools by minority student profile 
Measure Minority Student Profile 

Very Low (n = 15) Low (n = 5) High (n = 3) Very High (n = 2) 

Central tendency     

Mean 11.7 13.8 5.3 1.5 
Median 14 8 5 1.5 

Spread     

Minimum 0 3 1 0 
Maximum 34 33 10 3 
SD 10.88 12.32 4.51 2.12 

Shape     

Skewness 0.495 1.179 0.331 NA 
Kurtosis -0.791 0.423 NA NA 
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TABLE IIIC.5 
Descriptive statistics of total teaching experience for PRISE teachers in medium size 
schools by minority student profile 
Measure Minority Student Profile 

Very Low (n = 33) Low (n = 14) High (n = 14) Very High (n = 19) 

Central tendency     

Mean 8.0 12.7 10.6 8.4 
Median 6 14 6.5 2 

Spread     

Minimum 0 0 1 0 
Maximum 27 29 35 28 
SD 7.94 9.54 11.64 9.45 

Shape     

Skewness 0.926 -0.053 1.034 1.001 
Kurtosis -0.146 -1.054 -0.201 -0.398 

 
 
TABLE IIIC.6 
Descriptive statistics of total teaching experience for PRISE teachers in large size schools 
by minority student profile 
Measure Minority Student Profile 

Very Low (n = 75) Low (n = 26) High (n = 49) Very High (n = 106) 

Central tendency     

Mean 12.3 14.2 12.5 11.0 
Median 10 12 9 9 

Spread     

Minimum 0 0 0 0 
Maximum 38 39 36 46 
SD 9.75 11.63 11.68 9.85 

Shape     

Skewness 0.877 0.700 0.710 0.971 
Kurtosis -0.008 -0.406 -0.772 0.548 
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TABLE IIID.1 
Frequency distribution of teacher degree for PRISE teachers 

Degree Frequency Percent (%) Valid Percent 
(%) 

Cum Percent 
(%) 

Bachelor 266 69.1 73.7 73.7 

Master 87 22.6 24.1 97.8 

Doctorate 8 2.1 2.2 100.0 

Subtotal 361 93.8 100.0  

Missing 24 6.2   

Total 385 100.0   
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TABLE IIID.2 
Frequency distribution of teacher degree for PRISE teachers by school size 
School Size Degree Frequency Percent (%) Valid Percent 

(%) 
Cum Percent 

(%) 

Small      

 Bachelor 20 76.9 80.0 80.0 

 Master 5 19.2 20.0 100.0 

 Doctorate 0 0.0 0.0 100.0 

 Subtotal 25 96.2 100.0  

 Missing 1 3.8   

 Total 26 100.0   

Medium      

 Bachelor 61 70.1 76.2 76.2 

 Master 15 17.2 18.8 95.0 

 Doctorate 4 4.6 5.0 100.0 

 Subtotal 80 92.0 100.0  

 Missing 7 8.0   

 Total 87 100.0   

Large      

 Bachelor 185 68.0 72.3 72.3 

 Master 67 24.6 26.2 98.4 

 Doctorate 4 1.5 1.6 100.0 

 Subtotal 256 94.1 100.0  

 Missing 16 5.9   

 Total 272 100.0   
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TABLE IIID.3 
Frequency distribution of teacher degree for PRISE teachers by student minority profile 

Student 
Minority 
Profile 

Degree Frequency Percent (%) Valid 
Percent (%) 

Cum Percent 
(%) 

Lowest      

 Bachelor 82 61.7 66.7 66.7 

 Master 35 26.3 28.5 95.1 

 Doctorate 6 4.5 4.9 100.0 

 Subtotal 123 92.5 100.0  

 Missing 10 7.5   

 Total 133 100.0   

Low      

 Bachelor 35 74.5 77.8 77.8 

 Master 10 21.3 22.2 100.0 

 Doctorate 0 0.0 0.0 100.0 

 Subtotal 45 95.7 100.0  

 Missing 2 4.3   

 Total 47 100.0   

High      

 Bachelor 51 72.9 77.3 77.3 

 Master 15 21.4 22.7 100.0 

 Doctorate 0 0.0 0.0 100.0 

 Subtotal 66 94.3 100.0  

 Missing 4 5.7   

 Total 70 100.0   

2010 HICE Proceedings - Page 331



Texas High School Profiles 62

TABLE IIID.3 cont’d 

Highest      

 Bachelor 98 72.6 77.2 77.2 

 Master 27 20.0 21.3 98.5 

 Doctorate 2 1.5 1.5 100.0 

 Subtotal 127 94.1 100.0  

 Missing 8 5.9   

 Total 135 100.0   
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Abstract 

Reading is undeniably the most important educational tool a student must possess for 

success in today’s society. Through the years, the United States has been losing the real reading 

war — the war against illiteracy. Children who do not read by fourth grade subsequently have 

great difficulty in other subjects, and often end up being placed in special education, being 

retained in a grade, or drop out of school. The reasons some students struggle with reading are as 

varied as the students themselves. This study explored the link between teachers’ perception and 

student performance.   

A descriptive statistical research design was used to explore the relationship between 

teachers’ perception of student mastery of the fourth-grade reading standards and student 

performance on the Florida Comprehensive Assessment Test (FCAT). The sample population 

was fourth grade reading teachers from a rural north Florida county. The teachers completed the 

Teacher Instructional Survey measuring their attitude toward their students’ mastery of the 

fourth-grade reading standards. Information on student performance was collected from the 318 

fourth-grade students’ FCAT reading scores. The Spearman’s rho correlation coefficients were 

used to test the strength of the relationship between teacher perception of student mastery of 

reading standards and student performance on the FCAT.  

The results revealed that teachers had high perception of their student’s mastery of the 

reading standards although; the majority of the students’ reading scores were below the reading 
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proficiency. No statistically significant relationship was found between the teacher perception 

and student performance. 

I will present detailed, current information about the reading level performance of minority 

children in public elementary schools and explore strategies that can be implemented in 

classrooms, schools, and school districts across the nation to improve their educational 

experiences. No single approach will meet the needs of all students who have reading difficulties 

therefore; I will discuss four factors that place a child at risk for reading and academic failure: 

lack of parental reading involvement, ability grouping, inadequate critical thinking skills, and 

minimum quality teacher professional development. The presentation will include a group 

activity: brainstorming scenarios and a question and answer session to give attendees the 

opportunity to inquire about useful strategies that address the specific challenges they face in 

winning the reading war. 
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Introduction 
 

The Becoming a Teacher research program is a Social Sciences and 

Humanities Research Council of Canada funded four-year longitudinal 

examination of the transition experiences of beginning teachers in 

Saskatchewan, Canada.  A mixed-methods design utilizing annual surveys and 

in-depth interviews with employed beginning teachers (currently in the fourth and 

final year) has been used to identify the key factors that affect teachers’ early 

career paths, explore teachers’ transition experiences across personal, 

interpersonal, socio-cultural, and environmental domains, and examine teachers’ 

commitment to the profession.  

As the Canadian teaching force retires and new teachers continue to 

leave the profession, research regarding the recruitment and retention of new 

teachers is on the increase (Canadian Teachers Federation, 2004; McDonald, 

2001; Ontario College of Teachers, 2003; Tardif, 2005). Although most provinces 

in Canada have initiatives in place addressing teacher recruitment and retention 

(Canadian Teachers Federation, 2004), teacher supply and demand is not 

homogenous across all Canadian provinces (Gervais, Thony, & Maydan, 2001; 

Press, 1997).  Similarly, research on pre-service teachers’ motivations, 

aspirations, and early career development is on the rise (Watt & Richardson, 

2008). However, much of this work has been recently conducted in the United 

States, Australia, the United Kingdom, and metropolitan Canada (Bastick, 2000). 

As different sociocultural contexts potentially shape motivations for selecting and 

staying in the teaching profession (Watt & Richardson, 2008), it should not be 
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assumed that the motivations of pre-service teachers in other countries and 

urban centers are the same as the motivations of pre-service teachers in 

Saskatchewan. Thus, the purpose of this particular study was to examine the 

factors that contributed to Saskatchewan teachers’ decisions to enter the 

profession. 

Summary of the Literature 

Teacher retention is an issue in education (Carroll & Fulton, 2004; Ferriter 

& Norton, 2004; Fuller, 2002), mainly because teaching has a turnover rate 

higher than that of most professions (Watts Hull, 2004). For example, nearly one 

third of American teachers are in “transition” (migration or attrition) every year 

(Ingersoll, 2001). Similarly, the Ontario College of Teachers has reported 

massive turnovers in the Canadian teaching population (Ontario College of 

Teachers, 2003) and more than 60% of Ontario school boards have reported 

problems with teacher retention (Canadian Teachers Federation, 2000).  

Retention of beginning teachers is also of grave concern (Ingersoll, 2001; 

Watts Hull, 2004). It is estimated that 20-50% of new teachers resign during their 

first 3 to 5 years of teaching (Fleener, 2001; Henke, Chen, & Geis, 2000; 

Ingersoll & Smith, 2003; Suydam, 2002; Villani, 2002; Voke, 2002). This is 

problematic as teachers typically require 5 to 8 years of experience to master the 

profession (Scherer, 2001). Classrooms become chronic training grounds as new 

teachers leave before becoming experts only to be replaced by another new 

teacher. In Ontario, 19% of beginning teachers are classified as at risk for leaving 

the profession within their first three years (Ontario College of Teachers, 2003). 
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Although the level of new-teacher attachment to the profession appears to be 

higher in Ontario than in some other Canadian jurisdictions (McIntyre, 2005), the 

province of Saskatchewan currently has no evidence to dispute/confirm this 

claim.  

What places beginning teachers at risk for leaving the profession (or not 

entering the profession at all after their education)? Prior to entering their 

profession, studies indicate that preservice teachers are optimistic about finding 

employment (Snyder, Doerr, & Pastor, 1995) and idealistic about their future 

careers (Martin, Chiodo, & Chang, 2001). Furthermore, most new teachers 

indicate they feel ready for their first year of teaching (McPherson, 2000) and that 

they plan to remain in the teaching profession (Ontario College of Teachers, 

2003).  

The first year of teaching is usually described negatively (Hebert & 

Worthy, 2001). Beginning teachers are often shocked by their initiation into the 

teaching profession (LeMaistre, 2000; McPherson, 2000; Simurda, 2004). Many 

new teachers enter their first year of teaching with the same teaching 

responsibilities as teachers with many years of seniority (Angelle, 2006) and find 

the first three years in the classroom as the most stressful of their teaching 

careers (Martin et al., 2001). Beginning teachers report an inability to cope and 

describe being overwhelmed by the demands of teaching (Ontario College of 

Teachers, 2003; O’Neill, 2004; Russell & McPherson, 2001). Survey results from 

Ontario (Ontario College of Teachers, 2003) suggest that almost all new teachers 
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in Ontario are unhappy with their experiences, teaching assignments, and lack of 

resources and support (McIntyre, 2004).  

  In order to understand why so many beginning teachers choose to leave 

the profession as novices, it is important to examine the reasons why beginning 

teachers choose to enter the profession in the first place. Such research is 

currently on the rise (Watt & Richardson, 2008). According to Brook and 

Freeman, up until the 1990’s, “altruistic, service-oriented goals and other intrinsic 

motivations are [were] the source of the primary reasons entering teacher 

candidates report [reported] for why they chose teaching as a career” (Brookhart 

& Freeman, 1992, p.46). 

Since that time many additional studies have been conducted. For 

example, in 2005, Richardson and Watt developed an instrument to assess 

influences on career change for individuals pursuing an education degree. Factor 

analysis resulted in five domains of influence: (1) social status; (2) career fit; (3) 

time for family; (4) prior considerations; and (5) financial reward. All of the 

domains identified received empirical research support. The domain of prior 

considerations was supported by research suggesting that education students 

more carefully plan their careers than other types of students and as a result 

were less likely to pursue education as a “second-choice” (Richardson & Watt, 

2005). Similarly, career fit, which represents the congruence between the 

individual and his/her work environment was also supported by previous 

research (e.g., Holland, 1997).  
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Manual and Hughes identified three different domains of factors 

influencing individuals’ desire to be teachers: (1) personal fulfillment; (2) a desire 

to be engaged with their chosen teaching area; and (3) desire to work with young 

people (Manuel & Hughes, 2006). In contrast to Richardson and Watt (2005) 

financial reward was not represented. A Canadian study examined the reasons 

for why 203 students chose to enter the teaching profession in a large urban city 

in Canada (Stiegelbauer, 1992). Results of a thematic analysis revealed five 

themes: (1) the need to make a difference to students and society; (2) teachers 

were role models for students; (3) the teacher-student exchange as one of the 

mutual growth and continuous learning; (4) a wish to share personal knowledge 

and expertise; and (5) the creation of a positive learning environment. Other 

researchers have identified the desire to work with children and adolescents as a 

highly influential factor in choosing to enter the teaching profession (Kyriacou & 

Coulthard, 2000). 

It is possible that the dissonance between initial expectations and reality in 

terms of the rewards and demands of the teaching profession is the underlying 

root of attrition (Watt & Richardson, 2008). Regardless, such research has the 

potential to illuminate potential reasons for dissatisfaction and to provide valuable 

information to teacher preparation programs and professional teacher 

federations. The more we understand the influences, motives, and aspirations of 

people entering the teaching profession, the more likely we will be able to retain 

them in the profession (Richardson & Watt, 2005).  
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Methods 

Survey Methods 

All beginning teachers who graduated from two universities in 

Saskatchewan were surveyed one year following graduation (2006 and 2007) or 

two years following graduation (2007). A total of 1037 graduates were surveyed 

in a span of two years. As part of a larger survey, participants were asked to 

complete a demographic questionnaire and questions regarding why they chose 

to enter the teaching profession (e.g., “What factors influenced your decision to 

become a teacher?”). Participants were asked to rate ten different possible 

influences using a 4-point Likert-type scale ranging from (1) Not Important to (4) 

Very Important with a separate Not Applicable category.   

Case Study Methodology 

Participants.  All 2005-2006 education graduates employed as a teacher 

(including classroom teacher, substitute teacher etc.) in Saskatchewan were 

contacted and invited to participate in the study.  Case study participant selection 

was stratified by pre-service teacher education program (50% secondary and 

50% elementary trained), gender (20% male), Aboriginal heritage (20%), and 

current school location (33% from each of rural, urban, and northern schools). As 

Saskatchewan teacher education programs graduate approximately 20% First 

Nations teachers and 20% male teachers, the case study sample was selected to 

represent these proportions.  

Twelve purposively selected case study participants were included in the 

final sample. Of these beginning teachers, five teachers had a secondary 
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education degree. Four of the secondary teachers were female and one was 

male. Both rural and northern Saskatchewan locations were represented. Four of 

the secondary teachers taught in a public division with one teacher employed by 

an “other” division. Another five participants received either an elementary or a 

middle education degree (four females, one male). Two of the teachers were 

employed in a rural setting while three were employed in an urban school. Two of 

the elementary/middle school teachers were employed in the public system while 

three were employed in the separate system. Two additional teachers received 

their teaching degree from one of the Aboriginal Teacher Education Programs in 

Saskatchewan. The female teacher was employed in the provincial public system 

in a northern school while the male was employed in the provincial public system 

in an urban environment. 

Data Collection. Each beginning teacher participated in a one-hour 

interview. Interviews were conducted via telephone with the use of an audio 

recording device. The interview process was scripted with the questions 

constructed prior to the interview. The specific question related to this study was: 

“How did you decide to become a teacher?  Who or what influenced your 

decision?  What other career options, if any, did you consider?” Participants were 

probed for reasons why they might have chosen teaching rather than other 

options. Transcription software and double verification processes were employed 

to ensure the accuracy of the transcription taken place during the interview.  

Thematic Analysis. Following the recommendations of Braun and Clarke 

(2006), thematic analysis was used to identify repeated patterns of meaning from 
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the experiences of the case study participants. We tried to ensure that the coding 

of the transcripts and the interpretations made from the codes were “data driven” 

and constructed from the “raw information” contained in the transcribed 

responses to the interview questions (Boyatzis, 1998, p.30-31).   

Results 

Survey Results  

Regardless of year surveyed (2005/06 or 2006/07) or year of teaching 

(first versus second), the most common factors identified by participants as “very 

important” contributors to their decision to become a teacher included making a 

difference in people’s lives (05/06 = 84%; 06/07 first year teachers = 77.1%; or 

06/07 second year teachers = 80.1%), working with children (05/06 = 72%; 06/07 

first year teachers = 71.9%; or 06/07 second year teachers = 69.5%), and the 

opportunity to teach subjects that interested the participant (05/06 = 45.2%; 

06/07 first year teachers = 50.3%; or 06/07 second year teachers = 51.7%; see 

Tables 1-3).  Examples of “other” reasons that were specifically added by some 

participants to the 2005/06 survey included natural gifts acquired through 

teaching (i.e. Native women as teachers), becoming a role model for children and 

youth, and sharing a passion for art and music with children and young people. 

Using the cumulative percentage of the lowest two ratings in the scale, the three 

factors least likely to influence the decision to become teachers were: portability 

of skills for other kinds of work (05/06 = 48.4%; 06/07 first year teachers = 

43.8%; or 06/07 second year teachers = 45.7%), salary and benefits (05/06 = 

63.2%; 06/07 first year teachers = 43.8%; or 06/07 second year teachers = 
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37.7%), and community leadership (05/06 = 54.8%; 06/07 first year teachers = 

40.5%; or 06/07 second year teachers = 47.7%).   

---- Insert Tables 1-3 Here --- 

Case Study Results 

Five major themes emerged from the interviews: (1) Always wanted to be 

a teacher; (2) Significant others as role model teachers; (3) Teaching as 

alternative option; (4) Good match with interests and/or education; and (5) 

Lifestyle as a teacher. Many responses were remarkably similar and several 

participants spoke to more than one theme (e.g., always wanted to be a teacher 

and significant others as role model teachers).  

Always Wanted to Be a Teacher. Some participants responded to the 

question of what motivated them to be a teacher by stating very clearly that it 

was what they always saw themselves doing. For example, “To be completely 

honest, I have no logical explanation. It’s just something I’ve always wanted to do 

since I can remember”. Similarly, “I don’t know, it was just something I always 

wanted to do”, “I don’t know; I’ve just kind of always; that’s been in my mind that I 

wanted to teach...” and “I always thought it was something I wanted to get into”. 

Others expanded on the same idea: 

I have known since I was five that I wanted to be a teacher.   

I always said “I’m going to be a teacher; I’m going to be a  

teacher” – a French Immersion teacher specifically because I  

went through the French Immersion system and I knew it would  

help me get a job.  Everyone went “oh, you’ll change your mind a  

million times” and I really didn’t.  I thought about nursing or some  

other ‘helping people’ professions, but I always knew that that was  
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where my strengths lie, was in helping people and I’ve always  

loved kids. So, it was just a very logical option. 

Teaching as an Alternative Option. Some participants spoke of how 

teaching was not in their initial plans but rather a second option or a “plan B” if 

and when their first and preferred choice fell through.  For example, one 

participant chose Education after failing to get into the Social Work program. 

Before I was becoming a teacher, I actually considered becoming  

a social worker.  I took about two years in that program and I tried  

to get into the faculty twice and even though social workers are  

required, they’re in great demand, I didn’t get in either time.   

So, I decided to look at my options of what else I could do… 

Another participant in responding to the interviewers’ question of whether 

other career options (besides teaching) were ever considered replied, “Many, so 

many.  When I was just graduating high school, I actually wanted to go into 

medicine and first do that.  Unfortunately that didn’t pan out…” 

Other participants turned to education as a second career. As one 

participant told the interviewer, “I worked for the government before”. And 

another replied, “I was in banking for 12 years and I decided to change career 

paths…” 

Good Match with Interests and/or Education. Some participants identified 

that education was a good fit for them within the context of their home life and/or 

personality characteristics. For example, one participant explained the fit 

between education and family, “My parents were also really involved with our 

education and the learning.  Even in the community, my dad was on the school 

board for a number of years and it’s kind of been something that was always in 
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the back of my mind I guess”. Another participant spoke to the fit between 

education and personality: 

Originally, when I was in high school and looking at employment  

options and education opportunities, I had started looking at  

becoming an EMT and going to SIAST [College], but my father  

convinced me that I should go to university because I was more  

of an academic. That’s exactly what he told me. I’ve always loved  

athletics and sports and I thought I’d go through Kinesiology.  

But I started looking at the employment opportunities and though,  

Phys Ed wouldn’t be a bad match. I like working with kids,  

I love coaching, I love teaching, so Phys Ed would be a natural  

fit for me. 

In contrast, another participant noted that it was the location of the 

program, which was a “good fit” rather than the content or type of program itself: 

“It [the Education degree] was offered in the North and I didn't want to move far 

from home.” 

Lifestyle as a Teacher. One participant spoke specifically about the 

advantages of teaching and how that motivated her to pursue the profession: 

I don’t know. I was really torn when I was applying to university.  

I actually had two applications in my hand. One to go to the  

College of Agriculture in Saskatoon to become a veterinarian,  

because I was a farm girl and that’s what I always wanted to  

be the whole time growing up. But then it kind of hit me that -  

that wasn’t the kind of lifestyle that I wanted. I had always  

wanted to- teacher was kind of the second thing on my list.  

I just made the decision that that was the lifestyle that I wanted –  

to be home and raise my kids, to be able to be there and watch  

my kids after school and things like that. 
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Discussion 

Survey respondents strongly endorsed making a difference in others lives, 

working with kids, and opportunity to teach subjects that are of interest as 

significant influences in their decision to enter the teaching profession. Manuel 

and Hughes (2006) identified the same three influences in their Australian 

teacher candidate sample. Five different themes emerged from the interview 

data: (1) always wanted to be a teacher; (2) significant others as role model 

teachers; (3) teaching as an alternative option; (4) good match with interests 

and/or education; and (5) lifestyle as a teacher.  

Significant others as role model teachers may be reinterpreted as mentor 

teachers, which has empirical support in the literature. Research has shown that 

many pre-service teachers wanted to become teachers because of a significant 

mentor in their lives (Manuel & Hughes, 2006). Lifestyle as a teacher may be 

reinterpreted as time for family (Richardson & Watt, 2005) or as quality of life.  

Always wanted to be a teacher may be reinterpreted as aspiration or a calling 

(Snyder, Doerr, & Pastor, 1995). This theme is of particular importance because 

“…teachers who feel that teaching is their “calling” (a natural inclination and 

ability to teach that is recognized by others) are more likely to succeed than 

others” (Snyder et al., 1995, p. 7). It is possible that individuals who aspire to 

teach may also be more likely to remain in their chosen profession. 

At first glance, survey respondents and case study participants appeared to 

respond quite differently to the question of why they chose the teaching 

profession. Furthermore, the responses of case study participants were more 
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elaborate, personal, and complex. It is quite likely that some of the differences 

noted were methodological in nature – unfortunately, the survey format limited 

the respondents to ten forced choice options (developed based on the existing 

literature) and an “other”. It is possible that many of the survey respondents 

would have provided more elaborate and personal responses had they been 

provided the opportunity.  

Despite this, what is also interesting is what the case study participants did 

not state in their responses. Potential reasons or influences for entering the 

education profession such as salary and benefits, community leadership, and 

portability of education skills, which were included on the survey, were not 

mentioned at all by case study participants. These three potential reasons for 

becoming a teacher were the factors least endorsed by the survey respondents. 

The lack of identification and endorsement of salary and benefits as a factor 

influencing the choice to become a teacher, is a meaningful finding. Policy 

makers sometimes believe that better benefits and higher salaries are attractive 

enticements to a profession. This study suggests that using such enticements as 

a recruiting strategy may not be meaningful to beginning teachers, at least not at 

this initial stage. Previous research concurs. Hanushek and Price (1995) found 

that in the United States, teacher salaries were not a particularly powerful 

influence on the decision to become a teacher. Manuel and Hughes (2006) found 

similar results in Australia. However, Serow and Forrest (1994) found that older 

preservice teachers were influenced more by the salaries and benefits than 

younger teachers. Future research should consider potential age differences. 
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Although no influence of salary differences were found in our case studies, it is 

possible that some beginning teachers in our survey study responded differently 

to such questions by age. Perhaps it is the love of teaching (i.e., love of children, 

interests, a calling, etc.) that “hook” new teachers into the profession and 

enticements such as salary, benefits, community standing which keep teachers 

in the profession. 

 Another finding is the common underlying sub-theme of liking/loving 

working with kids. This sub-theme was strongly endorsed by beginning teachers 

as a main reason for selecting teaching as a career. This is not surprising as 

research suggests that the most frequently reported reason for entering teaching 

is the desire to work with children and adolescents (OECD, 2005). 

In order to guard against attrition, all pre-service teachers should be 

introduced to the culture of Kindergarten-grade twelve schools as soon as 

possible in their education. Book and Freeman (1986) advocate for providing 

secondary candidates, who may have more limited school experience, early 

school experiences. Early school experiences provide a more realistic view of the 

complexities of teaching, and may also promote higher expectations regarding 

the value of education courses (Book & Freeman, 1986). Similarly, professional 

teacher colleges should require teacher applicants to be familiar with the culture 

of schools, perhaps through volunteer experiences. Such experiences should 

help to ensure that beginning teachers are realistic when envisioning liking to 

work with kids.  
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Although worded differently, both the case study participants and the 

survey respondents identified the theme good match with interests or opportunity 

to teach interests as a deciding factor in becoming a teacher. Research suggests 

that prior positive experiences with children and youth in roles such as coach 

and/or leader encouraged respondents’ feelings that teaching would be a good fit 

(Richardson & Watt, 2005). Several case study participants identified that they 

had worked as leaders or coaches with children and thus felt that teaching was a 

good career fit.  

Perhaps the common occurrence of being hired to teach classes outside 

ones’ major/minor (i.e., interests) may be a source of strain for beginning 

teachers. Depending upon how strong of an influence good match with interests 

or opportunity to teach interests had on a person’s decision to become a teacher, 

being asked to or required to teach outside one’s interest areas could be a 

deciding factor in leaving the profession. Furthermore, such strain could also be 

an underlying reason for why surveys such as that conducted in Ontario 

conclude that many beginning teachers are dissatisfied with their teaching 

assignments (McIntyre, 2004). A strong sense of calling to the teaching 

profession should be balanced by a willingness to accept the realities of being a 

teacher including realities such as teaching assignments and workload (Serow, 

Eaker, & Ciechalski, 1992). 
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The finding that some case study participants chose teaching as a career 

because their first choice career did not “pan out” should be studied further.  

Although there is some research to support the fact that for many, education is 

indeed a second choice due to the inability to pursue dream careers (Manuel & 

Hughes, 2006), contradictory research suggests that for others, education is the 

first choice (Richardson & Watt, 2005). It is possible that some of the beginning 

teachers who choose to drop out of the profession are those who do not have a 

true passion or calling for teaching. Work conducted by the Education 

Commission of the States suggests that because it is unlikely that the teaching 

profession will ever attract a large percentage of the most academically talented 

individuals, future research and policy makers should continue to explore how 

the teaching profession can attract the most capable teachers (Allen, 2005).  

Researchers, advisors, and faculty should also be sensitive to and when 

possible, further examine the differences in motivations to teaching due to age, 

gender, and type of teacher candidate (elementary versus secondary candidates; 

Book & Freeman, 1986). Future research should also examine why students in 

Saskatchewan, other provinces in Canada, and other countries choose not to 

enter the teaching profession (Richardson & Watt, 2005). 

Although this study is based in the Canadian context, we believe the 

information is transferable to other contexts. We believe that the information 

gathered from this study has the possibility to improve teacher education 

programs as well as develop and improve supports for all education graduates 

and teachers. 
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Table 1: Factors contributing to the decision to become a teacher - 2005/06. 

Types of Training Not 
Important 2 3 Very 

Important N/A Total

Opportunity to teach subjects that 
interested participant 

      

N 3 15 41 56 1 124*
Percent 2.4 12.1 39.5 45.2 0.8 100
       
Working with children or young people       

N 1 3 31 90 0 125
Percent 0.8 2.4 24.8 72 0 100
       
Having own classroom       
N 13 22 41 49 0 125
Percent 10.4 17.6 32.8 39.2 0 100

Looking for a career change       

N 21 12 9 13 65 120** 
Percent 17.5 10 7.5 10.8 54.2 100 
       
Making a difference in people’s lives       
N 1 5 14 105 0 125
Percent 0.8 4 11.2 84 0 100
       
Portability of skills for other kinds of work       
N 20 41 46 14 3 124*
Percent 16.1 33.1 37.1 11.3 2.4 100
       
Community leadership opportunities       
N 15 39 50 18 2 124*
Percent 12.1 31.5 40.3 14.5 1.6 100
       
Salary and benefits       
N 13 32 63 16 1 125
Percent 10.4 25.6 50.4 12.8 0.8 100
       
Quality of professional life       
N 2 19 62 41 0 124*
Percent 1.6 15.3 50 33.1 0 100
       
Career opportunities in teaching       
N 8 34 50 32 1 125
Percent 6.4 27.2 40 25.6 0.8 100
*Note: missing data N=1 
**Note: missing data N=5 
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Table 2. Factors contributing to the decision to become a teacher (2006/07 1st year teacher). 
 

Types of Training 

Not 

Important 2 3 

Very 

Important 

N/A or 

Missing Total 

Opportunity to teach subjects that interested participant 

N 4 14 56 77 2 153 

Percent 2.6% 9.2% 36.6% 50.3% 1.3% 100.0% 

Working with children or young people     

N 3 4 36 110 0 153 

Percent 2.0% 2.6% 23.5% 71.9% 0.0% 100.0% 

Having own classroom    

N 19 24 65 42 3 153 

Percent 12.4% 15.7% 42.5% 27.5% 2.0% 100.0% 

Making a difference in people’s lives    

N 1 3 26 118 5 153 

Percent 0.7% 2.0% 17.0% 77.1% 3.3% 100.0% 

Portability of skills for other kinds of work     

N 20 47 52 31 3 153 

Percent 13.1% 30.7% 34.0% 20.3% 2.0% 100.0% 

Community leadership opportunities      

N 11 51 59 29 3 153 

Percent 7.19% 33.33% 38.56% 18.95% 1.96% 100.00% 

Salary and benefits       

N 18 49 61 25 0 153 

Percent 11.76% 32.03% 39.87% 16.34% 0.00% 100.00% 

Quality of professional life      

N 5 32 68 47 1 153 

Percent 3.27% 20.92% 44.44% 30.72% 0.65% 100.00% 

Career opportunities in teaching      

N 12 39 61 37 4 153 

Percent 7.84% 25.49% 39.87% 24.18% 2.61% 100.00% 

Looking For Career Change      

N 35 11 13 21 73 153 

Percent 22.9% 7.2% 8.5% 13.7% 47.7% 100.0% 
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Table 3. Factors contributing to the decision to become a teacher (2006/07 2nd year teacher). 

Types of Training 
Not 

Important 2 3 
Very 

Important 
N/A or 
Missing Total 

Opportunity to teach subjects that interested 
participant 

   

N 1 18 50 78 4 151 
Percent 0.7% 2.6% 33.1% 51.7% 2.6% 100.0% 
Working with children or young people     
N 3 7 31 105 5 151 
Percent 2.0% 2.6% 20.5% 69.5% 3.3% 100.0% 
Having own classroom     
N 19 23 52 50 7 151 
Percent 12.6% 2.6% 34.4% 33.1% 4.6% 100.0% 
Making a difference in people’s lives     
N 2 2 22 121 4 151 
Percent 1.3% 2.6% 14.6% 80.1% 2.6% 100.0% 
Portability of skills for other kinds of work     
N 24 45 54 21 7 151 
Percent 15.9% 2.6% 35.8% 13.9% 4.6% 100.0% 
Community leadership opportunities     
N 18 54 59 15 5 151 
Percent 11.9% 2.6% 39.1% 9.9% 3.3% 100.0% 
Salary and benefits       
N 20 37 66 23 5 151 
Percent 13.2% 2.6% 43.7% 15.2% 3.3% 100.0% 
Quality of professional life     
N 7 20 79 37 8 151 
Percent 4.6% 2.6% 52.3% 24.5% 5.3% 100.0% 
Career opportunities in teaching     
N 17 31 70 28 5 151 
Percent 11.3% 2.6% 46.4% 18.5% 3.3% 100.0% 
Looking For Career Change     
N 35 10 12 11 83 151 
Percent 23.2% 2.6% 7.9% 7.3% 55.0% 100.0% 
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ABSTRACT 

Background and Purpose of Study 

Diversity initiatives have evolved from a focus on compliance-oriented training to a 

systematic approach which integrates the many dimensions of diversity in all aspects of business 

to enhance performance through the practice of organization development (OD) (Bendick, Egan, 

& Lofhjelm, 2001). Many organizations have implemented short term solutions to address the 

demographic changes in the workforce, but have had minimal results. When diversity 

interventions are conceptually grounded in organization development practices the results are 

much more substantial for both the employees and the organization (2001).  Diversity and 

diversity management have become an organizational imperative in the U.S. workplace 

(Butterman, Haapaniemi, Sine, & Taylor, 2008). Despite the efforts for addressing diversity 

issues, solutions that sustain a culture of acceptance and inclusion remain ambiguous.  A 

growing body of research examines compliance issues (Dreachslin,1996; Dass & Parker, 1999; 

Ivancevich & Gilbert, 2000; Anand & Winters, 2008), but there is limited empirical research 

exploring key factors for instituting and implementing diversity initiatives as an organizational 

function (Blake-Beard, Finley-Hervey, & Harquail, 2008).  According to Blake-Beard, et al. 

(2008), examples of organizations implementing diversity initiatives are more superficial than 

substantial. Therefore, the purpose of this qualitative case study was to explore the perceived 

influential factors of effective organizational change for instituting diversity initiatives and to 

investigate the process of implementing diversity initiatives successfully in one hospitality 

organization. 
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Research Questions 

The following questions guided this study: 

1. What are the perceived influential factors of effective organizational change for instituting 

diversity initiatives in one hospitality organization? 

2. What was the process for implementing diversity initiatives within this organization? 

 

Conceptual Framework 

Cox‘s Change Model for Work on Diversity 

Cox‘s Change Model for Work on Diversity (2001) is a comprehensive conceptual method 

that identifies the main activities for effective organizational change. This model utilizes a 

system approach to managing diversity. Cox’s Change Model for Work on Diversity has five 

components: (1) leadership, (2) research & measurement, (3) education, (4) alignment of 

management systems, and (5) follow- up. Figure 1.1 illustrates a flow chart identifying the 

change effort cycle.  Cox recommends that an effective organizational change effort should 

include all of the elements depicted in Figure 1.1. “As the flow of the arrows suggests, the 

change effort cycles through all of the elements and is continually assessed and refined over time 

in a process of continuous loop learning” (Cox, 2001, p.18). This paper will focus on the role 

education played in helping an organization transform from a corporation, which was criticized 

for its lack of diversity into one, which was lauded and received numerous diversity awards.     

One of the key components of Cox‘s Change Model for Work on Diversity is education. The 

term “education” is used rather than “training” to signify that learning must be approached 

through a variety of methods (Cox, 2001, p.21). Although there has been a great deal of activity 

in the area of diversity training, early returns on its effectiveness are questionable.  On managing  
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Figure 1.1 Change Model for Work on Diversity 

Source: Cox, T., 2001, p.19. 
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change one must be cautious to the resistance of change. One reason for this resistance is fear 

among the majority group members that change will produce a zero-sum game in which others 

gain and lose (Cox, 2001). This resistance is partly due to a misunderstanding of diversity. In the 

development of in-house expertise, it is paramount for long-term success during organizational 

change to create internal resources to carry out education on diversity. The internal resources, 

trainers or facilitators in diversity must be skilled at dealing with issues that are “(1) laden with 

emotion, such as experiences with prejudice and discrimination, (2) controversial, such as 

affirmative action, and (3) deeply personal, such as topics that touch on the spiritual life of 

participants” (Cox, 2001, p.98).  In addressing the three learning processes associated with 

diversity, trainers of diversity must be aware of the objective/s. According to Cox (2001), if the 

objective of the training is to raise awareness, than it must be facilitated by the participant being 

self-reflective and hearing about the experiences and interpretation of others; if the objective is 

deeper knowledge, the participant is given new information concerning research about the 

subject; if the objective to change behavior, then the training must require participants to think 

about action steps for translating new insights into doing something differently as they perform 

their job. 

 

Methodology 

This study employed qualitative case study methodology in order to obtain a detailed 

description of the complex issues related to organizations and diversity. Through interviews and 

review of relevant materials written by and about the organization, the researcher was interested 

in investigating key strategies, distinctive challenges, best practices and lessons learned by one 

hospitality industry leader which has been recognized for their diversity initiatives. Based on the 
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desire to explore the perceived influential factors of effective organizational change and the 

process of implementing diversity initiatives of a single selected company, an exploratory case 

study approach was determined to be the best method for studying this issue. The research 

questions guided the overall purpose and focus of this research. 

For this study, the researcher approached interviews using primarily semi-structured, open-

ended questions with the intent of building upon and exploring the participant’s responses.  The 

goal was to have the participant reconstruct his/her experience within the topic of diversity. The 

interviewee may propose solutions or provide insight into events and may also corroborate 

evidence obtained from other sources. Open-ended questions were used to give the respondents 

freedom to fully express themselves and elaborate on their perceptions of organizational impact.  

The specific technique that was used during the interview process was critical incident. 

Secondary documents were researched from materials relating to the implementation of 

diversity initiatives during the period of 2000-2009.  Articles and publications relating to 

diversity specific events occurring at the organization was researched through the university 

library and Internet search engines.  Files on the study included annual diversity reports, website 

printouts, press releases, newsletters, 2008 diversity strategic plan and other related documents.  

In addition, diversity reports found on the organization’s website were used to corroborate with 

primary data. 

 

Key Findings 

Key findings indicate that leaders in the organization being studied utilized the following 

concepts and strategies while instituting change relating to their diversity efforts: Leadership 

Commitment, Corporate Values, Education, Communication, Accountability, and Organizational 
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Infrastructure. The findings from this study can assist in highlighting key strategies for 

implementing diversity interventions that are perceived to be successful for improving future 

diversity initiatives. It can assist organization development (OD) professionals; consultants; 

workplace learning and performance (WLP) practitioners and human resource (HR) managers 

develop a better understanding for using a systems approach for addressing diversity.  Although 

there were multiple findings for this study, the focus of this paper will be on this organization’s 

commitment to education during this change effort.  

Background of the Organization 

For this case study, one organization in the hospitality industry was selected to explore how 

diversity initiatives were instituted and implemented during a period of time between 2000 and 

2009.  A voluntary commitment to extend their dedication to a formal diversity initiative infused 

the culture and altered the way they do business.  A publically traded company, it is one of the 

world’s leading development organizations with significant holdings in gaming, hospitality and 

entertainment.  It is one of fifty companies in the United States to be recognized for its 

commitment to diversity best practices. Awards include: Top Corporations in the U.S. for 

multicultural businesses (DiversityBusiness.com, 2008), Supplier Diversity Program of the Year 

by the Nevada Minority Business Development Council (Desmarais, 2007), 40 Best Companies 

for Diversity by Black Enterprise Magazine (2006).  In addition, their Chairman and CEO was 

honored with the 2007 CEO Diversity Leadership Award for demonstrating outstanding diversity 

leadership in corporate America (Schaffer, 2007). They have been honored with more than one 

hundred and thirty-five awards related to diversity.   
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Education as a Strategy 

“Education is a central feature of any change effort” (Cox, 2001, p.21) and is defined as a 

learning approach that progresses through three stages: awareness, deeper knowledge and 

behavioral change.  In August 2002, this organization launched the Diversity Champions 

Training. This training is the centerpiece of their success.  According to an interview with the 

Senior Vice President of Corporate Diversity: 

Diversity Champion Training is part leadership, part personal breakthrough, part 

diversity…So we are making this monster investment in giving our people the permission 

and the setting in which they can be better human beings…property presidents…every 

director and above…every manager and above, in this company, has attended. We’ve had 

six thousand people go through it, twenty-five people at a time (personal communication, 

April 16, 2009). 

According to the Vice President of Corporate Diversity: 

This is an intense, experiential program that creates an emotional and intellectual 

connection to the practice of diversity and influences how people regard diversity from 

the business perspective. The emotional connection enables them to be proactive within 

the company and to have empathy for others who may be different from them. The 

training helps lay the foundation of the company's culture. …to harness the energy and 

power of diversity…with six thousand people who are the leaders of the corporation. 

We became better positioned to win awards…employees coming together to 

consider how they could impact the success of the business in more substantive 

ways.  Most employees understand that there is a direct connection to their individual 

success and the success of the enterprise (personal communication, April 14, 2009)  
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Diversity education is a key factor in helping create a unified company vision and a culture 

of shared values.  This organization developed a training program, which prepared employees 

from diverse backgrounds and offered them the opportunity for managerial positions with the 

intent of minimizing the glass-ceiling effect (Senior Vice President of Corporate Diversity, 

personal communication, April 16, 2009).   The hope was to expand and improve diversity into 

all of the company's major areas of operations including human resources, retail, purchasing, 

construction, sales, marketing, advertising, and public relations.  As a result of their example, 

many of the other hospitality organizations now have diversity initiatives in place, creating 

cultural awareness throughout their company (April 16, 2009).  Through the perspective of 

celebrating diversity, they approached training and development from an individual enhancement 

outlook. They implemented the 3-day personal growth workshop since 2002. This intensive 

seminar combined the principles of diversity, leadership and personal accountability, as key 

factors for helping create a unified company vision and a culture of shared values.   The goal was 

to develop the company’s culture and harness the potential of every single employee no matter 

what his or her position was or may be (Vice President of Corporate Diversity, personal 

communication, April 14, 2009 

 

Discussion 

Under the label of “diversity training,” studies show that only about one-third of diversity 

training efforts are viewed as creating a lasting result (Cox, 2001).  Yet education was 

instrumental to the success of the organization studied. Their diversity workshop created an 

environment of continuous learning that allowed the organization to benefit from the life 

experiences and wisdom of many thousands of their employees. The basic principles of universal 
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respect for people, inclusion, and appreciation for the contributions of every individual are not 

only the bedrock moral precepts, but are the key to unlocking each employees’ individual and 

collective potential to improve and excel (Organization website, 2009). 

This revolutionary diversity training was the core of the company's cultural transformation. 

The program was a method for directing the focus and energy of company management and 

employees into building high-powered teams that were transforming the way the company did 

business.  As a strategic partner, this organization’s corporate university provides ongoing 

training and professional development and plays a key leadership role in researching, 

benchmarking, developing, implementing, and evaluating learning programs that maximize the 

potential of their people.   

 

Conclusion 

While the findings in this study were broad, Cox‘s Change Model for Work on Diversity 

supports organizational change that attracts, retains, and effectively uses people as resources 

(Cox, 2001). During the process of analyzing the data, the researcher found similar 

characteristics to Cox’s model in many of the interviewee’s key comments, which pertained to 

the factors for implementing successful diversity initiatives. Based on the information gathered, 

several concepts relating to the implementation of diversity initiatives were evident.  Key 

findings indicate that this hospitality organization utilized these concepts and strategies while 

instituting change relating to their diversity efforts: Leadership Commitment, Corporate Values, 

Education, Communication, Accountability, and Organizational Infrastructure.  While these 

factors were not discussed in this paper, education played an integral role in this change effort.  
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Success in the academy may take many forms to include, but not limited to securing 
successive degrees of tenure (associate, full and endowed professorships), as well as, 
ascending the administrative ranks (department chair, deanship and presidency). Despite 
the many theoretical choices recent graduates and mid-career terminal degree-holders 
possess, obtaining and succeeding in aspired positions requires much more than 
intellectual prowess.  Candidates at all levels need to know the rules of the academic 
community.  Stated differently, if one is familiar with the role of informal networks and 
standard hiring practices, one can position oneself to attain professional goals.  The dirty 
little secrets of the academe revealed in the proposed panel, are the unspoken rules and 
are often sequestered in privileged networks which whether intentional or not continue to 
exclude many highly qualified candidates from realizing their dreams.   
 
Numerous topics could be included in a list of critical challenges facing post-secondary 
institutions.  Studies, reports and scholarly publications focus on increased demands on 
higher educational institutions given a climate of shrinking fiscal resources and increased 
accountability.  However we argue, just as critical are the issues facing distinct 
populations doing the work of said institutions, full- and part-time faculty and 
administrators. Upward mobility in the academe merits consideration if only because of 
demographic workforce shifts precipitated by baby boomer retirements and the racial and 
ethnic populations poised to replace them.  
 
“In 2005 more than 54 percent of full-time faculty members in the United States were 
older than 50, compared with just 22.5 percent in 1969” (Goldstein, 2008). Specific to 
colleges and universities, as per the .S. Bureau of Labor Statistics (2008) and more recent 
projections by the U.S. Census Bureau (yr), between 1998-2008 there was a need to 
replace 195,000 faculty members.     
 
If we concur that there is a traditional pathway to the upper ranks of higher educational 
administration and faculty we should also admit that the tiering of the U.S. post-
secondary institutions directly and indirectly impacts perceptions about hiring pools. As 
per 2005 data, African American, Hispanic, and Native American faculty members are 
concentrated in part-time and Assistant professor positions (Chronicle, 2007).  This data 
hast implications for professional mentorships, retention and recruitment,  all of which 
should be of concern to post-secondary institutions given that currently sixty percent of 
the nation’s workers are women, minorities and immigrants, who will soon represent 
more than eighty-five percent of the growth in America’s workforce (Duderstadt, 2001).  
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The proposed panel is composed of a cross-section of successful academicians who range 
in expertise from former deans of Research I institutions, endowed professors, 
department chairs, ACE fellows, associate and full professors.  Panelists also represent 
diverse institutions providing attendees authentic and practical insight into upward 
mobility in divergent institutions.  Finally, several of the panelist have taken un-
traditional pathways to their current position, providing opportunities to discuss 
alternative pathways and definitions of success.  This unique gathering of those who by 
any measure are considered successful, provide a rich opportunity for attendees to 
unearth dirty little secrets that will better equip them to succeed in their chosen paths.   
 
This session is being proposed as a companion to the 2009 session at the behest and 
evaluation by the session’s attendees.  We should like to refer to it as Phase Two. 
 
1. All Roads can lead to the Academe: Crooked Roads …Alternative Pathways (Jeanita 
W. Richardson, Nicole Lewis and Wayne Lewis) 
 
Contrary to popular opinion, there are many pathways to a career in academe. Drs. 
Richardson, Lewis and Lewis will share possible alternative pathways to tenured 
professorships and the ways in which temporarily stepping out of a faculty position can 
better position one for tenure.  
  
2. Running the Tenure Gauntlet – (Sonja M. Feist–Price, Jeanita W. Richardson, 
Kenneth Tyler and all panelist) 
 
Panelist represent the tenure continuum and others either associate professors, full 
professors or endowed professors. 
 
3. To Chair or not to Chair a Department: Opportunities or burdens (Charles Russo and 
Linda Brown Wright) 
 
The office of department chair may be offered at various points in ones career or 
alternatively could be a position actively sought.  Drs. Russo and Lynda Brown Wright 
aid attendees in deciphering how to determine when such offers have short- or long-term 
benefits and when they might be positions to avoid.  
 
4. The Road to the Deanship and Beyond (Frank Brown and J. John Harris III) 
 
Both Drs. Harris and Brown have served not only as deans of research I institutions 
(University of Kentucky and University of North Carolina Chapel Hill), they have also 
held numerous academic and administrative seasoned statesmen of historic and 
contemporary practice, attendees will be informed how to best position themselves for 
careers in higher educational administration.    
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Abstract 

The value of identity of course is that so often with it comes purpose.  -Richard Grant 

 
Cultural awareness programs increase the understanding of one’s own culture, 

and that of others from around the world. Specifically, the purpose of African-centered 

cultural awareness programs is to increase participants’ knowledge as it relates to Africa, 

Africans and African Americans, and the basic principles of African thought. The 

primary objectives of these programs are to develop positive self esteem and decrease or 

eliminate problematic behaviors that interfere with success. 

The problem of the study was that Black children who are unable to effectively 

manage themselves are selectively excluded from opportunities for academic and social 

advancement. The purpose of this study was to examine the impact of an African-

centered cultural awareness program on the self esteem and behavior of select African 

American 9- to 12-year-old pre-adolescents.  

Selected students participated in an African-centered cultural awareness after 

school program for one year. The hypotheses predicted a change in self esteem scores 

and the frequency of incidences of problematic behaviors. Pre and posttest data for self 

esteem were collected using the Rosenberg Self Esteem Scale, and behavior infractions 

were recorded using the program’s disciplinary referral. Parents of participants completed 

questionnaires about their children’s behavior. A causal comparative research design was 

2010 HICE Proceedings - Page 378

mailto:wallacej@mail.leon.k12.fl.us


 

 2

used, and data were analyzed using a one-group pretest posttest design. 

Participants in the program experienced increases in self esteem scores and 

decreases in instances of problematic behaviors, leading to the conclusion that 

participation in an African-centered cultural awareness program impacted on self esteem 

and behavior. Consequently, more after school programs that focus on cultural awareness 

need to be available to all pre-adolescents, particularly African-Americans who are 

struggling academically or socially.  
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Abstract 

 

This paper presents the results of a literature review on gender learning differences in online 

higher education.  Knowledge of gender differences provides important tools for curriculum 

development, classroom instruction, and student retention.  

The purpose of this literature review is to examine the differences that exist between genders in 

online education.  Similarities and differences will be highlighted, as well as suggestions for how 

online educators can make the learning environment attractive to both genders.  Focus is on 

curriculum, retention, increased participation, and overall academic success. 
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Student Centered Teaching Across the Gender Divide 

 

Researchers and scholars tend to agree that men and women learn differently (Connell & 

Gunzelmann, 2004; Kimura, 1999; Kaledin, 2005; “Gender Differences,” n.d.).  Knowledge of 

these differences impacts curriculum, teaching methods, and retention.  Research indicates that 

females tend to excel in reading, writing, and collaborative learning, while men tend to shine in 

math, science, and competitive learning environments. (Kimura, 1999; “Gender Differences,” 

n.d.).  Differences surface early in the academic career of children and continue throughout 

adulthood (Connell & Gunzelmann, 2004).  Understanding these learning differences can 

provide instructors important tools to improve classroom performance of students in online 

higher education.   

Research indicates that men are more interested in computers than women, and so one 

would expect that more men than women would take and succeed in online learning.  Recent 

research examines the facts:  Despite evidence that both men and women have an equal potential 

to be successful in higher education online (Coldwell, Goold, Craig, & Mustard, 2007), women 

outnumber men in enrollment in online education and actually do better in online courses  

(McSporran & Young, 2001). 

Since the 1970’s, women have closed, and then reopened, the gender gap in higher 

education.  According to the U.S. Department of Education (2008), 57.9 percent of students 

receiving higher education degrees are women.  In online education, that number is even greater.  

Males are not only less likely to attend college, they are less likely to graduate. (Sax 2007).  

Why does a gender gap matter?  According to the University of Fairbanks Boys Project 

(2008), people with college educations tend to have larger salaries, spend more time participating 
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in civic duties, have more stable marriages, spend less time incarcerated, and contribute more to 

the global economy.  An educator’s goal should be to provide those opportunities to all students 

– regardless of gender.  Also, while some educators might have a preference for having one type 

of gender or another in their classroom, recent research has demonstrated that overall 

participation is increased when there is an equal number of men and women in an online 

classroom (Hamann, 2004; Sierra & Wang, 2002). 

Also, balancing the number of males and females in an online course results in a stronger 

social network (Sierra & Wang, 2002), and more accurately reflects the workplace our students 

seek to enter.   Finally, by offering educational experiences that are attractive to both genders, 

educators can improve retention rates and increase market share.  

There are interesting differences between male and female online learners.   A study 

completed in New Zealand revealed that women are more successful in online learning than 

males.  The study’s student survey results indicated that women tended to read and follow all 

directions, worked sequentially and set aside quiet time to do their online work.  In contrast, 

males tended to access classes at various times of the day and did not work in linear patterns 

(McSporran & Young, 2001).  Another study completed in Australia discovered that students 

who explored the online platform early in the term had increased self-confidence and were more 

effective in the classroom (Coldwell, et al., 2007).  Of the students polled, 82% of the females 

completed early exploration as compared to 58% of the males; also pointed out by that study, 

only 75% of males felt it was their role as an online student to ask questions vs. 87% of females.   

 In addition to having different methods of accessing the classroom, as noted above, 

women and men also have different methods of posting on asynchronous and synchronous 

forums.  One online graduate course found that women had slightly more non-substantive posts 
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during threaded discussions (Davidson-Shivers, Morris, & Sriwongkol, 2003), but most indicate 

that males and females post an equal number of on-topic messages (Davidson-Shivers, et al, 

2003; Sierra & Wang, 2002).  Within those discussion posts, males are more likely to post 

information, as shown in this example taken from a class: “This is a fairly simple question that is 

seen every day by most people in bad neighborhoods all across America. It's statistically proven 

that less opportunity in an area raises criminal activity significantly.”  In contrast, women use 

more opinions and collaborative statements when participating, as in this actual class example: 

“In my opinion social class and crime are related in many ways, (sic) Speaking from experience 

the more money you have the lesser your crime is plead down.” 

Most importantly, researchers note that offering an “open learning mix”, that in which 

different features of online learning are combined, is important to support individual learning 

(Astleitner & Steinberg, 2005).  Females and males have distinct learning needs and offering a 

flexible learning environment is imperative to fostering success in the online classroom. 

How then do online educators offer a supportive, adaptive, and effective learning context 

that meets the needs of both genders?  Studies show that some aspects of online education are 

beneficial to both genders.  For example, according to research completed by Anderson and 

Haddad of Eastern Michigan University, professor support of students influences expression of 

voice more strongly than the flexibility of the online course environment (Anderson & Haddad, 

2005).  This indicates that both males and females appreciate a strong instructor presence within 

the online classroom.  Also, since 1997, studies have demonstrated that both genders feel 

comfortable using computer technology (Gunn & McSporran, 2003). 

Other researchers recognize the learning differences between males and females, and call 

for gender equity in the creation and implementation of online programs (Garland & Martin, 
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2002).  Although not every male or female will exhibit stereotypical learning differences, it is 

important for educators to recognize differences and attempt to meet the needs of all individuals.  

By offering curriculum that encompasses the preferences of both males and females, online 

educators can make the online experience attractive to both genders.  For the purposes of this 

article, we will offer suggestions from research where preferences of the majority of males and 

females are represented. 

“Boys are wired to seek a high position in the pecking order” according to Eli Newberger 

from Harvard Medical School (as cited on the Council for Exceptional Children).  This 

competitive desire continues into adulthood and offers educators many opportunities for 

increased learning.  For example, online instructors can use educational games and challenges 

within the standard curriculum (e.g., http://jc-schools.net/tutorials/PPT-games/).  Other ways to 

incorporate competition into the curriculum include trivia contests, brainteasers, offering 

right/wrong answers, and asking students to delve further into the course material by offering 

clues to difficult questions, but without giving away the complete answer.   

Males also prefer theory readings along with concrete instructions with a clear rationale 

for completing assignments.  In addition, in a study completed at Southwest Missouri State 

University, males indicated that within the online classroom they preferred teacher directed 

learning (Garland & Martin, 2002).  While many online instructors consider themselves to be 

facilitators of learning, it is important to remember that male students can benefit from 

traditional lectures. 

In contrast to most males, many females view online education as an opportunity to 

communicate and collaborate with other students.  They prefer open-ended questions and 
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assignments that require interaction with fellow classmates.  Also, women tend to prefer or enjoy 

group work, such as team assignments (Garland & Martin, 2002). 

In summary, the results of this literature review indicate that to increase retention and 

student success we should strive to incorporate the preferences of both genders into our online 

classrooms. Research has demonstrated that having gender balance in the classroom is beneficial 

to all students – both in increased participation and in fostering a stronger social network.  

Increased participation and stronger community translate into higher retention rates and 

successful students who achieve their dreams. Just as we teach to all learning modalities, we 

should teach to all gender modalities as part of student-centered learning. 
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Abstract 

The goal of this study was to investigate understanding of inservice elementary school teachers 

in Taiwan about number sense, teaching strategies of number sense and the development of 

number sense of students; and the profile of integrating number sense into mathematical 

instruction ,and teaching practice. Data were gathered through interviews of nine elementary 

mathematics teachers regarding their understanding about number sense followed by 

observations of the teachers instructing in their mathematics classes. Analyses included the 

categorization and comparison of these teachers’ understanding and practices. According to the 

interview upon nine participant teachers, the results of observation, research questions, literature 

review and analysis and discussion of research results, the conclusions are as follows: 

 

    This research found out that among nine teachers interviewed, there were only 3 who have 

heard of the term “number sense”. Among others, Teacher A had deeper understanding toward 

number sense and Teacher B and Teacher I have heard of it; however, they only met the term. 

According to the description of direct perception from 8 participant teachers, number sense was 

“the feeling toward numbers and the sensitivity of numbers”. However, most of the teachers 

defined number sense as the understanding toward the significance of numbers. They treated 

numbers as quantities and neglected the arithmetic and the significance and influence between 

numbers and arithmetic.  

 

Nine participant teachers did not have exactly the same strategies of number sense 

combined in teaching. However, it was agreed that, in mathematics teaching, emphasize on the 

basic concepts of mathematics, creation of discussion environment in the classrooms, application 

of concrete objects and presentation of lines, encouraging the students’ to reflect and judge the 
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rationality of answers, combining mathematics in daily lives and frequently challenging 

intellectual questions could all develop the students’ number sense capacity. Nevertheless, many 

experts and scholars did not mention the strategy that the teachers believed that practice could 

strengthen number sense. The point was worthy of our attention. Practice could increase the 

feelings toward the amount of numbers, influence of arithmetic on numbers and the relations 

among numbers for cultivating the smoothness of calculation. However, practice and the 

teaching of traditional formulas and equations were different. Traditional instruction paid too 

much attention on the practice of standard equations, and the accuracy of answers which 

hindered the students’ meaningful thinking. It only trained the students’ procedure knowledge 

instead of establishing solid concept knowledge that was inefficiently mechanical training (Chen .

＆Yang 2006). Therefore, it was urgent for the teachers growing up in spoon-fed education to 

break through the restriction of traditional teaching.  

Among nine participant teachers, there were 6 of them indicated that the children having the 

capacity to understand the significance of numbers and their relations, developing different 

problem-solving strategies, having reasonable judgment, possessing precise and rapid calculation 

capacity possessed excellent number sense ability. There were only two teachers pointing out the 

influence of calculation on numbers which complied with the teachers’ cognition toward number 

sense which neglected arithmetic and the relation between arithmetic and numbers. This research 

results also found out that there was only one teacher proposing the cultivation of reference point 

ability which could develop the students’ number sense ability. 5 out of nine teachers believed 

that good arithmetic ability could develop number sense ability and 4 of them indicated that the 

children with abstract ability could also develop the said ability. These points were not 

mentioned by the experts and scholars and they were worthy of our attention.  

The participant teachers could not completely propose number sense combined in teaching 

strategies. For example, encouraging the students to construct and accept different problem-

solving strategies could upgrade the students’ number sense capacity. However, in the perception 

of nine participant teachers, we did not find out the importance of this teaching strategy. 

However, this research discovered that the teaching methods of participant teachers could 

develop the students’ number sense, including establishing the students’ clear concept, frequently 

providing the students actual experience, connecting concrete objects, lines and graphs with daily 

life experience, having group or class discussion, encouraging the students to reflect and 
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examine the rationality of the answers, encouraging the students to construct and accept different 

problem-solving strategies, using process questions and playing the guide role during the 

teaching process. Although the participant teachers mentioned that applying these teaching 

strategies in mathematics classroom could upgrade the students’ number sense ability and when 

the teachers only modify the names of people or places, they could combine mathematical 

teaching with daily lives, it still required further exploration as to if this kind of teaching can 

really increase the students’ number sense. Thus, the teachers must efficiently apply the teaching 

strategies to truly increase the students’ number sense ability.  

 

 

 

2010 HICE Proceedings - Page 393



 

 

 

DIVERSITY, ETHICS AND SENSITIVITY TRAINING FOR TEACHERS IN 

INCLUSIVE CLASSROOMS 

 

 

 

 

 

 

Presented at the 2010 Hawaii International Conference on Education 

Honolulu, Hawaii 

January, 2010 

 

 

 

 

 

Vincella Thompson, PhD. 
Keyano College 
8115 Franklin Avenue 
Fort McMurray, Alberta,Canada 
T9H 2H7 
Vincella.thompson@keyano.ca 
 

 

2010 HICE Proceedings - Page 394

mailto:Vincella.thompson@keyano.ca


Today’s classrooms are racially, ethnically, culturally and linguistically diverse. Children 

with a range of disabilities continue to require mandated educational supports and 

services in inclusive classrooms. The teachers who provide instruction come from a 

predominantly White American-European background and do not have the skills to 

effectively meet the needs of these learners. Ethical issues such as appropriate assessment 

and the ability to provide effective educational supports create dilemmas for pre-service 

and in-service teachers alike who have no clear ethical code to provide guidance when 

culture and disability intersect. Sensitivity training is clearly needed to equip teachers for 

their new and evolving role as educators in complex inclusive classrooms.  
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Introduction 
 

Schools in the United States and Canada have become increasingly diverse in the 

number of students who are culturally, racially, linguistically and economically different, 

including students who have disabilities (Jones, 2004; Hamre & Oyler, 2004; Brown, 

2004). Education shapes the personal growth and life opportunities of children, as well as 

the economic and social progress of countries. Children today need a range of 

experiences and educational opportunities to assist them in achieving their full potential. 

According to Banks, Cookson, Gay, Hawley, Irvine, Nieto, Schofield, & Stephan (2005) 

academic skills and knowledge while essential in today’s global society are not sufficient. 

Students must develop the knowledge, attitudes and skills to interact positively with 

people from diverse groups. Increasing immigration and the number of students identified 

as having disabilities mean that pre-service and in-service teachers must receive 

preparation and continued training for working with students who do not belong to a 

homogeneous group.  

In addition to the issue of diversity teachers are called upon to make decisions that 

are of a moral or ethical nature every day. While medicine, psychology, law, business and 

other professional schools have developed ethical standards for the conduct of graduates 

and professionals, very little ethics education or policy exists for teachers especially those 

in special education or inclusive classrooms. Paul, French and Cranston-Gingras (2001) 

remark“ it is surprising that a field so replete with such complexities of interests has 

devoted so little attention to the study and development of applied ethics”(p. 1). Newman, 

Coombe, Arefi, Davidson, and Humphries (1999) regard ethical decision making as 

critical in educational settings.  
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 Educators must be sensitive to the needs of the students they teach in any 

classroom but this is more pronounced in the inclusive classroom with its complex 

diversity. This paper examines diversity, significant ethical issues facing teachers in 

inclusive classrooms and proposes a framework for sensitivity training for pre-service 

and in-service teachers. 

Diversity 

According to the U.S, Department of Education 13 percent of the children being 

served in general classrooms in the 2000-2001 school year were students with 

disabilities. This number has increased faster than the number of total school enrollments 

(National Center for Education Statistics ( NCES), 2002). In 2000, 39 percent of students 

enrolled in schools in the U.S. were from minority groups. According to a 2002 NCES 

report that number increased by 17 percent from 1972 largely due to the increasing 

numbers of students who are Hispanic. These shifts in the racial and ethnic composition 

of enrolled students can cause ripple effects in the culture of schools as language, values 

and norms shift with the population. Although these shifts provide many opportunities to 

learn about other cultures, they also create tremendous challenges for schools. 

Culture and cultural diversity are significant concepts for teachers because they 

influence students’ lives, parent school interaction and collaboration (Jones, 2004). 

According to Banks (1992); Andersen and Taylor (2002) culture is the stated 

characteristics of a group of people such as language, religion, dress, customs and 

traditions, values, and ways of thinking. While culture refers to the shared characteristics 

of a group of people, diversity is the differences in those characteristics between groups 

(Jones, 2004). Cultural diversity is then related to multicultural education that may 
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influence how children are taught and how they learn. Bennett (1999, cited in Jones, 

2004) suggests that multicultural education is a commitment to affirm and appreciate 

cultural diversity. Lewis and Doorlag (2003) suggest that culture influences behavior and 

what is acceptable conduct in one culture may be considered inappropriate in another. In 

addition “family or cultural expectations for child behavior may differ from the 

expectations of the educational setting “ (Walker, 1988, p. 50).  

Diversity in education is a great opportunity but also a challenge. Diversity 

presents the opportunity to learn from others who may be from many cultures and ethnic 

backgrounds. The challenge exists in the fact that when these diverse groups interact 

tension, stereotypes and false perceptions dominate increasing fear and mistrust (Banks 

et.al., 2005). One in every three students enrolled in school in the U.S. is from a cultural, 

ethnic minority and by the year 2020 nearly half of students in classrooms will be 

students of color (Sapon-Shevin & Zollers, 1999). Gay and Howard (2000) suggest that 

while most of the students in schools are of diverse cultures their teachers remain White 

or European American. In fact 87% of the teachers in the U.S. are White and fewer than 3 

percent speak a second language (Banks and Banks, 2001; Carter, 2000).  

Many teacher preparation programs have added courses in Multicultural 

Education and Special Education in an attempt to prepare teachers for the broader 

composition of today’s students. These courses however have been taught in isolation 

from the rest of the teacher preparation program in many ways ironically marginalized 

within the general education programs (Tabachnick & Zeichner, 1993). It is important to 

note that children with disabilities are a minority within general education classrooms and 
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in many instances the child with disabilities and the child of color share the same face 

(Paul, French, & Cranston-Gingras, 2001). 

The inclusion of children with disabilities in the same classroom as their non-

disabled peers is one of the most significant, complex and controversial practices in the 

United States (Tarver- Behring, Spagna, & Sullivan, 1998).  The passage of the landmark 

PL-94-142 The Education for All Handicapped Children Act of 1975 required that all 

children be educated in the ‘Least Restrictive Environment’ or in classrooms that they 

would normally attend if they did not have a disability (p. 6). The reauthorized legislation 

the Individuals with Disabilities Education Act of 1990 (IDEA) required that all students 

with disabilities be included in general classrooms. The practice of full inclusion is 

controversial because it is costly and many teachers do not have the skills to meet the 

educational needs of so many children with the increasing variety of disabling conditions. 

In addition, the No Child Left Behind Legislation (2000) places additional requirements 

that special education teachers be highly qualified in the subjects they teach. This is 

especially critical since there is already a shortage of special education teachers and 

inclusion is not fully funded (O’Donoghue & Chalmers, 2000; Salend & Garrick 

Duhaney, 2005). 

  In Canadian schools current policy and practice in many jurisdictions both 

federal and provincial call for teachers to meet the educational needs of all students 

including those with disabilities in general classrooms. Education is a provincial matter 

and individual provincial School Acts dictate how the educational needs of students with 

disabilities are to be met. Regardless of the school jurisdiction, teachers require specific 
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skills to equip them to effectively teach and provide educational supports to a range of 

children of increasing diversity.  

Ethical Issues 

“Ethics or ethical behavior encompasses a range of values relating to morality and 

what is considered to be right and proper” (Newman et. al. 1999, p. 35). This may 

have been simple in a homogeneous society with a common set of beliefs and values.  

Increasing societal concern about the perceived decline of moral and ethical values in 

contemporary character education has sparked a renewal of ethics in schools of 

education and teacher training programs. Teachers are seen as moral agents who 

transmit values both formally and informally through direct instruction and modeling 

(Campbell, 1997; Paul, French, Cranston-Gingras, 2001).  Modeling is important in 

developing character and the teacher as a model is a part of the larger social order. 

(Paul, French & Cranston –Gingras, 2001). When children from diverse cultures, 

backgrounds, religions with differing needs and abilities attend the same classroom 

the teacher’s role of ethical and moral model becomes more complex. Ethical choices 

become complicated because there is not an agreed upon set of principles or 

framework within which to make decisions (Kienzler, 2004). According to Ashman 

and Elkins (2002 cited in Nyland, 2004) inclusion is based on the principles of access 

and equity, least restrictive environment and educational programming for the 

individual child.  Inclusive education in principle seeks to adapt systems and 

structures to meet the needs and fully include the child with disabilities. To be guides 

for the young in morality and ethics, teachers must understand the complex moral role 
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that they occupy as ethical professionals and appreciate the significance of their own 

actions and the decisions on the students in their care (Campbell, 1997). 

     Inclusive classrooms provide ample opportunity for teachers to demonstrate 

discrimination and arbitrary treatment of students.  Ethical issues facing teachers in 

inclusive classrooms abound. Kienzler (2004) identified student assessment and course 

content as ethical issues facing teachers. Inclusion itself has been identified as an ethical 

issue ( Paul, French, Cranston-Gingras, 2001) . The inclusion of all children in general 

education programs is an ethical as well as an empirical matter. “Determining the ethical 

interest of the child is a matter that must be considered in the presence of information 

about how and where the child’s needs are best met” (Paul, French, & Cranston-Gingras, 

2001, p. 30). Should the teacher use the same form of discipline for all students including 

the student with disabilities or students of color? Should the assessment tools used for 

children who speak English fluently be used to assess students whose first language is not 

English?  Should the classroom teacher inform the other children of a particular child’s 

disability in an attempt to assist that child in forming friendships or establishing peer 

relationships? A teacher may feel pressured to inflate the marks of a student who has 

struggled and made great gains but not sufficient to meet the requirements for 

advancement to the next grade. Should the teacher with little or no training in the area of 

special needs be required to provide instruction to students with a variety of disabilities? 

These are ethical dilemmas facing classroom teachers every day. Many experienced 

teachers know that there is no blueprint or single best way to guide them in a particular 

context but the preservice teacher needs considerable guidance. According to Ungaretti 

et. al,(1997)” teachers’ ethical dilemmas often test professionals’ fortitude and 
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commitment to maintaining exemplary standards of practice” ( p. 273). “Ethical codes 

offer teachers support when they face difficult dilemmas and communicate what society 

can and should expect from professionals” (Ungaretti et. al, 1997, p. 276).  The Council 

for Exceptional Children provides general guidelines to support special educators 

(Council for Exceptional Children, 1996). The National Association for the Education of 

Young Children (NAEYC) has developed a Code of Ethical Conduct that establishes 

standards for ethical behavior in early childhood education. The National Education 

Association has developed a Code of Ethics for the Education Profession similar to that 

of the NAEYC to provide guidelines for ethical behavior of teachers. In general, 

teachers’ reliance on core values and principles of the profession, coupled with their own 

beliefs and ideas and those of concrete moral communities forms the bases for their 

ethical decisions (Ungaretti, Dorsey, Freeman, & Bologna, 1997). Ungaretti et. al.             

(1997) believe that “teacher education may have neglected ethics because most people 

attracted to teaching bring strong moral character and high standards of personal morality 

( p. 275). 

 A review of the literature revealed significant gaps in research of ethical issues 

facing educators. Sottile (1994 cited in Newman et. al, 1999) found the three most 

common types of ethical dilemmas related to psychological (emotional) abuse, 

confidentiality and assessment. Campbell (2000) cited a range of ethical issues 

ranging from poor teaching practices of other teachers, academic dishonesty on the 

part of a colleague, teacher’s reluctance to participate in a strike and harmful behavior 

of a colleague against a student as examples of ethical dilemmas facing teachers. 
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 The role, application and evaluation of ethics and ethical standards in education 

has received considerable attention in the literature (Coombe & Newman, 1997; Paul, 

French, Cranston-Gingras, 2001; Hutchings, 2003; Campbell, 1997; Campbell, 2000) 

but as Hardy, (2002) found in a study of ethical issues facing community college 

faculty, the literature on the subject while extensive was mainly “philosophical and 

dialectic in nature” (p. 395). Campbell (2000) suggest that a teacher’s ethical world 

isn’t precise and that the prevailing value relativism that only individuals can define 

what is right or wrong for themselves must be overcome. Gaps exist in the area 

empirical research of ethical issues facing teachers especially those working in 

inclusive programs. Although this is the case, many significant parallels exist in fields 

such as psychology and medicine. Two significant ethical considerations can readily 

be identified: the appropriate assessment of students and the effective education for 

all students regardless of culture or ability.  

Assessment 

Assessment may be defined as “the process of gathering information for making a 

decision” (Bailey & Wolrey, 1989, p. 2). Classroom teachers play a critical role in 

assessing students because the results are often used to identify which children need 

further assessment, eligibility for services and to determine appropriate placement. 

It is well documented that teacher beliefs and attitudes influence student outcomes 

(Pohan, 1995; Tatto, 1996; Kienzler, 2004; Ysseldyke, Algozzine & Thurlow, 2000; 

Chamberlain, 2005; Gay, 2002). Empirical studies of teacher expectations of students of 

color reveal that teachers have lower expectations of minority students and tend to 
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explain student failure in terms of lack of ability (Darling-Hammond, 2000, cited in 

Carter, 2000).   

Concerns about using standardized testing with students from diverse linguistic 

and cultural backgrounds are not new. A consistent finding in the literature on assessment 

in inclusive programs relates to cultural and linguistic bias.  Bias in assessment is a very 

real ethical dilemma for teachers especially those serving diverse populations. Traditional 

assessment practices with cultural and linguistically diverse students have been criticized 

because of problems with test development procedures and test uses that create bias 

(Garcia and Pearson cited in Haager & Klingner, 2005).  Lewis and Doorlag (2003) 

recommend “when students from culturally diverse backgrounds are evaluated it is 

necessary that assessment procedures are nonbiased” (p. 398). Children are often placed 

in special education programs because of their performance on standardized tests. This 

has led to an overrepresentation of students of color in special programs (Haager and 

Klingner, 2005; Chamberlain, 2005).  Salend and Garrick Duhaney, (2005) suggest that 

teachers need to use classroom-based assessment alternatives to standardized testing. 

Portfolios, learning logs and student journals are acceptable alternatives (Haager & 

Klingner, 2005; Ysseldyke et. al. 2000; Lewis & Doorlag, 2003). In addition, Hollins  

(1999, cited in Carter, 2000) argues that “the racial identity statuses of educators 

influence their teaching approaches, curriculum content and the environment they create 

for learning” ( p. 875). 

One of the provisions of Public Law 94-142, The Education for All Handicapped 

Children Act (1975) is the consent of parents to and participation in the assessment 

activities involving their children. Complexities of language, culture and ability often 
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make it difficult for teachers to include parents in all but the most elementary 

conversations about their child’s assessment and the implications of the results. Home 

data are often omitted in the assessment (Haager & Klingner, 2005). Lind (1992, cited in 

Gipps, 1995) suggests “multiple indicators are essential so that those who are 

disadvantaged on one assessment have an opportunity to offer alternative evidence of 

their expertise” (p. 44). Ysseldyke et. al.(2000) reiterate the need for nontraditional forms 

of assessment and recommend the documentation of student behaviors in various learning 

and teaching situations. “The use of multiple measures and multiple sources is important 

for both legal and practical reasons”, state Bailey and Wolery (1989, p. 12).  Salend and 

Taylor (2002) propose the use of functional assessments that are culturally sensitive 

given the diversity of children in today’s classrooms. They suggest that children of color 

are often misjudged on the basis of their behavior without thought to the cultural or 

linguistic factors. This practice has led to litigation over discriminatory intent on the part 

of schools and state education agencies regarding the placement of blacks and minority 

students in special education classes. “The state of California has agreed to test all 

children whose primary language is not English in both their primary language and 

English” (Ysseldyke et at. 2000, p. 322). Garcia and Pearson (cited in Haager and 

Klingner, 2005) report that factors related to second language acquisition are often 

misinterpreted as handicaps (Haager & Klingner, 2005).   

Assessment in inclusive programs is clearly an ethical issue with many complex 

dynamic components. Teachers working in inclusive programs must make every effort to 

assure that assessments are appropriate and provide useful information for decision- 

making and programming and as much as possible involve a team approach. 
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Appropriate and Effective Education for all Students 

Baca (1980, cited McCray & Garcia, 2002) suggest that one of the greatest 

challenges and ethical issues facing special educators is providing an effective education 

for all students. Research is limited in the field of special education as it relates to 

culturally and linguistically diverse learners especially to address the disproportional 

representation of some minority groups in special programs (McCray & Garcia, 2002). 

Pugach (2001) found that race, ethnicity and language were not considered as real content 

areas for research in the special education literature and research. The teacher education 

research however according to McCray and Garcia (2002) underscore the challenges of 

“preparing a predominantly white middle- class and female teaching force to successfully 

educate a diverse, multilingual, multiethnic and multiracial student community which 

also represents a continuum of academic abilities”(p. 606). It is well documented that 

teachers who are highly qualified significantly increase student achievement (Darling-

Hammond, & Youngs, 2002; Knight & Wadsworth, 1999; Zaretsky, 2004).  According to 

Billingsley and McLeskey (2004), “the chronic shortage of qualified special education 

teachers threatens and seriously compromises the educational services that students with 

disabilities receive”(p. 2). Teacher and student learning styles conflict when the teacher is 

unwilling or unable to adjust teaching style to address the needs and learning styles of 

children from other cultures (Townsend, 2002). This is intensified when culture and 

disability intersect.  Although legislation and policy exist, this is too often on the 

conceptual level with little or no change in the inclusive classroom (McCray & Garcia, 

2002).  
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Sensitivity Training: The Need 

 With the increase in diversity in student populations, teachers must be willing and 

prepared to work with students from backgrounds that are different from their own 

(Jones, 2004). Teacher preparation programs according to Tabachnick and Zeichner 

(1993) have typically adopted one of three responses to diversity; “ignore this diversity, 

give minimal attention to the reality of cultural diversity or emphasize the development 

of teachers’ cultural sensitivities and prepare them to teach cross culturally” (p. 116). 

Cultural sensitivity is a difficult concept because it requires the admittance of biases. 

Whether intentional or unintentional, the results are the same (Bender, 2000). Cultural 

sensitivity refers to the knowledge of a person’s culture and the sensitivity to the ways in 

which the values and perceptions of members of that community differ from that of other 

cultures (Seibert, Stridh-Igo & Zimmerman, 2002). 

 The need for cultural sensitivity in health care is well documented (Wasson & 

Jackson, 2002; Bender, 2000; Fitch, 2004; Stone-Goldman & Olswang, 2003) but 

education has not been as coordinated. Educational practitioners have developed 

frameworks for multicultural education but the interrelatedness of cultural sensitivity in 

the inclusive classroom is not evident in the literature. Sensitivity training is essential 

because preservice and inservice teachers need to be aware of their own biases towards 

children of diverse cultures and abilities and must develop ways to overcome such biases 

if they are to be effective educators of all students (Milner, Flowers, Moore, Moore, & 

Flowers, 2003). Stone-Goldman and Olswang (2003) in ethnographnic research on 

cultural sensitivity found that speech –language pathologists experienced considerable 

difficulty in the role of being objective observer because of the biases and preconceived 
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ideas about the parent child interactions in various cultural groups to which they would 

provide services.  

 The culture of disability is very real in inclusive classrooms. Parents want 

what is best for their children and must advocate for services and supports to ensure the 

best possible educational outcomes. Teachers without an understanding of how disability 

affects children or their families are not able to embrace the opportunities for such 

collaborative partnerships (Knight & Wadsworth, 1999). Although they receive 

educational services, teachers are challenged to meet the” instructional needs of culturally 

diverse students with disabilities because they are not able to address their sociocultural 

and linguistic needs” (McCray & Garcia, 2002; Gay 2002). The ability to provide 

adequate educational services for students with disabilities is a major stressor for teachers 

according to Engelbrecht, Oswald, Swart, and Eloff (2003). 

Teachers who work with children who have special needs must see the child first 

and then the disability. They must also be willing to put aside their biases and 

preconceived ideas about the child’s ability to learn or function as a contributing member 

of an inclusive class. Since many teachers in general education classes do not have the 

training to effectively support children with disabilities especially those with severe 

physical, medical or behavioral challenges the responsibility falls to the special education 

teacher or the educational assistant. According to Tarver-Behring, Spanga, and Sullivan 

(1998) general education teachers have been challenged to implement full inclusion while 

meeting the educational needs of nondisabled students. One of the primary purposes of 

inclusion is to increase social competence of children with disabilities and to improve 

peer relationships (Snell, 1989). Children from diverse cultural backgrounds also need to 
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feel socially competent and assisted in developing peer relationships. Both disability and 

multiculturalism suffer from ambiguities of definition and are often marginalized within 

general programs or presented as discrete content. Saphon- Shevin & Zollers (1999) 

argue that “disability and multicultural issues interface with each and approaches to 

teaching about diversity might be inclusive of both agendas” (p. 170). It is evident that 

sensitivity training is required so that teachers can develop the skills, knowledge and 

attitudes necessary to effectively support diverse learners in inclusive classrooms 

(Milner, et. al., 2003).  

Sensitivity Training: A Framework 

Literature on multicultural education and cultural sensitivity training is available 

but, there is very little regarding sensitivity training and teachers’ acceptance and value of 

students with disabilities. This is perhaps because as Gay (2002) suggests these 

populations are often the same. 

According to Berry (2001) many traditional teacher preparation programs do not 

address the skills, and knowledge demanded by teaching today. Sensitivity training for 

teachers must include a variety of approaches to focus on skills, knowledge and attitudes 

necessary to work with children and families. Specific attention should be given to the 

traditionally underserved African American, Hispanic, Asian and Aboriginal populations. 

Sensitivity training should also include the role of parents in the collaborative process 

and ways to facilitate such partnerships since parental involvement is critical to student 

success (Brown, 1997; Epstein, 1994). Teachers must learn how to effectively 

communicate with families whose first language is not English and must gain a 

fundamental understanding of effective discourse in interaction with them. Teachers must 
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become aware of their own beliefs and values and the ways in which these impact them 

in the classroom. Assessment practices and the issues of bias must be included as 

teachers learn to use tools to provide meaningful information about student learning, 

needs and programming. Finally sensitivity training should include components of 

classroom management and discipline from a perspective that will meet the goals of 

guiding students in ways that are not offensive to them. 

 Sensitivity training for teachers already in the field should include learning how 

personal history including culture, beliefs and expectations influence views and 

assessments of children and cultural filters, the lens through which others are viewed. 

The exposure to other cultures by intensive immersion has been proposed by Stone-

Goldman and Olswang (2003) as a way to go beyond talking of cultural diversity to 

learning specific skills. This means an appreciation for and celebration of the uniqueness 

of each child regardless of appearance or ability. 

While by no means exhaustive, this framework provides a starting place to 

address the gaps that currently exist in teacher sensitivity training. Of particular interest is 

the concept of parental involvement, a component seriously lacking in teacher 

preparation programs (New Skills for Schools, 1997). A U.S. Department of Education 

reform, GOALS 2000, emphasizes parental involvement in children’s schooling as a 

significant goal yet this is seriously lacking in many schools especially those whose 

students are racially, ethnically and culturally disenfranchised (Hixson & Tinzman, 

1990). Providing effective educational environments for all students is based on the fact 

that “ traditional approaches have failed to change substantively overall patterns of 
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student achievement“ (Hixson & Tinzmann, 1990, p. 8). Providing this training is timely 

and essential. 

A Framework for Sensitivity Training for Pre-service and In-service Teachers 
 

Content Area Goals 

Knowledge of socio-
political issues in various 
racial, cultural and ethnic 
groups. 

To provide general information about the ways in which various 
groups such as African Americans, Hispanics, Asians and 
American Indians have been underserved by educational 
programs. To provide information about the possible reasons for 
student behavior and inappropriate social interactions.  

Cultural awareness and 
sensitivity 

To promote knowledge of and respect for different families’ 
cultural beliefs, background and lifestyles. To promote harmony 
and positive social interaction within inclusive classrooms. To 
learn of nontraditional ways to teaching students of color. 

Knowledge of disabilities 
and the range of supports 
required by students. 

 To give teachers the necessary skills and knowledge to 
effectively provide instruction to students with a range of 
disabilities. To learn how to view the child first then the 
disability. To develop sensitivity to the importance of words 
used to describe students  

Assessment tools, methods 
and possibility of bias. 

To provide an awareness of the ways in which assessment tools 
can be biased in determining student placement and educational 
outcomes. 

Overrepresentation of 
children of color in special 
education 

To examine how assessment results have been used to place 
children of color in special programs to a greater degree than 
other children. 

Parental involvement and 
collaboration in learning 

To introduce the concept of parents as partners and develop ways 
to support and involve parents in decision-making. 
To provide information on how to involve parents in their child’s 
education in the school as well as learning outside the classroom. 
To develop an appreciation for the complex home environments 
of many children. 

Parental Advocacy To gain an awareness of the ways in which parents advocate on 
behalf of their children with disabilities and to discover ways to 
support them in that role. 

Home School 
Communication  

To develop skills to effectively communicate with parents from a 
variety of backgrounds including families whose first language is 
other than English. To learn techniques and strategies to improve 
communication between home and school. 

Diversity and Classroom 
Management 

To learn ways to effectively manage the complexities of a 
diverse classroom including behavior management and 
discipline. To develop effective ways to promote cooperation 
among students.  

Table 1.  Framework for Sensitivity Training 
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Conclusion 

School populations in the United States and Canada are becoming increasingly 

diverse. Students from a variety of racial, cultural and ethnic backgrounds and those with 

disabilities are a growing part of general education classrooms where teachers struggle 

with the best ways to provide inclusive programming opportunities. Teachers currently in 

the field and pre-service teachers need skills and knowledge to effectively provide a 

range of educational interventions for all students. Teachers also require considerable 

guidance in dealing with ethical issues such as assessment, providing appropriate and 

effective education in the practice of including all students as contributing classroom 

members.  

The demographic shift to a more heterogeneous population means that ethical and 

moral relativism is commonplace. This presents a dilemma for many teachers who are 

from a traditional Anglo-Saxon heritage. Teachers must come to recognize their biases 

towards cultural, racial and ethnic groups as well as the misconceptions they hold 

towards children who have disabilities, if they are to be effective models who value 

diversity. A framework for sensitivity training has been provided to facilitate this and 

includes knowledge and respect of various cultural and racial groups’ views towards 

education, authority, discipline and social interaction. In addition, teachers must view 

children with disabilities in light of their strengths and the interaction between the home 

and school must also be clearly understood if collaborative efforts are to be realized.  

Teachers must be adequately trained to provide instruction and moral modeling to 

a variety of students from diverse backgrounds and a continuum of abilities. Teacher 

preparation programs, policy makers and teachers must embrace the new dynamics of 
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today’s classroom and create bold new ways to ensure appropriate educational 

opportunities for all students today and in the future. 
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ABSTRACTS 
 The affect of group games on role taking ability in infancy. Moe Uragami, Shizuka 
Hosoi, Hiroka Onishi and Kiyoshi Asakawa. The present study was designed to clarify 
how the group games affects on the development of the role taking ability in infancy. 
Twenty-six 5-6years old infants took part in the study. Sixteen of those children were 
assigned to the experimental group. Ten of those infants were assigned to the control 
group. Infants in experimental group were asked to play a board game with female 
research assistants once a day for 4 weeks. Flavell’s(1968)role taking tasks were used 
for measurement of role taking ability in those infants before and after the play session. 
Main findings were as follows; 
1) There significant main effect of period. That is, mean score of role taking ability at 

after the play session showed significantly higher than mean score of role taking at 
before play session. 

2) No significant group × period interaction was found out. 
Those findings were discussed from developmental point of view. 
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Introduction 
  Kamii and DeVries (1979) stated that good group games should be helpful for 
infants to develop their cognitive abilities. As to board games they suggested that 
while playing board games, the child would come to notice some differences between 
of his/her intention and what the opponent is thinking. Thus, the child come to be 
aware of self-other distinction. Then, the child develop their own perspective taking 
ability and role taking ability. 
  Some hypothesis proposed by Kamii and DeVries seemed to be rational. Few 
studies, however, have been done to deal with those problems. When the infant 
plays the board game, what would be occurred in infant? That problem should be 
related to some explanations of the transition from preoperational period to concrete 
operational period in cognitive development. Thus, the present study focused on the 
effect of board games on role taking ability in infancy. 
 

Method 
Participants: twenty-six infants took part in the study. All of participants were 
5-6years old. Sixteen of infants were assigned to the experiment group, other ten 
infants were assigned to the control group. 
Task: for the measurement of role taking ability in infants, two of the Flavell’s(1968) 
tasks were used. One is so-called “choice of gift”, another is matching the direction of 
pictures response. Each participant was asked to respond to those tasks before and 
after play session. After responding to the task, each infant was required to explain 
his/her responses. Correct responses including rational explain were scored “3”, 
when response is incorrect, although explanation is good, scored ”2”, and correct 
responses without rational explanation scored ”1”. Other responses scored “0”. 
 
Procedure: in both of group, their role taking ability was measured prior to play 
session. After the measurement, each participant was asked to play board game 
with research assistants. They played board game once a day. Each infant in 
experiment group was encouraged to play board game four times in a week. That 
session was continued four weeks. After the play session, all of infants were 
measured their role taking ability again. 
 

Result and Discussion 
Changes of role taking ability scores: Mean scores of role taking ability in infants 
were shown in Table 1. based on the Table 2 (groups) × 2 (periods) ANOVAs was 
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conducted. The result revealed that mean scores of role taking ability increased 
significantly over the test periods. The change ratio in experimental group was 
140% of those of the control group. Those findings suggested that the child develops 
their own ability of role taking during the play. Those findings also supported Kamii 
and Devries’s hypothesis. 
 
 
Table.1  Mean scores of role taking ability in infants. 
 

Period 
Group                before    after  

Control       mean  2.00     2.75 
                S.D.  0.94      1.71 
Experimental   mean  3.31     4.50 
                S.D.   1.70     1.26 
 
 
 
Correlation between playing time and role taking score: correlation coefficient was 
calculated between Playing time and role taking scores. The result suggested the 
longer they play the higher they showed role taking score. Those findings also 
support Piagetian  hypothesis. 
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ABSTRACTS 

The affects of guilt on the intervention with social conflict situation in youth: A cross-national 

study between in China and in Japan. 

 Kiyoshi  Asakawa  Sha Sha Liu and Yong Hua Guo 

      The present study was designed to clarify how the guilt affects on problem solving 

oriented intervention with persons in the social conflict situation. Seven hundred thirty six 

students from middle school and college in China and In Japan participated in the study. 

Social conflict situation test (Ochi, 1998 ) was used for the measurement of students’ 

intervention with social conflict situation. In each story, problem solution oriented 

intervention was scored “1”. Other responses was scored “0” Guilt was measured by the 

inventory of guilt ( Inaba, 2003 ). Main findings were as follows; 

1) None of significant difference of mean scores of guilt was found out in both of 

countries. 

2) Mean scores of problem solution oriented intervention (PSOI ) was significantly higher 

under the non-bystander condition than the bystander condition. Those tendency was 

more clear in China than in Japan. ,  

3)  Students with higher guilt showed significantly higher mean score of PSOI than 

students with lower guilt. 

Those findings were discussed from viewpoints of developmental and cultural 

psychology.  
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Introduction 
The guilt is one of the important factors to evoke empathic responses and/or wide 

variety of prosocial behaviors (Hoffman, 1984). Seeing a distress person, individuals 

tend to act prosocially or empathically. Otherweise, he/she would feel some kind of 

guilt. 

   In a couple of decades, Bullying occurred at school has been problems for teachers, 

children and parents in Japan. In recent years China also have same problems at 

school. Approaching to such kind of problem at school is important for educator and for 

school education. The present study focused on the guilt. 

   Previous research suggested that the guilt might be restrict bullying  

 
Method 

Participants: One hundred ninety middle school students and one hundred fifteen 

college students in China took part in the study. In Japan, one hundred college 

students and three hundreds thirty one middle school students participated in the study. 

 

Questionnaire:  Index of guilt (Inaba, 2005 ) was consist of 13 items. Each participant 

was asked to respiomd on 4-point scale. 

Social conflict situation test( Ochi, 1988 ) was used for the measurement of intervention 

with social conflict occurred in both of class mates. This test was consist of 4 stories. 

Each participant was asked to respond to those stories under non bystander condition 

and bystander condition. Responses regarded as problem solution oriented 

intervention was scored “1”. Others were scored “0”. 
  

Factorial design: 2（China/Japan ）×2(Age groups )×3(level of guilt )×2( bystander 

V.S. non bystander condition ) was employed in the study. 

 
Procedure: In the classroom, each participants was delivered a leaflet consisted of 

three questionnaires. After completing the questions, leaflets were collected by a 

researcher. 

 

Results and Discussion 
 Cultural differences on guilt in China and Japan: Mean scores of guilt were shown at 

Table1. Based on the table, 2(countries ) ×2( Age groups ) ANOVAs were conducted. 

Those ANOVAs revealed that there was no significant country difference. No significant age 

difference was also found out. Those findings indicated that In both of countries, There is no 
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outstanding difference on moral value.  

 

Table. 1 mean scores of guilt in china and Japan  

country Age Group N Mean S.D.

Japan  Middle School 331 42.14 0.37 

  College 100 43.35 0.67 

China  Middle School 190 43.22 0.48 

  College 115 43.17 0.62 

 

Guilt and its effects on intervention： Participant was assigned to three group according 

to their scores of guilt. That is, Higher guilt group (H group), Moderate guilt group(M group) 

and Lower guilt group(L group). The mean scores of intervention by those group, by country, 

by age group was shown at table 2. As results of three way ANOVAs based on the table 2, a 

significant interaction (guilt level ×age group)was found. That is, group H and group M 

showed significant higher scores than group L in Japan. In China group H showed 

significant higher mean scores than the group M, then Group M showed higher scores than 

group L  In common, person with higher guilt tend to more intervene with social conflict 

situation than persons with lower guilt. 

  Results from three-way ANOVAs also indicated that bystander effect was occurred on 

intervention in both of country. Those results imply that students tend to reduce his/her own  

responsibility in bullying situation when they have bystanders. Those bystander effects 

would exagarate from middle school student to college students in China Although such 

differences between bystander-non bystander conditions decreased in Japan. 
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Table.2 Mean scores of intervention 

Ｇｕｉｌ

ｔ 
bystander   Japan China 

level condition   Jr.High College Jr.High College 

bystander Mean 2.32 1.95  2.00  1.95  

L group   S.D. 0.24 0.31  0.16  0.34  

non-bystander Mean 3.35 2.66  2.14  2.10  

  S.D. 0.17 0.22  0.11  0.24  

M group bystander Mean 2.28 2.04  2.65  2.36  

  S.D. 0.21 0.23  0.12  0.22  

non-bystander Mean 3.28 3.00  2.93  3.06  

  S.D. 0.15 0.16  0.08  0.15  

H group bystander Mean 2.26 2.82  2.83  3.03  

  S.D. 0.15 0.23  0.17  0.28  

non-bystander Mean 3.51 3.50  3.15  3.61  

    S.D. 0.11 0.16  0.12  0.19  
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Abstract 
 
The Ontario Primary Health Care Nurse Practitioner Program (Ontario PHCNP 
Program) is one of the world’s largest university consortiums, in terms of 
membership, to offer advanced nursing practice education. Ten universities in 
Ontario, Canada, came together to officially create the consortium identified as the 
Ontario PHCNP Program, under the backing support of the Council of Ontario 
University Programs in Nursing (COUPN).  Five of the seven courses in the program 
curriculum include a clinical placement component.  The clinical placement is 
designed to help the students integrate and apply their knowledge and newly 
acquired skills in a practical and real‐life clinical context.  The clinical placements 
provide an opportunity for NP students to learn and experience working in a variety 
of primary health care settings (community health centers, family health teams, etc), 
emergency units and specialty clinics. Alongside nurse practitioners work closely 
with family physicians, and other allied health care professionals.  This case study 
will showcase the past, present and future processes that both the student and 
clinical placement agent must adhere to in order to successfully achieve a clinical 
placement within the consortium model.  We will also discuss the strengths and 
weaknesses that face the clinical placement process in the Ontario PHCNP Program.  
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Abstract 

The Ontario Primary Health Care Nurse Practitioner Program is one of the 
world’s largest university consortiums, in terms of membership, to offer advanced 
nursing practice education. Ten universities in Ontario, Canada, came together to 
officially create the consortium identified as the Ontario Primary Health Care 
Nurse Practitioner Program, under the backing support of the Council of Ontario 
University Programs in Nursing (COUPN).  The program is offered in English and 
French at the post-baccalaureate level.  All courses in the Ontario Primary Health 
Care Nurse Practitioner Program curriculum include an online component.  Two 
of the five courses are delivered fully online.    The pursuit of staying current in 
today’s ever-changing world of education technology is one of the Ontario 
Primary Health Care Nurse Practitioner Program’s biggest challenges.  This case 
study will showcase the past, present and future technologies used in delivering 
shared course content within the consortium model. The implementing of various 
social media into the Ontario Primary Health Care Nurse Practitioner Program is 
our newest venture.  We will also discuss the strengths and challenges that face 
the Ontario Primary Health Care Nurse Practitioner Program’s use of emerging 
technologies. 
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The Effects of Teaching Notetaking Strategies on Reading  

Comprehension of Elementary School Students  
 

Yu-Min Ku, Wan-Chen Chang, Chang-Tzu Huang, Chu-Ling Chen, Chia-Hui Kao 

National Central University  

 

Abstract 

The primary purpose of this study was to investigate the effects of teaching notetaking strategies 

on improving children’s comprehension. In order to conduct a comprehensive analysis of how 

learning the strategies of notetaking assist children’s comprehension, this study employed a 

quasi-experimental design with two treatment groups and one control group. The participants 

included approximately 1,300 fourth, fifth, and sixth grade students from two elementary schools 

in Taiwan. Within each school and each grade level, classes were randomly assigned to 2 

treatments groups and 1 control group. Students in the Treatment A group is called “free 

notetaking” group. Students in this “free notetaking” group were invited to write down whatever 

they deem important in supporting their comprehension on blank papers while they are asked to 

read texts. Students in the Treatment B group received 5 weeks (40 minutes per week) of 

instructional intervention on notetaking strategies before they were asked to take notes while 

reading. Students in the control groups were not provided with the opportunity to take note or 

access to other materials to assist their comprehension. A reading comprehension test was used 

as a pretest and posttest to evaluate whether the notetaking strategies instruction improve 

students’ reading comprehension ability. Additionally, there two other texts were developed to 

see if students in those two treatments have better skills in terms of taking notes while reading. 

At the end of the study, we found that (1) teaching notetaking strategies has significantly 

improved students’ reading comprehension ability regardless of their grade levels; and (2) high 

reading ability students showed more gain in their notetaking skills after 5 weeks of intervention. 

 

Keyword: notetaking, reading strategy, reading comprehension 
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The Effects of Teaching Notetaking Strategies on Reading  

Comprehension of Elementary School Students  
 

Yu-Min Ku, Wan-Chen Chang, Chang-Tzu Huang, Chu-Ling Chen, Chia-Hui Kao 

National Central University  

 

In order to enhance students’ reading comprehension ability, reading strategy instruction is 

one of the solutions. Palincsar and Brown (1984) found that reading strategies not only could be 

learned, but also could be taught. Previous studies have pointed out that there is a high 

correlation between how to use reading comprehension strategy and how learners comprehend 

reading materials, so less proficient readers’ reading ability could be enhanced through teaching 

reading strategy (Lau & Chan, 2003; Lau, 2006; Magliano, Trabasso, & Graesser, 1999; 

Pressley, 2002; Samuelstuen & Braten, 2005). Some empirical researches (e. g., Faber, Morris, 

& Lieberman, 2000; Lee, Lan, & Hamman, 2008) revealed that the teachers could improve 

students’ reading ability by means of developing teaching skills and teaching students reading 

comprehension skills. Consequently, the instructions had two main directions: firstly, teacher 

should systematically present learning materials and guide students to perform definite reading 

behaviors; secondly, teacher should apparently demonstrate appropriate reading strategies and 

give students opportunities to practice using the strategies. It is noteworthy that notetaking is a 

common and important practice for students in the classroom and while reading (Kiewra, 

DuBois, Christian, McShane, Meyerhoffer, & Roskelley, 1991).  

Many studies showed that notetaking is an effective strategy to improve learners’ reading 

comprehension and learning performance because it could assist students to read, including 

recall, comprehension and retention (Kiewra, Benton, Kim, Risch, & Christensen, 1995; Kneale, 

1998; Laidlaw, Skok, & McLaughlin, 1993; Spires & Stone, 1989). Notetaking is a complex 

cognition process that involves comprehension, selection and written production processes and it 

involves to comprehend and to generate information in the limited time (Piolat, Olive, & Kellogg, 

2005). Therefore, in the process of notetaking, it could help students deeply analyze text 

information, distinguish main concept form secondary idea and meaningfully organize the 

relevant information. Specifically speaking, notetaking activity could help learners make 

coherent outline or organization, and it is a kind of construction process as well. On the other 
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hand, taking notes could encourage learners to comment or reflect the reading material. It could 

connect reading content with learners’ prior knowledge so readers would integrate relevant 

information and then comprehend deeply. The process of notetaking could reveal the effective 

note which should contain several traits: organizing the text information, presenting different 

format from the original text, and embracing note takers’ critical thinking (Faber et. al, 2000; 

Piolat et al., 2005; Slotte, & Lonka, 1999). 

In instructional aspect of notetaking, Farber and his colleagues (2000) revealed that the 

notetaking instruction could improve ninth grade students’ reading ability and promote them to 

actively take notes which could enhance their recall and comprehension. They also showed that 

the training instruction was more effective for the low-interest than the high-interest passage. Lee, 

Lan and Hamman (2008) had the same results on third grade students in science learning. Lee 

also pointed out that the notetaking strategy instruction could enhance the students’ performance 

on recall and learning effect.  

Ku (2008) conducted a comprehensive analysis of the role of notetaking in assisting 

children’s comprehension of science text. The participants included 32 sixth grade students from 

4 different classrooms. The result showed the types of note-taking contain 4 levels: direct copy, 

minimum summary after copy, summary, and summary plus using symbols. Because the 

students used different ways to take note, the consequent of their cognition process was 

dissimilar. Comparing high ability students with low reading ability students, if both groups of 

students have taken notes, they would have better performance on reading comprehension. In 

addition, the high reading ability students used higher level notetaking strategy than low reading 

ability students. 

As mentioned previously, the purpose of this study is to investigate the effects of teaching 

notetaking strategies on improving children’s comprehension. Moreover, we seek to explore the 

process of how the characteristics of learners (age and reading comprehension ability) interact 

with the outcomes of the instruction and if teaching would enhance notetaking skills and 

influence reading comprehension. We hope the findings of this study could provide valuable 

contributions to the future research and the instructional practices. The specific objectives of the 

study were: 

1. To explore the skills of notetaking adopted by students when they are asked to read texts 

and take note. 
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2. To evaluate if notetaking have different impacts on 4th to 6th students with high and low 

reading ability  

3. To investigate how the effects of teaching notetaking strategies on improving children’s 

comprehension 

 

METHODS 
 

Research Design and Participants 

The purpose of the study is to enhance students’ reading comprehension ability through 

notetaking strategy. The study employed a quasi-experimental design with two treatment groups 

and one control group. The participants included approximately 1,300 fourth, fifth, and sixth 

grade students from 41 different classes and two elementary schools. The elementary schools 

were located in a lower middle-class area of Taoyuan in Taiwan. Within each school and each 

grade level, there were at least 6 different classes randomly assigned to 2 treatments groups and 

1 control group. Table 1 shows the number of students in three grades and three groups. 

 

Table 1. The Number of students in Three Grades and Three Groups 

 Grade Control Treatment A Treatment B Total 

4 67 46 64 177 

5 68 64 66 198 

6 60 68 69 197 
A school 

Total 195 178 199 572 

4 97 67 63 227 

5 96 63 64 223 

6 49 160 64 273 
B school 

Total 242 290 191 723 

Total 437 468 390 1295 

 

The students in the Treatment A group is called “free notetaking” group. Students in this 

“free notetaking” group were invited to write down whatever they deem important in supporting 

their comprehension on blank papers while they were asked to read texts. The students in the 
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Treatment B group received 5 weeks (40 minutes per week) of instructional intervention on 

notetaking strategies before they were asked to take notes while reading. Therefore, in the 

instructional session, the teaching activities contain teachers’ explanation and demonstration, and 

students’ practice. In order to compare with the practice effect, the students in the control groups 

would do free-recall writing instead of notetaking practice. 

 

Table 2. The Tasks for Three Group 

 Control Treatment A Treatment B 

Teaching 

Intervention 

Phase 

× 

Reading Text 

Free Recall 

× 

Reading Text 

Taking Notes 

Evaluating 

Teaching Strategy 

Reading Text 

Taking Notes 

Evaluating 

Learning Effect 

Evaluation 

Phase 

Notetaking Text 

Reading Comprehension Test 

 

Procedure 

This study could divide third parts. First, we had a notetaking pretest about all students’ 

entry behavior on January 2009. Second, we had the instructional sessions for treatment B group 

students. We designed five notetaking sessions based on the pretest results. Third, we had a 

notetaking posttest for all students. In other words, the difference in these three groups is the task 

in the instructional session. The research design and the teaching intervention were described in 

Table 2. 

In the pretest, the students were given a reading comprehension test as a group test in the 

beginning to determine if they have any language disorders. Additionally, they had to read a 

scientific article which contained approximately 1,100 Chinese characters and do notetaking at 

the same time. After pretest, we constructed an analytic framework, including the types of 

notetaking and the format of notetaking, to analysis students’ notes. The pretest results showed 

that almost 80% students used the “direct copy” approach. To improve students’ notetaking level, 

we attempted to guide the students to learn the notetaking strategies and skills through five 

notetaking instruction sessions, 40 minutes per session. The data collection included classroom 
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observations, interviews and questionnaires. We interviewed the teachers and students after 

every class and videotaped each class session. Moreover, the teachers were asked to fill out the 

teaching questionnaire which was a self- check list rating scale.  

After 6 weeks, the students participated in the posttest session which included a reading 

comprehension test and three notetaking tests. One of the notetaking test asked students to read 

the text that was used as pretest and two other tests consist of article related to the theme they are 

familiar with in their science and social science textbook. All three notetaking session were 

administered at different days and each was followed by a short comprehension test.  

 

Preliminary Results 
 

Figure 1 presents the mean scores at posttests in science text and social science text for 4th 

grade students for the three groups. Independent samples ANOVA was conducted with groups as 

the measurement. The analysis revealed significant main effects for science text, F(1, 56) = 

23.41, p < .001 and social science text, F (1, 56) = 69.63, p < .001. Follow-up analysis of the 

significant effect revealed that students in Treatment B group scored significantly higher than 

Treatment A group and Control group.  
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Figure 1. Mean comprehension score in science text and social science text for 4th grade students. 
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Figure 2 presents the mean scores at posttests in science text and social science text for 6th 

grade students for the three groups. Independent samples ANOVA was conducted with groups as 

the measurement. The analysis revealed significant main effects only for social science text, F(1, 

56) = 23.41, p < .001 Follow-up analysis of the significant effect revealed that students in 

Treatment B group scored significantly higher than Treatment A group and Control group.  
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Figure 2. Mean comprehension score in science text and social science text for 6th grade students. 

 

The data analysis of students’ notetaking quality has not yet been completed and we will 

continue our efforts to answer another interesting question of how learners’ characteristics (age 

and reading comprehension ability) affect students’ notetaking quality. 

 

Conclusions and Future Work 

The results of this study indicate that notetaking is an effective strategy for elementary 

students, especially for Treatment B group students. It proved that teaching students notetaking 

strategy could improve their reading comprehension. However, the scores of reading 

comprehension can not reveal the whole picture about how students use their notetaking skills 

and the progress of learning strategy, even the relationship between the notetaking skills and 
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reading comprehension. Next step, we will establish a method to score the notetaking protocols. 

We will also analyze the feedbacks from the teachers and the students to revise out notetaking 

instruction for further implementation. 
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Abstract: While teaching literature works in China, especially when teaching narrative 
fictions, it is really difficult to help the students to analyze the literary figures. Although 
there have been various approaches in literature analysis and criticism during these years, 
it is still hard for the students to understand the characters’ behavior or certain activities 
carried out by the characters. The notion of Mind Style was first proposed by Roger 
Fowler (1977) and was separated from other literary styles along with the development of 
cognitive stylistics. By applying this notion into the analysis of narrative fictions, 
students will have better and more profound understanding of the characters in the works. 
In this paper, a Chinese novel Red Poppies will be used as a specific example for the 
application of mind style in the analysis of the works.  
Key Words: Mind Style, Metaphor, Narrative Fiction 
 
Introduction 
 Alai was born in a tiny hamlet in Maerkang County, located in the Tibetan 
autonomous region in the north-western part of Sichuan in China, which was usually 
called “four Tus”, the land controlled by the four chieftains in Tibet. Since 1980s, Alai 
has published many poems, novels and essays and Red Poppies was his first long story, 
which also helped him to gain his fame in the Chinese literary world.   
 Red Poppies describes an idiot son of a Kham Tibetan chieftain and his Han wife. He 
was the second son of the chieftain and everyone knew he was an idiot. However, in 
some certain critical points, he had the super power of foreseeing the future and making 
correct decisions out of all the others’ expectation. He did not have the possibility of 
succeeding the position of chieftain, but he gradually gained wealth, beauties and power 
and finally became the witness of the ups and downs of the chieftain system. The unique 
theme in this novel is the shining point and the style is original with the thick historical 
and cultural background. The author chose a unique perspective and an unusual narrative 
method, depicting every aspect of the life of the last chieftain family on the Kham Plateau. 
The novel is full of historical conflicts such as wisdom and ignorance, love and hatred, 
desire and life, curse and praise, development and demise. Alai believes that all the 
present phenomena are decided by there past to a large extent. He applies the idiot’s view 
of point to observe the world and draws a picture of a chieftain family with the imprint of 
nation, history and culture.   

It is certain that the novel not only marvels at the selection of theme, though many 
readers feel dazzled at the heterogeneous sentiment of Tibetan people. Till now, many 
scholars have studied the novel from the approaches of narrative perspective, narrative 
strategies, language poetics and feminism. However, few studies have been made through 

2010 HICE Proceedings - Page 442

mailto:weixy@cugb.edu.cn


the inner world of the characters. While leading the students to analyze this novel, 
metaphors used by the chieftain’s idiot son and people around him will be applied to help 
to reveal this main character’s mind style, so that more interpretations may be provided 
for the analysis of this text.  
 
Style and Mind Style 
 In recent years, many scholars have defined style from different perspectives. 
Malmkjar and Carter (2002) believe that style is a consistent and statistically significant 
regularity of occurrence in text of certain items and structures, of types of items and 
structures, among those offered by the language as a whole; Marco (2004) states that 
style is a set of (often patterned) linguistic options taken up by an individual author, a 
particular work, etc., against the backdrop of all the other options s/he could have taken 
up but did not; Boase-Beier (2004) defines style as a set of choices and an attitude to 
those choices. From above, we may define style as follows: in the whole linguistic scale, 
some individual author selects some certain items and structures with certain attitude in 
the process of the creation of texts and when these items and structures appear 
consistently with statistical significance, style forms. Therefore, style is an option, which 
reflects certain attitude and gets involved in the field of cognitive psychology. 

Some stylists start from cognitive stylistics and raise the genre in literary styles: mind 
style. Roger Fowler coined the term “mind style” in 1977 to describe the phenomenon in 
which the language of a text projects a characteristic world view, a particular way of 
perceiving and making sense of the world. He states “cumulatively, consistent structural 
options, agreeing in cutting the presented world to one pattern or another, give rise to an 
impression of a world-view, what I shall call a mind style.” From his definition, we may 
see this is an option in structure, which is consistent and continuous. Fowler refers 
particularly to Halliday's (1971) analysis of Golding's The Inheritors, which 
systematically relates the linguistic patterns of the first part of the novel to the outlook 
and cognitive limitations of the novel's main character, Lok (Fowler，1977 & 1986). 

Following Fowler, many scholars continued the in-depth research on mind style. 
Leech & Short (1981) believe that mind style is the way in which the fictional world “is 
apprehended, or conceptualised”, and relate it to what they call “conceptual variation”. 
They state that mind style can be reflected in authors, narrators and characters, which is 
mainly the issue of semantics and can be observed after the formal construction of 
language by means of grammar and vocabulary. Therefore, the notion of mind style is 
meaningful in literary research. Analyzing the mind style revealed by the literary works 
helps the readers interpret the text and its cognitive and aesthetic effects in a better way. 
The readers may interpret the author’s purpose through the analysis of the mind style in 
the text, which helps to realize the communication between the reader, the author and the 
text. Ineke Bockting (1994) believes that mind style is concerned with the construction 
and expression in language of the conceptualisation of reality in a particular mind. And 
the linguistic expression of the conceptualisation of the world achieved by the individual, 
including the conceptualisation of the individual himself in this world. 

Mind style is an important notion in the research on stylistics. It is one side of style, 
with a special focus on the cognitive psychology and unique language of the characters 
and narrators. It shows the combination between cognitive status and language formal 
foregrounding, which may provide more profound interpretation of the narrative text. 
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Thus, it is not enough to apply only the linguistic or the cognitive method while 
analyzing the characters in the literary works and the best way is to combine these two 
approaches (Liu & Cao, 2006). 

 
Metaphors and Mind Style in Red Poppies 

Semino & Swingdlehurst (1996) explain the relationship between metaphor, 
cognition and mind style while analyzing Ken Kesey’s One Flew Over the Cuckoo’s Nest. 
They state that the potential significance of metaphorical patterns for the creation of mind 
style was unduly neglected in earlier works, and that cognitive metaphor theory provides 
a useful approach in relating linguistic metaphors to thought and conceptual structure. 
Thus, metaphors should not only be viewed as a linguistic phenomenon, but an effective 
tool to analyze thought, reason and behaviors (Semino, 2002). During the process of 
analyzing works, Semino & Swingdlehurst emphasize the creative use of metaphors and 
the implication on interpreting the narrator’s view of reality. 

In Red Poppies, there are mainly three categories of metaphors: animal metaphors, 
metaphors on sexual relationship and metaphors on daily-life phenomena. Examples are 
shown as follows:   
1. Animal Metaphors 

(1) … as my hands slipped under her clothes and grabbed her breasts, a pair of 
frightened little rabbits. (P. 5) 
(2) Then, without helping me dress, she walked off after giving me a nice red welt on 
my arm, like a bird’s peck. (P. 5) 
(3) After she finished eating, Mother looked very contented, licking her lips like a cat. 
(P. 82) 
(4) See there, with this shot Father leaps out of the place where he had been indulging 
in carnal pleasures, roaring like a bear. (P. 55) 
(5) Father rushed out of his room like an enraged lion. (P. 69) 
(6) Well, she was like a leopard. With a howl, she leaped on top of me, and as I was 
enjoying this special treat, I wondered if the female chieftain of Rongong was 
anything like this in bed. (P. 209) 
(7) … when our ancestors came here from far-off Tibet proper, they met with strong 
resistance from the natives, whom our legends described as sprightly as monkeys and 
ferocious as leopards. (P. 101) 
(8) The crippled steward said to me, “It won’t take long for these people to come after 
us like hungry wolves.” (P. 195) 
(9) Having eaten the Maichis’ barley and won a minor battle with the protection of 
Maichi machine guns, the female chieftain was now acting like a mare in heat with 
her tail raised. (P. 259) 
(10) My two young servants were also sweat-soaked, their foolish mouths hanging 
slack like beached fish. (P. 295) 

  (11) I thought about lighting a lamp to see if this fierce woman, who snorted like a 
mare, looked anything like the female chieftain, who was said to possess masculine 
qualities. (P. 209) 
(12) Normally, people don’t drink that much water. That’s what cows and horses 
do—bury their heads in the water and drink until they can hardly breathe, until their 
bellies swell up with all the water sloshing around inside. Now these people were 
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drinking like cows and horses. (P. 247) 
(13) The chieftains were like hibernating bears, hiding out on their own estates and 
not showing their faces. (P. 357) 
(14) I was a very noisy eater. Dolma said I sounded like someone sloshing through 
mud. Mother said I sounded like a squealing pig. (P. 106) 
 (15) A man flew out of the flames like a bird, was shot in the air, and thudded to the 
ground facedown. (P. 33) 
(16) Each time he raised his gun, a man flew off a tree, flapping his arms like a bird 
before dropping into the bosom of the earth.. (P. 34) 
(17) Soon after, the cracks of a leather whip reverberated in the courtyard, like the 
sound of a hawk racing across the sky. (P. 12) 
(18) With a glint of the blade, the tongue sprang out into the space between the 
prisoner’s mouth and the executioner’s hand, like a startled mouse. It looked as if it 
were leaping into the air, but fell after rising no higher than a man’s head. (P. 161) 
(19) Her sobs reminded me of bees buzzing among flowers and made me wonder if 
summer was here. (P. 14) 

2. Metaphors on Sexual Relationship 
Besides sentence (1), (4), (6), (9) and (11), there are also other examples:  

(20) With a giggle, she hiked her long skirt to cover her face, exposing the beast’s 
mouth between her legs. (P. 40) 
(21) Not long after that, animal-like panting sounds emerged from Father’s room next 
door. (P. 237) 
(22) Inside the tent, Special Emissary Huang’s soldiers had been replaced by our 
young girls, and his eyes glistened like a night prowler. (P. 28) 
(23) Her private parts, scorched by anxiety, had become rough and dry, like a hermit’s 
cave, no longer the site of pleasure. (P. 366) 
(24) With the wind blowing on the new plants, the berries surged in waves like raging 
sexual desire. (P. 51) 
(25) That sort of madness was a lot like sleeping with a woman—the climax is also its 
end. (P. 295) 

3. Metaphors on Daily-life Phenomena 
(26) The milk was like gushing spring water, sweet and satisfying, though it carried 
the taste of sorrow and of wildflowers and grass. My mother’s meager milk, on the 
other hand, tasted more like the colorful thoughts that filled up my little brain until it 
buzzed. (P. 7) 
(27) I called out to her, but only whiteness showed in her eyes, which were as empty 
as the essence of things, as described in the Scriptures. (P. 70) 
(28) A torrential rain fell as the thunder died out. No, actually it didn’t die out; it just 
rolled off into the distance like a gigantic wheel. (P. 233) 
(29) The wheels rumbled like thunder as the gate was pulled open. (P. 200) 
(30) The buzz of chanting lamas in the sutra hall upstairs was like a gloomy current 
flowing above my head. The sound of leather drums and brass cymbals rose and fell, 
like undulating waves on the river. (P. 323) 
(31) I could sense the world fill up with the sound of his banging on silver each time 
the estate, like a gigantic beehive, quieted down. (P. 69) 
(32)The people’s hatred toward the enemy was already in place, like the silver in 

2010 HICE Proceedings - Page 445



storage, and could be put to use whenever needed. (P. 129) 
(33) In the end, he wiped the liquor off his face, and said, “Yes, time is passing faster 
than before, as if being driven by a whip.” (P. 354) 
 
While leading the students to understand and interpret these metaphors, many 

questions were asked, such as: 
(1) What is the typical metaphor used in every example? How can you understand 
from the idiot’s point of view? 
(2) What are the functions of using animal metaphors in the text? What can be 
revealed for the idiot’s mind style? 
(3) Why did the idiot use the animals such as “the cat, the bear and the lion” to 
describe his parents? 
(4) What are the functions of the metaphors used to describe the scenes of wars and 
execution? What can be revealed here for the idiot’s mind style? 
(5) Why are there many metaphors on sexual relationship in the novel? 
(6) What are the functions of using daily objects and phenomena for the metaphors? 
… 
From the detailed analysis and discussion based on the close reading of the novel, the 

students will realize that it is not an easy task to summarize the idiot’s mind style. So 
based on the analysis of the metaphors in the novel, the students will gradually depict the 
picture of the idiot son in the chieftain’s family: on the one hand, he was simple, 
straight-forward and naïve; on the other hand, due to his social status, he could not be as 
simple as other common idiots, and he still had the desire of running after wealth, power, 
and beauties. Therefore, all these help to form the idiot’s unique mind style. Maybe, it is 
just what is shown at the end of the novel: “I’d been idiot all my life, but now I knew I 
was neither an idiot nor a smart person. I was just a passerby who came to this wondrous 
land when the chieftain system was nearing its end. Yes, heaven had let me see and let me 
hear, had placed me in the middle of everything while having me remain above it all. It 
was for this purpose that heaven had made me look like an idiot.” 

 
Conclusion  
 Red Poppies contains many metaphors, and through the detailed analysis of these 
metaphors, the students may understand better the unique cognitive psychology and 
linguistic performance of the main character—the idiot son in the chieftain’s family. With 
the analysis of the linguistic features of the metaphors in the text, the idiot’s mind style 
can be further revealed, which leads to more profound interpretation of the text from a 
new perspective.   
 
Note: 
All the metaphors are selected from the English version of Red Poppies translated by 
Howard Goldblatt and Sylvia Li-chun Lin. 
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Abstract: Due to the impact of the traditional teaching mode, the teaching effect is 
still not satisfactory in the field of English writing teaching in China though it has 
achieved great development in the recent years. In addition, Chinese adult English 
learners have always been paid less attention to than the young learners; therefore, it 
is not an easy task for them to improve their language proficiency. In this paper, 
collaborative learning approach has been applied to facilitate the English writing 
teaching of Chinese adult learners. There are four parts in the paper: detailed 
introduction to the theoretical foundations of collaborative learning; the functions of 
collaborative learning in adult English writing teaching; the analysis of current 
problems and possible solutions in the application based on a small-scaled action 
research and the final conclusion.  
 
Key words: Adult English Teaching, Collaborative Learning, ZPD Theory, CoP 
Theory 
 
I. Theoretical Foundations of Collaborative Learning 
1.1 ZPD Theory 

'Zone of Proximal Development' is a term invented by the Russian psychologist 
Lev Vygotsky (1978) to describe the next stage in a student's learning. The concept is 
now extremely important in all fields of educational thinking. Vygotsky emphasizes 
that social forces are as important as any internal 'genetic' forces in bringing about 
learning. He stresses that other people (adults and more able children) have an 
important role in supporting a child to develop. The job of a tutor is to try to identify 
the right level of support at the right time - to provide the right mix of challenge and 
guidance. Different children will move through different ZPDs, at different times. 
This makes it unlikely that 'lock-step' teaching - that is, teaching everybody in a class 
the same things in the same way at the same time - will be effective. The best way for 
a learner to develop, he suggests, is for the learner to work with an adult or more 
competent peer at a level just above his/her present level. In other words, a student 
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can perform a task under adults’ guidance or with peer collaboration that could not be 
achieved alone. The Zone of Proximal Development bridges that gap between what is 
known and what can be known. Vygotsky claims that learning occurs in this zone. The 
concept of ZPD explains why it is important to provide various approaches in the 
language learning.  

With respect to the application of the theory, Vygotsky requires the teacher and 
students to play untraditional roles as they collaborate with each other. Instead of a 
teacher dictating his or her meaning to students for future recitation, a teacher should 
collaborate with his or her students in order to create meaning in ways that students 
can make their own (Hausfather, 1996; Barkley, Cross & Major, 2005; Bruffee, 1999; 
Dabbagh, 2005; Driscoll, 1994; Wertsch & Sohmer, 1995). Learning becomes a 
reciprocal experience for the students and the teacher. 

 
1.2  CoP Theory 

The concept of Communities of Practice (CoP) has existed for many years but the 
term did not come into being until Jean Lave and Etienne Wenger used it in their 
exploration of Situated Learning (Lave and Wenger, 1991). Situated learning is 
learning that takes place through working practices, for example, an apprenticeship 
where an employee learns skills on the job.  

Lave and Wenger (1991) see the acquisition of knowledge as a social process 
where people can participate in communal learning at different levels depending on 
their level of authority or seniority in the group; that is, whether they are newcomers 
to the group or have been members for a long time. A new member of the community 
moves from peripheral to full participation in the community. Initially, their activities 
may be restricted to simply gathering domain knowledge. Later, the newcomer may 
get involved with gaining knowledge associated with the specific work of the 
community. Gradually, as the newcomer learns, the tasks will become more 
complicated and the newcomer becomes an old one and is recognized as a source of 
authority by its members. 

CoP represents the particular area of activity/body of knowledge that it has 
organized itself around. It is a joint enterprise in as much as it is understood and 
continually renegotiated by its members (Wenger, 1998). People become members of 
a CoP through shared practices; they are linked to each other through their 
involvement in certain common activities. It is mutual engagement that binds 
members of a CoP together as a social entity (Wenger, 1998). The CoP members will 
have some sort of common goal or common purpose and it is often the case that the 
CoP is internally motivated. 
 
II. Functions of Collaborative Learning in Adult English Writing Teaching 
2.1 Group work helps to make more sufficient information input possible. 

In the Adult English writing classes in China, students usually learn to write 
academic papers. Admittedly, the writing of an academic paper is a systematic and 
integrative project which is impossible to be successfully done with restricted 
information input. Generally, a group is able to assume such a project. Students in a 
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group live in different social communities with different background knowledge, 
careers, and social relations. With a maximum of participation of peers, information 
input in a group will be multiplied by various information channels. The following 
figure illustrates information input channels in a group of five. 

 
     A, B, C, D, E: individual student in a group 
     Lines: one’s information channel 
     We can see each person has his/her own information input channel and 
knowledge in the above figure. If A, B, C, D and E work in a group, one’s information 
input and knowledge may be the other peers’ information input channels. Therefore, 
we have the formula below: 
     X’s InIpC= X’s OInIpC + ~X(n=4)’s InIpC &~X(n=4)’ present knowledge 
     X: one peer        

~X(n=4): the other four peers in the group  
     InIpC: information input channel  

OInIpC: one’s own information input channel 
     Accordingly, we get the quantity of the information put of each peer as the 
formula shows below: 
Q of X’s InIp= 
X’s OInIpC×Capacity + X’s present knowledge + ~X’s (n=4) InIpC×Capacity +~X’s 
(n=4) present knowledge 
     Q: quantity 
     Capacity: information itself getting from each channel  
     According to the above formulas, we have an acknowledgement of the 
multiplied information input in group work. More exactly, the formulas only present 
the increasing of information input in a simplified way. Students in a group influence 
one another mutually in the whole process of a project. Hence, the multiplication of 
information input is much more complicated in the collaborative and interactive group 
work. 
 
2.2 Group work helps to encourage students to write more successfully with others’ 
help. 
     According to Vygotsky's ZPD theory, the zone of proximal development is "the 
distance between the actual developmental level as determined by independent 
problem solving and the level of potential development as determined through 
problem solving under adult guidance or in collaboration with more capable peers" 
(1978, p.86). Group work provides opportunities enabling individuals to jump onto 
the level of his potential development by others’ aids. In writing classes, students may 
write cooperatively. For instance, the teacher may design a collaborative writing task 
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and the students may plan and talk about how to fulfill it together. In the group, 
different individuals may have different talents and strength and every one may learn 
a lot from others in one or more aspects to develop themselves consciously or 
unconsciously during the process of conducting group activities. If the group work 
goes on effectively, each student in the group will jump onto his/her potential 
development level gradually. The ideal model of individual’s development in a group 
work is like the graph shown below: 
 

      
                                  A 
                             
 

 
A: an individual student 
 
 
Level of potential development     
 
Present level           
 
Trace of development:  
 
2.3 Group work helps to stimulate students’ interests and motivations in English 
writing 

The aim of group work in English writing classes is to help the students to make 
progress. Therefore, all the writing tasks are designed for the purpose of improving 
students’ writing competence. In the group work, peers are free to share their ideas on 
any topic and potential readers of one’s writing piece may be other peers in the group 
as well as the teacher. Thus, every student in a group may gain self-awareness by 
reading peers’ writing pieces and comments and at the same time, they may share the 
problems or the experiences that they overcome during the writing process. Those 
who are better in writing may be much more self-confident and interested in writing 
and those who are comparatively weaker in writing may be much more aware of the 
possibility of improving their writing levels with their peers’ help. As a result, 
students’ interests in English writing may increase greatly and they may be more 
motivated to English writing classes. 
 
III. Problems in the Application 

Based on a small-scaled action research in our English writing classroom, we 
have discovered the following problems in the application of collaborative learning. 
(1) Lack of specific objectives 

Students are sometimes not aware about the benefits of learning in group work 
and group assessment and are sometimes ill-equipped or under-skilled for such work. 
Some adult students have already possessed fixed individual learning habits and are 
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strongly oriented towards their own personal achievements. As a result, they may 
perceive little value for their own learning in group activities, or may be frustrated by 
the need to negotiate. Some other students may not know what to contribute in group 
activities and it is difficult for them to provide valuable opinions for their peers, 
which may in turn frustrate them in group work. 
(2) Unequal contribution 

Although it is good to have students with different talents in the same group, 
sometimes it may create problems. Some students may always contribute more than 
others and in many cases they may take more workload than others. Thus, in some 
groups, we can observe one phenomenon that the dependency between members may 
become stronger. Some students may shirk doing their duties as much as possible, 
because they believe that there is always someone else who will finish the work 
instead of him or her. 
(3) Ideological rigidity 

When we talk about the common issues in the group work, we have to touch upon 
the problems of ideological rigidity. In the group discussions, we can find that an 
individual’s thought or ideas can easily be influenced by others’. As a result, in order 
to reach an agreement, members of the group have to compromise with each other. So 
sometimes, it is not an easy task to achieve a satisfactory result. When it goes on, the 
students in the group will soon lose interest in collaborative learning, for few good 
ideas may come out based on the discussion within the group. 

 
IV. Possible Solutions in the Application 
(1) Determining group members   

There are a number of options for determining group members, including asking 
students to choose their groups ('friendship groups') and assigning students to certain 
groups. When they know and trust each other, they can show an excellent 
collaborative team work. On the other hand, in some specific situations, students of 
similar ages or with similar backgrounds may work better together, depending on the 
nature and content of the task or project. In this case, it may be useful to consider 
matching group members.  
(2) Determining the role(s) and responsibility of group members  

Students who are less familiar with group work, such as some new group 
members may find clear guidelines about the possible roles and expected 
contributions of each group member. Students may find simple suggestions about 
possible roles from experienced members. Specific roles and responsibility for every 
group member will help the collaborative learning more efficiently and effectively. 
(3) Defining group processes and procedures  

Guidelines and procedures for group work and group assessment should be 
detailed. It is essential that the purpose and functions of group activities and 
assessment be explained fully to students before their collaborative learning. The 
following three questions encapsulate the main concerns students should have about 
group work and may be useful as a guideline: 
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• Why are we doing this in groups and not individually - what are the 
advantages of group work and group assessment here?  

• How will the group activities help me achieve the learning objectives? 
• How will I contribute to this task? 

 
V. Conclusion 

According to discussions above, we can make the following conclusions: group 
work may help to improve adult students’ English writing level based on the theories 
of ZPD and CoP. Although besides the merits of group work, there are always 
problems in the application of collaborative learning in the English writing class, with 
the reflections on each task, it is certain that the students will benefit from it greatly.  
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ShirWin
ShirWin Knowledge & Learning Systems Inc. develops custom software solutions 
to a variety of clients with unique and diverse problems.  ShirWin's main focus is 
knowledge transfer.  Knowledge transfer may be related to adult education or 
research synthesis.

ShirWin believes in delivering a high quality product, and therefore retains 
creative and innovative people in house to ensure the highest quality standards 
possible.

ShirWin incorporated in June of 2000, and was the direct result of an MBA project 
managed by Debra Greig.  The client desired a higher success rate in their 
training.  Ms. Greig believes a more complete way of learning is through non-
linear immersive learning:  having the ability to try it for oneself, and letting 
successes, failures and interests drive the learning process.  Armed with this 
belief, she harnessed the power of the computer, combining pre-existing training 
material (books), video, and gaming technology to create an environment where 
the student learns through practise.

This first project has defined ShirWin and its philosophy.  We continue to push 
technology and learning together for a complete learning experience.
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Review Types

Review Types
First let us dispense with some general information that will help us to understand 
the subjects of Systematic Reviews and Critical Appraisals and understand how 
they are used by researchers and practitioners to enhance evidence-based 
practise and improve patient outcomes.

Systematic Review
First, what is a Systematic Review? We provide several definitions from various 
sources as a basis for understanding the term and the reasons for performing a 
systematic review 

The Cochrane Collaboration, an international organization dedicated to the 
dissemination of health care interventions and which promotes the search for 
evidence, offers this definition.

Systematic reviews are like scientific investigations in themselves, 
using pre-planned methods and an assembly of original studies that 
meet their criteria as 'subjects'. They synthesize the results of an 
assembly of primary investigations using strategies that limit bias 
and random error. 1

From the Centre for Reviews and Dissemination at the University of York in the UK 
we learn that:

Systematic reviews identify, describe, appraise and synthesize 
research evidence from individual studies and are therefore valuable 
sources of information. Systematic reviews differ from other types 
of review in that they follow a strict protocol to ensure that as much 
of the relevant research as possible has been considered and that 
the original studies are appraised and synthesized in a valid way. 
These methods minimize the risk of bias and are transparent, thus 
enabling replication.2

Tanya Voth, formerly of the Centre for Health Evidence at the University of Alberta 
defines Systematic Reviews in this manner:

Systematic review:  The consolidation of research evidence that 
incorporates a critical assessment and evaluation of the research 
(not simply a summary) and addresses a focused clinical question 
using methods designed to reduce the likelihood of bias.  Unit of 
analysis is normally a clinical topic.  Example product - Cochrane 
Library.3

Our last definition comes from the private website of Dr. Chris Cates

Systematic Review is a review that strives comprehensively to 
identify and synthesize all the literature on a given topic (sometimes 
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Review Types

called an overview). The unit of analysis is the primary study and 
the same scientific principles and rigour apply as for any study. If a 
review does not state clearly whether and how all relevant studies 
were identified and synthesized it is not a systematic review.

Systematic review (synonym: systematic overview): A review of a 
clearly formulated question that uses systematic and explicit 
methods to identify, select and critically appraise relevant research, 
and to collect and analyze data from the studies that are included in 
the review. Statistical methods (meta-analysis) may or may not be 
used to analyze and summarize the results of the included studies.4 

Critical Appraisal
Now let's contrast Systematic Reviews with Critical Appraisals. The Centre for 
Health Evidence,  a not-for-profit organization based at the University of Alberta, 
dedicated to helping health organizations and associations find and apply best 
evidence in daily practise.  They are a leading authority on Critical Appraisals, 
having developed the User Guides, published by the Journal of the American 
Medical Association, which assist clinicians in making their own assessments of the 
literature to best treat their patients. The Centre describes Critical Appraisals as

Critical Appraisal:  The process of assessing and interpreting 
evidence by systematically considering its validity, importance, and 
applicability.  Unit of analysis is normally a research article. 
Example products - ACP Journal Club, Evidence-Based Nursing 
Journal, Evidence-Based Medicine Journal. (CHE)

Critical appraisal is the process of deciding whether a piece of research can help 
you in answering your clinical question. There are three questions you need to ask 
about any kind of research in the context of health care:

 1 Is it valid? 

 2 Is it important? 

 3 Is it applicable to the patient? 
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EGOR

EGOR
EGOR (Evidence Gathering Online Repository) is a web-based application that 
simplifies the systematic and critical review processes.  Researchers, clinicians and 
other practitioners can use EGOR to conduct systematic reviews and share 
resulting information as part of an evidence-based practise.

EGOR helps to document the systematic review process, remove subjectivity, and 
provide a collaborative workspace during a systematic review.  EGOR will assist 
reviewers with their personnel, information source collection, protocol 
development, screening, quality assessment, group discussion, and reporting.

History
EGOR has been developed from lessons learnt from two previous research 
projects, the first of which was partially funded by the Worker’s Compensation 
Board of Alberta and sponsored by the University of Alberta, School of Business 
and Faculty of Rehabilitation Medicine, and the second of which was partially 
funded by the Canadian Population Health Initiative (CPHI) and sponsored by the 
University of Victoria.

How EGOR can help you
EGOR has been designed as a research and scientific tool.  Systematic reviews 
completed with EGOR have a complete record of activities, allowing you to support 
your conclusions, and allow others to follow the steps you took to your results, 
should that be appropriate.

EGOR provides:

● Reproducible Results
EGOR tracks all transactions during the review activities to provide a record 
of the research process.

● Synthesized Findings
EGOR synthesizes the salient review data and exports multiple reports of 
the findings, in support of the research question.

● Collaboration
As an online tool, EGOR allows researchers to share the review processes 
and collaboratively generate defensible results.

● Inter-Rater Reliability
EGOR automatically calculates inter-rater reliability and Cohn's kappa for 
projects with multiple reviewers.

● Objective Assessment
Using customized protocols, collaboration, inter-rater reliability, and other 
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EGOR

techniques, EGOR offers an unbiased and objective assessment.

● Customizable Protocols
EGOR provides an adaptable framework allowing researchers to customize 
their screening, quality assessment, data extraction, and follow-up 
protocols.

Terminology
Before we get started, lets define a few terms that we use in EGOR.

Research Question
The Joanne Briggs Institute in Adelaide, South Australia describes the research 
question in the following way:

The topic should address a clearly defined question.  A focused 
question provides the review with direction, in that specific 
answers to these questions are sought from the available 
literature.  Usually the review questions address the population of 
interest and condition, the intervention, a comparison or control, 
and finally the outcome measure that is to be used to determine 
the effectiveness.  These components of the question determine 
what type of studies will be required to provide the appropriate 
answers.  For example, the review may be only interested in 
studies that included elderly people, or people with oral mucositis 
as a result of chemotherapy treatment. (JBIEBNM, 2000 
Appraising Systematic Reviews, Changing Practice Sup. 1, [Online, 
February 8, 2007] URL: http://www.joannabriggs.edu.au).

Information Source
An information source is the item under review. It may be a research 
publication, an intervention program, a patient database, a chapter in a book, a 
website, or any other form of information that will be assessed under the review 
topic.

Search Strategy
The search strategy consists of two components, a list of databases that will 
accessed and the list of terms used by the research team when they are looking 
for information sources related to their research question.  These are the search 
terms entered into search databases such as PubMed or MEDLINE.  Your search 
strategy should be exhaustive, possibly including grey or unpublished works.

Reviewers
A systematic review is not generally undertaken by a single individual, therefore, 
a team of reviewers might be recruited to assist with the project.  EGOR 
remembers all the reviewers associated with the review, and can even assist 
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with work flow by assigning information sources to individual reviewers for 
assessment.

Protocol
The commonly accepted definition of the term Protocol in Systematic Review 
literature describes the entire review process for defining the research question 
and the search strategy, screening the publications for appropriate candidates, 
assessing the quality of the publications, and analyzing and reporting on the 
results.

Within EGOR we extend the use of the word Protocol to describe the evaluation 
instrument used in screening, quality assessment, data extraction, and the 
follow up.  

EGOR supports four types of protocols:  Screening, Quality Assessment, Data 
Extraction, and Follow Up.  Each of these protocols is defined below.

Screening

Following the retrieval of the information sources based on the search 
strategy, screening is the first step of a systematic review or critical appraisal. 
It determines which information sources are appropriate for the review and 
that they contribute something toward answering the research question. 
Screening is usually completed with abstracts only, lessening the time to 
complete because the full text doesn't need to be read or located.

Information sources are accepted or rejected based on the inclusion and 
exclusion criteria set before the review begins.  The screening protocol 
questions and statements may be grouped to determine inclusion/exclusion, or 
perhaps each stands alone to make that determination.

Some information sources will not contain data or information necessary to 
answer the research question, and therefore will be rejected from further study 
in this review.  Accepted information sources will be available for quality 
assessment, data extraction, and follow up protocols.

Ultimately reviewers will make the final decision of accepting or rejecting an 
information source.  However, following the individual reviewers' evaluation of 
the abstracts, using the Screening Protocol, the review team may wish to 
compare their results and come to a consensus to accept or reject any 
information sources that are in dispute (ie. Individual reviewers did not agree 
on whether the source should be accepted or rejected from the study). 

Quality Assessment

This step of the systematic review process closely evaluates the research 
presented in the information sources (those that have been accepted as part of 
the screening process), as it relates to the systematic review's research 
question.  A series of detailed questions or statements attempt to remove 
reviewer's bias while trying to evaluate the information sources' relevance to 
the research question.  Following a successful Quality Assessment, each 
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information source will receive a rating (based on criteria set by the topic 
facilitator).

The rating that the information source scores is a combination of the value 
received for each question, multiplied by the weight attached to the 
component it belongs to.  The rating is a measure of the strength of the 
relevance of the information source with respect to the research question, the 
quality of the research conducted during the primary study, and any other 
criteria deemed important by the review team.

The ultimate decision lies with the reviewers to decide which information 
sources will provide the results they require.  The information sources passing 
the defined criteria for validity and applicability will form the basis of the 
review summary.  Should the reviewers again have disagreement with respect 
to information source suitability, group consensus should be used to resolve 
this issue.

Data Extraction

Data extraction is the process by which reviewers obtain the information they 
need from what is reported by primary investigators.

Data extraction can be used in a couple of ways.  It might be a useful tool for 
the reviewer to collect pertinent information from the information sources to 
be used to answer the quality assessment questions.  In this way there is an 
extra level of documentation to support the reviewer's point of view, and might 
help explain the reasons given for answering the questions in a particular way.

Secondly, the data extraction protocol could be used as a basis for the 
summary report to compare and contrast the primary study results from those 
information sources passing the quality assessment phase of the Systematic 
Review.  This information would be collected at the time of the review/reading 
of the information source, and therefore, less likely to be missed or forgotten 
during the writing of the final report.

Follow Up

The follow up protocol defines any questions to be answered that may not 
have been included in the primary authors' publication.  It is a post review 
process that encourages the reviewers to seek out the latest data and 
information from information source authors.  Only quality assessment 
accepted information sources would be used at this point.  Depending on the 
criteria used to find and screen information sources for review, there may have 
been significant time lapse and/or addition research conducted on the subject 
that may have relevance to the final report.

The needs of the systematic review will dictate how each protocol is created, or 
where the protocols are retrieved from.

Next Steps
EGOR's predecessors have been used in a number of systematic reviews, however 
those reviews were conducted in a classroom setting, and may not have 
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realistically reflected a real-world problem or an applied context.  Our next step is 
to have EGOR used in a situational setting researching a medical issue to produce 
a summary of verifiable best practises.

As part of our usability study in conducting a real world systematic review we will 
use the results to :

● verify the correctness and completeness of EGOR's systematic review 
process

● assess EGOR's user interface for ease of use and intuitive work flow

● evaluate EGOR as a collaborative research tool

● analyze the automatically generated reports for completeness and 
usefulness

● explore dissemination methods to arm front line practitioners with best 
practises to facilitate evidence-based medicine

In addition to our poster, we will invite participants to preview EGOR and offer 
suggestions or their support as we move this project toward the next phase of 
knowledge transfer.
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ABSTRACT

The Purpose

The purpose of the Dene Kede: Trails to Becoming is to prepare new teachers in the 
Northwest Territories. Through a CD-ROM they will embark on a journey of discovery toward 
intercultural awareness and sensitivity. They will learn about the traditional Dene culture 
within the context of the Dene ways of knowing and will explore ways of integrating Dene 
Kede into their classroom lessons.

The journey before them is intended as a starting point for their learning. As a member of 
the Northwest Territories education community they represent the path to our children's 
future. We invite them to share their past and present teaching experiences with other 
educators, both within their communities and outside of them. During conferences, 
workshops, and informal gatherings we hope they will forge lasting relationships with others 
who appreciate their challenges and with whom they can share experiences and insights.

Living and working in a community, they will observe its culture first hand, perhaps being 
invited to attend cultural celebrations or participate in key experiences on the land. We 
encourage them to take advantage of these invitations, as they represent contemporary 
applications of the traditional perspectives they will learn about on the CD-ROM.

Their openness to new experiences, their willingness to explore new teaching approaches, 
and their ability to embrace alternative points of view will offer them a boundless 
appreciation for the richness of the Dene culture and its everlasting and timeless 
relevance to the identity and integrity of the Dene people.

Their cultural journey begins in the Dene past, before contact with European explorers. 
Here they will get a small taste of life on the land and will come to appreciate some of the 
societal structures, social norms, and spiritual tenets of the Dene people. They will be 
introduced to the four relationships upon which all Dene life is based and will experience, 
albeit vicariously, the Dene ways of knowing.

Following this journey into the past they will return to the present and will reflect on what 
they have learned, how their perspective of the Dene people has changed, and what 
their new learning means to them as a teacher in the Northwest Territories.

Lastly, they will investigate approaches to integrating Dene Kede with their contemporary 
curriculum. Maintaining the integrity of the Dene ways of knowing, they will apply the 
Dene Kede to subject examples and demonstrate how the Dene Kede can be used to 
underpin the K–6 curriculum in all subject areas.

It is our hope that they return to the CD-ROM often and that it continues to provide a 
valuable resource for understanding the Dene culture and its importance to the survival of 
our children, our families, our communities, and our territory. 
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Project Overview

Implementing constructivist and experiential learning principles, the Dene Kede: Trails to 
Becoming is intended to deepen understanding  of the Dene Kede curriculum for 
Northwest Territories teachers of children from kindergarten to grade 6.

At the current time we envision the instructional application to be offered as an interactive 
game on a CD-ROM. This format will allow learners to experience a richer learning 
environment than text alone could provide and allow them to assess their learning in a 
more authentic way, within the framework of player-driven scenarios.

What this format does not provide is instructor access to learner (player) responses and 
demonstration of understanding. The learner will receive feedback on their own 
performance from the application and certainly may share that with an instructor, 
however, evaluation is confined to the player's computer and is inaccessible by the 
instructor.

One alternative to facilitating the possibilities for both formative and summative evaluation 
is to transfer some, or all, of the learner outcome data to a central server. This would afford 
the instructor the opportunity to intervene with struggling learners and to collect 
aggregate data. This data would allow the instructional designers to evaluate the 
aggregate learner performance to determine weaknesses in the game content.

At this time, an online component is outside the scope of this project and would be 
premature. It was mentioned here only for information. Future discussions toward data 
sharing may spawn a second project and result in the next version of the game.

Project Outline

Based on several face-to-face meetings we have discussed the following items as 
potential components for instruction. This outline provides the linear progression through 
the game as it is currently understood. It represents a starting point for development and 
may be altered to meet emerging and newly identified needs.

 1. Instruction on metacognition

(a) Player learns to reflect on his or her own learning

(b) Metacognitive approach is explained in the context of the Dene Kede and 
player's role in the game 

(c) Player uses meta cognitive approaches to begin developing intercultural 
competence

(d) Player's understanding of metacognition is assessed prior to continuing in the 
game

If the player receives a marginal assessment score he or she is guided through 
appropriate contextual scenarios to enhance understanding
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 2. Review of Dene regions and spoken languages within these regions

(a) Display map of Northwest Territories with each of the regions

 i. Beaufort Delta – Gwich'in
 ii. Sahtu Region – North Slavey
 iii. Dehcho Region – South Slavey
 iv. South Slave Region – South Slavey, Chipewyan
 v. Tlicho Region – Dogrib

(b) Describe cultural characteristics that differentiate one group from another

(c) Show photographs, videos, etc. that demonstrate cultural norms from each 
group

(d) Player's understanding of Dene regions and languages is assessed

(e) Player's understanding of cultural characteristics and differences is assessed

(f) Player's grasp of the importance of this knowledge is assessed

If the player receives a marginal assessment on any aspect of this section he or 
she is guided through appropriate contextual scenarios to enhance 
understanding

 3. Review of common Dene words or phrases for each of the languages listed in (2) 
above

(a) Player will choose the region they currently teach in and select the associated 
language

 i. Gwich'in
 ii. North Slavey
 iii. South Slavey
 iv. Chipewyan
 v. Dogrib

(b) Player will learn common words and phrases from the selected language

 i. audio clips of spoken language
 ii. associated written words for audio clips

(c) Player's understanding of language words and phrases is assessed

If the player receives a marginal assessment on any aspect of this section he or 
she is guided through appropriate contextual scenarios to enhance 
understanding

 4. Introduction to world views

Here the player is exposed to the definition of world view and is asked to consider 
theism1, naturalism2, pantheism3

1  Theism is the belief in the existence of a god or gods as creator(s) of the universe.
2 Naturalism is the belief in only natural elements and forces, excluding the supernatural or spiritual.
3 Pantheism is the belief that God and the universe is one and the same.
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NOTE: The concept of world views is complex and open to passionate debate. In 
the context of this exercise we may wish to restrict the discussion to answering a 
few fundamental world view questions.

(a) Player is invited to explore his or her world view toward answering these 
personal questions around what he or she believes about:

 i. Ultimate reality (for example: God versus the Creator versus Science)
 ii. Life, death, eternity
 iii. Human nature
 iv. The nature of knowing

(b) Player is invited to explore his or her world view (from the answers to the 
questions above) and will understand how it impacts his or her perceptions on 
life issues, which may include, for example:

 i. Work
 ii. Leisure
 iii. Child-rearing
 iv. Nature
 v. Relationships
 vi. The group
 vii. The individual
 viii.Other relevant issues

(c) Player is introduced to the Dene world view

 i. Creation story
 ii. Stories about life, death, eternity
 iii. Stories of human nature
 iv. Stories of how the Dene know

(d) Player is asked to work through several scenarios using the Dene world view 
rather than their own.

(e) Player's inter-cultural awareness is assessed

If the player receives a marginal assessment on any aspect of this section he or 
she is guided through appropriate contextual scenarios to enhance 
understanding

 5. Player explores the cultural environment 

Player assumes the role of a ten year old boy

The game takes place in the spring after the snow has left the region

(a) Player meets various elders who share with them the Dene culture in the 
context of the four thematic units identified in the  Dene Kede Curriculum.

 i. Spirituality
 ii. The Land and the Sky
 iii. Animals
 iv. People
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(b) Player hears stories around the four basic Dene Kede concepts

 i. The Spiritual World
 ii. The Land
 iii. The People
 iv. The Self

(c) Player hears stories about the roles and meaning of the following in the Dene 
culture.

 i. The Child
 ii. The Drum
 iii. The Drum Dance
 iv. The Tipi
 v. Survival
 vi. Dene Education

(d) Player works through scenarios for each of the thematic units and within the 
context of each of the concepts from the historical perspective, which is pre-
contact

(e) Player's understanding of the Dene culture from the historical perspective is 
assessed

If the player receives a marginal assessment on any aspect of this section he or 
she is guided through appropriate contextual scenarios to enhance 
understanding

(f) Player moves forward through time and works through each of the thematic 
units within the context of each of the concepts from the perspective of the 
current day.

(g) Player's understanding of the Dene culture is assessed

If the player receives a marginal assessment on any aspect of this section he or 
she is guided through appropriate contextual scenarios to enhance 
understanding

Essential Questions
Your answers to the following fundamental questions underpin the essence of this learning 
exercise. Your careful reflection is essential to the successful integration of Dene Kede into 
your classroom. The questions also offer valuable discussion topics during formal or informal 
gatherings with colleagues. As you work through Dene Kede: Trails to Becoming, carefully 
consider your responses. You will revisit these questions throughout the exercise.

 1. How has the traditional Dene worldview been influenced by western perspectives?
 2. How will implementing the Dene Kede curriculum affect the Dene youth of today?
 3. How can I commit to teaching the Dene Kede curriculum in my school?
 4. How can I apply the Dene Kede curriculum to my students' core learning to make it 

relevant for the 21st century?
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Learning Objectives

Below we have identified seven important learning objectives. The first column lists the 
learning activities you will complete and the resources available to you in order for you to 
meet your goal. The second column describes ways in which you can assess your 
understanding of the Dene culture and Dene Kede.

We encourage you to further identify some learning objectives of your own. Use this CD-
ROM and other resources to address these learning needs.

Objective 1:

Know key facts about the cultural regions of the Northwest Territories

Learning Activities and Resources Evidence of Learning

(1)Review the section entitled The 
Gathering on the CD-ROM

(2)Refer to the additional resources under 
the Information Icon

(3)Perform Internet searches to learn more 
about the NWT

(1)Identify each of the five language groups

(2)Identify the geographic region for each of the five 
language groups

(3)State something unique about the people in each of 
the regions
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Objective 2:

Understand the use of metacognitive strategies to improve intercultural awareness

Learning Activities and Resources Evidence of Learning

(1)Complete the metacognition exercise

(2)Work through the first four sections on 
the CD-ROM

(3)Practise metacognition strategies to 
hone your intercultural awareness

(4)Refer to the additional resources under 
the Information Icon

(5)Perform Internet searches to learn more 
about metacognition and intercultural 
awareness

(1)Define the term metacognition

(2)List the three basic steps for using metacognition

(3)Explain the difference between cognition and 
metacognition

(4)Describe how metacognitive strategies are used in 
improving intercultural awareness

(5)Define the term cognitive bias

(6)List any cognitive biases you have identified through 
this metacognitive exercise

(7)Comment on the possible sources of your cognitive 
biases and how you will work to overcome them

(8)Define the term confirmation bias

(9)List any confirmation biases you have identified 
through this metacognitive exercise

(10)Comment on the possible sources of your 
confirmation biases and how you will work to 
overcome them

(11)Discuss how the use of metacognitive strategies 
throughout these exercises has altered your 
perceptions of the Dene

Objective 3:

Be able to describe the traditional Dene ways of knowing and their continuing role in the 
lives of the Dene today

Learning Activities and Resources Evidence of Learning

(1)Complete the  exercise

(2)Work through the first four sections on 
the CD-ROM

(3)Review the section entitled Rekindling 
the Fire

(4)Refer to the additional resources under 
the Information Icon

(5)Perform Internet searches to learn more 
about the Dene ways of knowing

(1)Identify the four Dene relationships

(2)Describe the importance of the relationships to the 
Dene culture and to their learning

(3)Describe the Dene ways of knowing

(4)Define the term Dene Zhu

(5)Identify the Dene ways of knowing that may be 
incongruent with standard classroom practises

(6)Comment on how you may be able to address 
these incongruencies in your classroom
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Objective 4:

Be able to compare the traditional Dene culture to your own cultural perspectives

Learning Activities and Resources Evidence of Learning

(1)Complete the worldview exercises

(2)Work through the first four sections on 
the CD-ROM

(3)Refer to the additional resources under 
the Information Icon

(4)Perform Internet searches to learn more 
about worldviews

(5)Perform Internet searches to learn more 
about the Dene

(1)Define the term worldview

(2)Explain how your worldview defines the ways in 
which you construct and apply your reality

(3)List the nine Dene laws

(4)Describe the differences between your worldview 
and the traditional Dene worldview

(5)Compare your responses to the two Dene worldview 
exercises and comment on your new understanding of 
the Dene culture

(6)Compare your worldview to the Dene worldview 
and comment on any new insights you have had

(7)Describe the expected impact your new 
understanding of the Dene worldview will have on your 
interactions with your students and the rest of the 
community

Objective 5:

Know the Dene Kede mission statement and be able to describe its importance and 
relevance to your students and yourself as their teacher

Learning Activities and Resources Evidence of Learning

(1)Complete the mission statement 
exercise

(2)Work through the first four sections on 
the CD-ROM

(3)Refer to the additional resources under 
the Information Icon

(4)Perform Internet searches to learn more 
about each of the values of the mission 
statement

(1)List the six values of the Dene Kede mission 
statement and describe the importance of each to the 
Dene culture

(2)Describe how the Dene Kede mission statement 
differs from traditional mission statements

(3)Comment on why the framers of Dene Kede have 
chosen this format over the traditional one usually seen 
for mission statements

(4)Explain the meaning of the six values of the Dene 
Kede mission statement in the context of the Dene 
worldview

(5)For each of the six values of the Dene Kede mission 
statement, explain what it means in the context of the 
21st century

(6)For each of the six values of the mission statement, 
describe its significance for your students, within the 
classroom setting
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Objective 6:

Be able to respond to the Essential Questions posed earlier in this section

Learning Activities and Resources Evidence of Learning

(1)Work through the first four sections on 
the CD-ROM

(2)Review section entitled Retelling the 
Story on the CD-ROM

(3)Refer to the additional resources under 
the Information Icon

(4)Perform Internet searches to learn more 
about the Dene, past and present

(1)Describe how the Dene worldview has been 
influenced by the western perspective

(2)Identify ways in which implementing the Dene Kede 
will affect today's Dene youth

(3)Explore ways in which you can commit to teaching 
the Dene Kede curriculum in your school

(4) Identify ways in which you can apply the Dene 
Kede curriculum to your students' core learning to 
make it relevant for the 21st century

Objective 7:

Be able to create a lesson plan that is congruent with the Dene ways of knowing and 
which is grounded in the Dene Kede curriculum

Learning Activities and Resources Evidence of Learning

(1)Work through the first five sections on the 
CD-ROM

(2)Review the Dene ways of knowing

(3)Review the lesson plan examples in the 
section entitled Rekindling the Fire on the 
CD-ROM

(4)Review the Dene Kede curriculum

(5)Refer to NWT K-6 subject curricula

(6)Select a lesson topic on which to work

(7)Refer to the additional resources under 
the Information Icon

(8)Perform Internet searches to learn more 
about culture and education

(1)Select five themes from the Dene Kede curriculum 
and state how they could be related to core subject 
areas

(2)Create a lesson plan, taking care that it is congruent 
with the Dene ways of knowing and is grounded in the 
Dene Kede curriculum

(3)Explicitly identify how each of the four Dene 
relationships are being nourished in your lesson

(4)Share your lesson plan with at least one colleague 
and discuss options for improvement
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Harmony’s Quest Overview

The educational community is currently 
experiencing a technological paradigm shift. 
Computers are increasingly employed to 
connect learners with applications that offer 
customized, immersive learning opportunities 
that would have been unimaginable in past years.   

One educational field which has not yet benefited 
from such applications is music theory. Despite 
the changes that the educational community 
has experienced over the last decade, the 
teaching approach toward music theory remains 
entrenched in outdated and static means.

Part of the problem with current music theory 
instruction is that it is designed to facilitate the 
goal of learning to play a specific instrument. 
Theory is merely a requirement, a stepping 

stone, to that goal. Accordingly, the theory itself 
is insufficiently explained, and its concepts are 
set up to be memorized, not understood, by the 
learners. Further, the methods that are used to 
encourage this memorization are not engaging 
for students. The exercises in most theory 
workbooks are simple drill-and-rote routines 
with very little explanation to support the 
concepts they are supposed to be teaching.

The overall result of this antiquated approach is 
a group of music students who cannot properly 
read, let alone compose, pieces of music. This 
limits the potential of these students in the 
music world. Thus, the need exists for an 
updated teaching approach that truly teaches 
music theory concepts. 

Our vision is to create a computer application 
that will take students on a journey which will 
guide them step by step through the maze of 
music theory. The player must demonstrate an 
understanding of music theory concepts in order 
to progress through the game. The application 
will find learners engaged with the concepts they 
are working with, and not routinely memorizing 

them without a thorough understanding of the 
frameworks which support these concepts.

The desired outcome of Harmony’s Quest was 
the creation of an innovative, interactive learning 
tool to improve the educational opportunities of 
music theory students, and further their musical 
careers through a thorough understanding of 
music theory concepts.

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

To develop a learning system that offers the 
concepts of music theory in a fun and interactive 
environment, we needed to weave learning 
activities into the story, that will hopefully 
engage learners of both genders, and support 

currently-accepted learning practises. Finally, we 
needed to provide key components for fun game 
play, within the context of strategic learning.

The project was to go forward in two phases 
using an existing third party game engine which 
was to support the graphics, animation, and 
physics for immersive game play. The product of 
the first phase was to be a playable level based on 
Chapter 1 of the story Harmony’s Quest.

Project Background

Vision

Project Objectives & Results
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The technology is designed to support learning, 
and accordingly, the learning must be tightly 
integrated with the technology such that they 
are not independent, but comprise a cohesive 
unit.

Parents and educators alike recognize the 
need to teach music as a means of developing 
critical thinking skills which are vital to a child’s 
educational career. However, many educational 
materials for teaching music are unimaginative, 
boring and primarily taught through workbooks.  
The founder of Harmony’s Quest has been 
teaching music theory since 1985 and has 
consistently found that students dislike learning 
musical theory. Many students dropped out 
before getting an adequate foundation in music 
theory, and as a result, limited their potential for 
future growth.

Harmony’s Quest, a 3-D action adventure 
game, takes a completely different approach to 
teaching music concepts. The game is designed 
as a full adventure game in the style of role 
playing games such as Neverwinter Nights™ and 
Baldur’s Gate™. Harmony’s Quest is designed to 
teach the entire Royal Conservatory of Music’s 
theory concepts. Simply by playing the game 
and completing the “Quests”, the player will 
gain extensive and complete knowledge of the 
full Royal Conservatory of Music curriculum.

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

game is entertainment. In the majority of cases, 
unless the game is strictly a game of chance (such 
as VLT’s), there is some opportunity to acquire 
knowledge. Often the knowledge acquisition is 
required in order to progress in the game, or it 
is a by-product of the entertainment. In serious 
games the purpose of the game is educational, 
with entertainment being the by-product.

Illustration 1 below shows the components of a 
typical video game. At the core of any of today’s 
electronic games is the game engine. The engine 
handles the graphics, storyline, and the play 
mechanics of the game, providing an integrated 
experience to the user. 

The outer circle, the learning component, will 
add to the existing core technology to change 
the behaviour of the selected game engine to 
provide learning theory, instructional content, 
performance feedback, and coaching, as part of 
the interactive game play.

In addition to changing the traditional purpose of 
video games, from entertainment to education, 
we will be modifying the behaviour of the game 
engine to handle content suitable for children 
rather than its intended PG 13 market.

Rationale

Illustration 1: The components of Harmony’s Quest
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The game begins in Yeroth, a land of silent 
mystery,forgotten in time. It has long been 
rumoured that the village of Tempoton holds 
secrets, and many have believed that they would 
be the ones to lift the ancient curse that had 

hung over the kingdom for many years.  

The yearly Harvest Festival of Music 
once filled the land with singing 
and dancing, uniting the young and 
old alike. Queen Audrey and King 
Esmond led their subjects in the days 
celebration  writing, conducting, and 
performing music with the help of 
the royal musicians. People from all 
over the kingdom came to enjoy the 
festivities. Magical creatures, such as 
the dragons that patrolled the skies, and 
the beautiful fairies, that gave light and 
hope to all, were also in attendance. In 
the hills the trolls hid away from the 
sounds of music that would soften 
and civilize them. The highlight was 
the arrival of Harmony, Queen of the 

Fairies. She would impart her wisdom to the 
King and Queen and their subjects.

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

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

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

The game has five instructional components:

•	 Teaching

•	 Practise

•	 Application Quizzes

•	 Concept Quizzes

•	 Comprehensive Exams

The Story of Yeroth

The Game

Harmony, Queen of the Fairies

The Player Encounters the First Challenge

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

The Dynamics Gallery is another example of a 

teaching component. When a player approaches 
the pedestal he or she will hear the Italian term 
pronounced at a volume relative to its actual 
dynamic. For instance, the word piano, the 
Italian term for “quit”, will sound much quieter 
than the word fortissimo, the Italian term for 
“loud”.

Practise Component
The practise components allows the player to 
experiment with the theoretical concepts they 
learnt in the teaching components using a variety 
of simulations and models depicting alternative 
ways of looking at the theoretical concepts of 
music.

The Factory is an example of a practise 
component. The player may select the type of 
note or rest to manufacture. In our example we 
are manufacturing quarter notes. Notice the two 
metronomes on the screen. The top metronome 
plays at the tempo of the selected Italian term. 
The bottom one plays at the tempo of the 
selected English definition

In order for the factory to begin manufacturing 

the selected note or rest, the player must match 
the Italian tempo name with its English definition. 
Correctly matching the Italian term with its 
English definition syncs the two metronomes 
and the device begins manufacturing the selected 
note or rest. Choosing a “faster” tempo will 
cause the notes to be kicked off the conveyor 
belt at a faster rate. 

Above the two metronomes is a beat counter, 
which counts to four and shows the player how 
many beats their chosen note or rest takes to be 
manufactured.

Teaching Component: Poem

Teaching Component: Dynamics Gallery

Practise Component: Factory
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The modifier room is another example of a 
practise component. We have coined the term 
modifier to mean a dot, tie, or fermata, which, 
when appropriately applied to a note, alters its 
duration.

To learn about the use of modifiers, players 
experiment in the Modifier Room, making 
boards for use later in the game. Players can 
attach a dot to any note. Beyond dots, the player 
can tie two or more notes together to create a 
sound of the desired duration. The player can 
also apply a fermata to any note.

Notice that when the modified note is played 
the note lights up for the appropriate number 
of beats. Next the dot, tie or fermata lights 
up indicating its contribution to the overall 
duration. Pressing the “Fermata hold” button 
for the desired amount of time allows the player 
to create a board of that length.

In the background the player hears the sound of 
an electric saw, which lasts the duration of the 
modified note. The sawing sound signifies that 
the machine is sawing boards the lengths of the 
player’s modified notes.

Application Quizzes
Application quizzes test the player’s ability 
to apply what they have learnt. Unlike in 
the practise components, player error in the 
application quizzes has an impact on their 
musical health within the game. If the player’s 
musical health gets too low, they will be returned 
to the appropriate practise area for remedial 
assistance.

The Train is an example of an application quiz for 
tempo. The player is expected to set the speed of 
the rail car according to the posted speed limits 
indicated by an English definition. To do this 
the player chooses from the levers displaying the 
Italian terms. 

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

Practise Component: Modifier Room

Application Quiz: Train
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The Bridge is an example of an application quiz 
for modifiers and note durations. In order to 
cross the river, the player must construct a deck 
for the bridge. 

Using the boards cut in the modifier room, 
players place boards of appropriate length to 
fill the gaps according to the blueprint. The 
boards are grouped on the left according to note 
duration. Placing their mouse pointer over a 
group describes the length of the board in notes 
rather than in numbers. For example, the player 
must know that a board showing a dotted whole 
note will fit in a space on the bridge indicated by 
the number 6 on the blueprint.

The yellow Bridge areas are gaps needing boards 
and are labelled with the beat duration they 
need. Matching the correct note boards to the 
same length of gap in the bridge will complete 
the bridge. Players may need to return to the 
Modifier room to make more note boards if they 
do not have the appropriate lengths available to 
them.

Once the player has correctly completed the 
bridge, they can safely cross to the other side of 
the river and continue with their quest.

Concept Quizzes
Concept quizzes are another game component, 
which allow players to test their theoretical 
knowledge. After the player has learned the 
material in the teaching areas and have practised 
their knowledge of the concepts, they test their 
understanding of the concept quizzes.

Various characters in the game will periodically 
appear to offer concept quizzes. Correct 
answers result in additional musical health 

points as a reward. Incorrect answers will result 
in a decrease in musical health and a reminder of 
what to review for next time.

Application Quiz: Bridge

Concept Quiz: Fairy

Application Quiz: Bridge Blueprint
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Comprehensive Exam
The final game component is the comprehensive 
exam, which will allow the player to move to 
the next level in the game. The comprehensive 
exam for the first level requires the player 
to demonstrate their ability to apply their 
knowledge of notes, rests, modifiers, durations, 
tempos, and dynamics.

Firstly, the player must select the appropriate 
English definition corresponding to the Italian 
term on the displayed music. This sets the tempo 
for the music. The player will play the music 
by pressing keys in time with the metronome 
and holding the note for the correct duration. 
Rests durations are achieved through a lack of 
keyboard depressions. 

Specific keyboard keys are assigned to each 
of the six studied dynamics. To demonstrate 
understanding of dynamics, the player  uses the 
appropriate dynamics key to play the music at 
the indicated volume.

After each piece of music, the player’s 
performance will be evaluated on three areas, 
tempo, dynamics, and duration. Each note will 
get a green check mark if the player started and 
ended the note or rest on time and a red X if the 
player started early or late or did not hold the 
note or rest for the specified duration.

Errors in dynamics and tempo are also indicated 
on the screen for the player’s information. 
All errors result in decreased musical health. 
Increases are enjoyed by players who perform 
the music correctly.

Comprehensive Exam: Notes, Rests, Modifiers, Tempo, and Dynamics
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PageHarmony's Quest - The Workbook 9

Storybook or Graphic Novel
The workbook is an independent product in the 
Harmony’s Quest series. It may be offered as 
a supplement to the 3D interactive adventure 
game, but could also be used as a separate 
product.

Further, calling this a workbook may be 

misleading. The book is simultaneously a 
storybook, a textbook and a workbook. The 
workbook tells the story of Harmony’s Quest 
from the perspective of the its characters. In 
contrast, the 3D interactive adventure game 
tells the story from the player’s, or student’s, 
perspective. The story may be offered as either a 
full-colour storybook or as a graphic novel. 

Workbook: Storybook version Workbook: Graphic Novel version

Harmony’s Quest - The Workbook
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Page Harmony's Quest - The Workbook10

Instruction
The instructional sections of the workbook 
emphasize the underpinnings of music theory 
and provide explanation of why things are done 
the way they are. Alternative explanations for 
difficult ideas are explored using real world 
examples. 

Practise sections allow students to develop their 
music skills as they understand how the musical 
symbols are written. They also learn how the 
components of music relate to each other.

The workbook uses instructional areas to explain 
the concepts necessary for reading and playing 
music.

In these examples we are showing segments of 
the workbook reviewing fractions. The book 
uses examples that the learner can relate to.

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

Workbook Instruction: Comparson of Examples Workbook Instruction: Fraction Review
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Exercises
The workbook offers a variety of exercises and 
quizzes to allow the students and their teachers 
to evaluate their understanding of the theoretical 
concepts and to pinpoint areas of confusion. 

A variety of approaches, including fill-in-the-
blanks,  matching games, and crossword puzzles, 
are used to add interest to the experience.

Music teachers might use the Harmony’s Quest 
workbook as a supplement to the game or as an 
independent way of evaluating their students’ 
understanding of the concepts.

Workbook Exercises: Fill in the Blanks

Workbook Exercises: Note Math

Workbook Exercises: Crossword Puzzle
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Effects of the E-Karate Developmentally Inclusive Program on Social Behavior,
Attention, and Motor Development

Recreational sports have been shown to benefit the overall development of

children, including their self-concept (Donaldson & Ronan, 2006).  Presently there are

few inclusive recreational sports programs for children with and without special needs

(Young, 2001 and Wise, 2001).  The purpose of the present exploratory mixed measure

research study was to investigate the effects of E-Karate, an inclusive community karate

program, on children’s social emotional development, motor development, and attention

skills.  Eleven children with special needs and eight children without special needs

(N=19), their parents and 10 E-Karate coaches and teachers completed the Behavioral

Assessment System for Children (BASC-2).  Parent, child and teacher focus groups were

completed.  Qualitative data were gathered from these focus groups.

The pre- and posttest data as analyzed by the BASC-2 software® indicate that

95% of the children showed progress in their development as reported on one or more

rating scales, including parent, teacher or child self report rating scales.  Ninety percent

of the children with special needs showed some progress on one or more of the ratings

scales as analyzed by the BASC-2 software®.  Seven of the eight children without special

needs showed some progress on the BASC-2 software®.   Two children without special

needs and two children with special needs exhibited, however, negative changes in their

adaptability, somatization, and atypicalty scores.

Qualitative data from the focus groups indicated that students do benefit from the

E-Karate program.  An emerging theme in the qualitative data indicated that the teaching

style of the E-Karate program was a main factor in facilitating development in its
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students.  These findings are promising and supportive of inclusive recreational Karate

programs for the development of young children with and without special needs.
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Introduction

Children, including those with special needs, can experience difficulties with

attention, social-emotional development, and motor development.  Studies have been

completed to determine the effects of sports on development (Tantillo, Kesick, & Hyynd,

2002; Yan & Thomas, 2002).  Even though there are positive effects of sports, children

with special needs are often not included in community sports activities.  There are

various factors why children with special needs do not attend community sports

activities, including that there is limited access to community programs that address their

developmental needs (Young, 2001 and Wise, 2001).

There are sports programs for children with special needs, but few

developmentally inclusive community programs.  Not participating in community sports

activities does not provide children with and without special needs the opportunities to

develop, among other, their social relationships with each other.  Inclusion is mandated in

schools, whenever possible (Individuals with Disabilities Education Improvement Act,

2004).  This mandate does not, however, always transfer to community recreational

programs outside of school community.

Karate is a sport that has been shown to have positive effects on development

(Frank, 2002; Young, 2001).  Young (2001) espoused that karate builds children’s self-

concept as they are able to graduate from one belt to another.  Physical therapists suggest

that karate can provide children with special needs, excellent stretching possibilities.

There is little research on the effects of karate on children’s development who attend

developmentally inclusive Karate programs.
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E-Karate is a nonprofit community organization devoted to the strengthening and

development of children through traditional forms of karate. The E-Karate Program is

part of the Exceptional Children’s Sports Programs. The E-Karate program is

multidimensional, designed to teach children basic self-defense skills (motor skills) in a

safe, inclusive setting. Respect and self-control, traditional values found in most martial

arts, are emphasized in the program. Modeling is used as a technique for providing

instruction to students.  The students are both typically developing and children with

special needs.  Special needs in this study includes, a child identified on the Structured

Developmental History form of the Behavioral Assessment System for Children-Second

Edition (BASC-2), by their parent, as having a behavioral, developmental or other

disabilities and illnesses.  Some children in the program have been diagnosed with

Autism, ADHD, Cerebral Palsy, Global Developmental Delays, and other neuro-

cognitive conditions. Every student participates to the fullness of their ability and is

recognized for his or her achievements. Their successes in the program demonstrate what

extraordinary things can be done when opportunities are provided.

Conceptual Framework

Bandura’s Social Learning Theory was utilized in the present research study.

Bandura’s Social Learning Theory posits that people learn from one another, via

observation, imitation, and modeling. The theory encompasses attention, memory, and

motivation.  The E-Karate program encourages modeling and learning from coaches,

instructors and peers.  It fosters the development of attention and kinesthetic memory.

Motivation to progress and develop is supported by providing the student’s with stripes

and belts to indicate their improvement.
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Purpose and Research Questions

The purpose of this research study was to examine the effects of E-karate, a

developmentally inclusive recreational and community program, on the attention, social-

emotional development and motor development of children with and without special

needs.  Motor development refers to the process of change in motor behavior that occur

with the increasing organization of strength, balance, and coordination, allowing for

upright mobility, locomotion and more complex motor tasks such as running, jumping

and single limb balance.  Motor development includs measuring the balancing abilities of

children who attend the E-Karate program.  Social-emotional development includes

social interactions and self-concept.  Attention is defined as a person’s ability to focus

and attend to tasks without distraction.  The ability for one to focus on a task or depart

focus at will.

The researchers examined how students, parents, and E-Karate teachers view the

impact of E-Karate on children’s development.  The authors examined how students,

parents, and E-Karate teachers view the impact of E-Karate on children’s development,

regardless of ability. The research questions in this research study included:

1. What effect does E Karate have on the attention levels of children with and

without special needs?

2. What effect does of E-karate have on children’s gross motor development?

3. What effect does E-Karate have on children’s social-emotional development?

Literature Review

Donaldson and Ronan (2006) examined the relationship between sports

participation and self-concept in young children.  Two hundred and thee adolescents was
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assessed using multi-trait-multimethod data collection techniques.  Students completed a

a questionnaire on participation in and perceptions of sports activities. The Youth Self

Report (Achenbach, 1991) and Self-Perception Profile for Children (Harter, 1995) were

used to assess emotional well-being.  The findings showed that sports participation

positively impacted emotional and behavioral well-being.

Tantillo, Kesick, and Hynd (2002) examined the effects of exercise on children

diagnosed with Attention-Deficit Hyperactivity Disorder (ADHD).  The rate of

spontaneous eye blinks, the acoustic eye blink response (ASER) and motor control of 18

children between the ages of 8years– to- 12 years-old were tested.  The 18 participants

consisted of 10 boys and 8 girls.  The results indicate integration between gender and

exercise intensity to the benefit of children with ADHD

The studies presented here suggest that sports and exercise have a positive

influence on children’s development.  Wise (2001) espouses that children with special

needs are often excluded from community recreational sports.  Wise suggests also that

children with special needs show improvement, when given the opportunity to participate

in sports.  There is little research on the effects of karate on the development of children

with and without special needs and who attend developmentally inclusive karate

programs.  The present study examined the effects of an inclusive Karate program on the

development of children with and without special needs

Methodology

The purpose of this research effort was to assess the effect of an inclusive Karate

program on children’s social and emotional development, attention, and motor
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development.  An exploratory mixed measure technique, including quantitative and

qualitative methodologies was used to collect the data.

Sample

A convenience sample was used in this research study. The sample population

included parents, children, and teachers from the E-Karate program in one urban San

Francisco Bay Area county.  The program is housed in a neighborhood community

center.  The program has three sessions per year, each for 11 weeks. The program has

two classes that are held on Saturdays from 11a.m -1:30p.m.  Each class last for one hour.

All participants completed both the pre-test and posttest portions of this study.

The pre-test was held on April 18th and 25th, 2009.  The posttest was held on June 6th and

13th of 2009.  Two students BASC-2 rating scales were completed on other days.  One

student’s BASC-2 parent and self report rating scales were completed on May 23rd, 2009

(pre-test) and June 20th, 2009 (posttest).  The second students’ posttest parent rating scale

was completed on June, 2007.  Most students attended E-Karate classes for six or more

weeks of the 11-week session.

Nineteen children, between 3-years-of-age and 17-years-of-age completed this

research study.  Eleven children had special needs and 8 children did not.  The children

identified with special needs included those with Autism, Pervasive Developmental

Disorder, Developmental Delays, vision impairments, speech delays, Cerebral Palsy with

Patent Ductus Arteriosis and Congenital Hip Dysplasia, Club Foot, and Down Syndrome.

The children completed the Behavioral Assessment System for Children, second edition

(BASC-2). The 19 parents of the students who completed the research effort, and 0

teachers and coaches completed the research study.  The 10 teachers and coaches
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consisted of one instructor with a 2nd degree black belt in Wado Ryu, another instructor

with a 1st degree black belt in Kyokushin, another with a 2nd degree black belt in Judo,

another with a 1st degree black belt in Taekwondo, two instructors with 1st degree black

belts in Kokondo Karate, two coaches with green belts in E-Karate, and two coaches with

white belts in E-Karate.

Ethical Considerations

Consistent with ethical research considerations, protection for the human subjects

was sought prior to soliciting subjects for this research study.  Permission from the

Internal Review Board for the Protection of Human Subjects (IRBPHS) was sought

through the University of San Francisco.  All participants were informed of their

voluntary participants in the research effort.  Parents of 19 children provided permission

for their children and themselves, and ten teachers and coaches agreed to participate in

this research effort.

Variables, Procedures and Research Instruments

The dependent variables in this study included gross motor development,

attention, and social emotional development.  The independent variable was E-Karate

The participants completed pre- and posttests using the BASC-2.  The 19 children

completed also pre- and posttest data Unipedal Stance Motor Test.  Parents and teachers

completed the BASC-2 rating scales for each student participating in the research study.

The primary researcher administered the students’ BASC-2 self-reporting scale to

students who had reading challenges.  The other students completed the self-reporting

scale on their own, but were overseen by the primary researcher.  A second researcher

and physical therapist administered the pre-test Unipedal Stance Test.  Another physical
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therapist administered the posttest Unipedal Stance Tests.  The third researcher conducted

BASC-2 observations on two students who had difficulty completing the BASC-2 self-

reporting rating scale.

The qualitative data collection techniques included the use of focus groups with

students, parents, and instructors.  The primary researcher conducted the three focus

groups.  The researcher examined the perspectives of all three participant groups, parents,

children, and teachers, on children’s gross motor development, social-emotional

development and attention skills. Three interview protocols were developed for the focus

groups (see Appendix). The focus groups were held in a conference room of the

community center where the E-Karate program is housed and were tape-recorded.  To

maintain anonymity of subjects, numerical codes and pseudonyms were used during data

analysis.

The quantitative data collection included pre- and posttests using the Unipedal

Stance Test and BASC-2 instruments.  Nineteen children, their parents and E-Karate

teachers completed the pre- and posttests. The Unipedal Stance Test was used to measure

the children’s motor, balance, abilities.  The BASC-2 was used to asses the children’s

social emotional development and attention skills.  Both instruments were administered

twice to children, parents, and teachers.

Data Analysis

The focus groups were audio-recorded and the data transcribed.  The qualitative

data were analyzed by developing codes and themes.  Interrater reliability was utilized to

analyze the data.
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The quantitative data were analyzed using the BASC-2 data analysis software®,

which indicated children’s progress as shown by parent, child and teacher ratings.

Frequency counts and percentages were used to analyze the Unipedal Stance Test results.

The qualitative and quantitative findings are integrated in the results section of this paper.

Results

Preliminary results show some positive effect for motor development, attention

and social-emotional development in most students (N=19).   Review of the pre- and post

BASC-2 data for each student as rated by themselves (if old enough), their E-Karate

teachers, and their parents showed that progress varied between groups but overall more

students were seen as having made progress by their parents and teachers and in eight

cases all parties involved reported significant progress.  This means 95% of the students

showed significant differences between their pre- and posttest BASC-2 scores with one or

more symptoms becoming lower and/or adaptability becoming higher. Forty-two percent

(42%) of the student had all parties reporting significant progress in one direction or

another, depending upon the adaptive or maladaptive behaviors being measured. Ninety

percent of the children with special needs showed progress on one or more rating scales

as analyzed by the BASC-2 software®.  Seven of the eight children without special needs

showed significant progress in one or more areas.  Four children with and without special

needs experienced a negative change in adaptability, somatization, or atypicality.  Most

students (18 of the 19) were able to have better motor control in the Unipedal Stance Test

when their eyes were closed and open. Only one student was not able to show any

progress in the Unipedal Stance Test.  This student did not have special needs. Review of
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the differences in length of time standing on one foot showed that ninety-five percent

95% of the students had some to substantial progress in the length of time.  Thirty-seven

percent of the students were able to stand for longer on every trial.  Fifty-eight percent of

the students were able to balance for more time in at least one trial. 

Qualitative data analysis   revealed that E-Karate teaching style encourages

socialization among children with and without special needs.

So one example is we do warm up and we split into groups and what happens is
this particular student…has a hard time focusing.  So she would either be saying
things or she feels stuff like she can’t do or what everyone else is doing or not as
everybody else…so there would be times that we would pair her up with another
girl, another student to help her.  To encourage her and that has helped her.  And
sometimes we would put her in a group with other kids as well and not just like
that particular student.  (E-Karate Teacher 1)

The children commented also on the opportunity to build relationships with other

children.

“I’m getting to know other people.  And new people coming…I like friends with
people…It’s kind of fun meeting other people.” (E-Karate child 1)

Parents commented as well on the approach used by the E-Karate teachers to facilitate

socialization among a developmentally diverse group of children.

But he is familiar with the kids in class.  And interesting to see the other kids in
class interact with him….to know, they are getting to know how he behaves and
some of them respond okay with it.  Some of them are getting frustrated with him.
Which I think is good in this kind of environment.  For him to witness that
someone else can get frustrated by his behavior and I think is something that I or
one of the instructors can do to augment that is to inform him, that “she doesn’t
seem very happy but you are stepping out of line, or touching or pushing.”  You
need to observe your personal space in karate as well as everywhere else.  So I
think it’s a good safe place to have those things happen.  Because we know it’s
not like its out on the playground where anything could happen.  (E-Karate parent
1)
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The findings from the present study showed that children’s self concept was improved

from attending E-Karate.

The main behavior issue I’ve noticed is she does do this on her own.  There are
few things we have to remind her of.  She will line her babies up and show them
the karate moves which is very good…Also she is very proud of the fact that she
can do it.  That she can do the 20 step kata.  (E-Karate parent 2)

The results demonstrated that the children improved in their motor skills,

especially when they practiced at home during the week.  Those children who had been in

the program fewer sessions and did not practice showed moderate progress.

I think mirroring back on the comment on frequency, we have been coming to E-
Karate for about two to three months now.  And really not the greatest on follow
through at home as well.  So the only changes I’ve seen I just in the last couple of
times that we have come here.  (E-Karate parent 2)

“How has the quality of your Kata or Taikioko become better or improved since

attending E-Karate?” (Researcher)… “through practice.”  (Several children

simultaneously respond).

Some children noted that they had experienced growth in their motor development,

especially their ability to balance and protect themselves.

“My balance…and my strength.” (E-Karate child 2)…”Where does your strength
help you?  In your arms or your legs?” (Researcher)…Possible more in my
legs…the balance is for punching and kicking.”(E-Karate child 2)

”I used to like, stand on it for two minutes, now I can go over that or just 2 minutes.” (E-

Karate Child 3)

Finally, the data showed that the E-Karate program’s teaching style fostered the

development of self control and attention skills in it’s E-Karate students.
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It made me, it gave me self control.” (E-Karate child 4)…”has it helped you pay
attention more?”(Researcher)…”Yes.  So I can keep my eyes looking at the
teacher.” (E-Karate child 4)…”How does it help you?”…paying attention more
and show respect.”(E-Karate child 4)

“It has helped him a lot controlling his habits of eating, habit of socializing with kids and

just being familiar with different types of kids.” (Parent 3)

Probably the biggest change that I have noticed is just in student’s ability to focus
and pay attention and listen to direction.  All the kids have grown in that.  Even
the ones who haven’t made as big a gain in that area its surprising how they have
learned to do the moves and the forms.   Even when they are apparently not
paying attention, once you can get them in the groove and run through and entire
form, even when they look like they aren’t paying attention.  There’s definitely
some, I don’t know if it’s subconscious, or kinesthetic memory or what, but
there’s even the one’s who aren’t making overt focus improvement you can see
that there is something going on under the surface.  They are learning, that’s kind
of neat to me.  (E-Karate Teacher 2)

Summary

The present findings from this exploratory mixed measure research indicate that

the E-Karate program does have a positive effect on children’s attention skills, social-

emotional and peer development, and motor development.  Both quantitative and

qualitative data collection results showed that the E-Karate program benefits young

children with or without special needs.  Data from the BASC-2 parent, child and teacher

rating skills were corroborated by the data collected from the three different focus groups.

The results indicate as well that the strategies used by the E-Karate program assist in

supporting children with and without special needs in their overall development.

Discussion

These results are promising a brighter more successful and adaptive future for

children with behavior problems, developmental delays and chronic conditions that
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impact their functioning.  One cannot be excessively sanguine because there is no causal

link that has been established only a limited number of students were tested.  Another

limitation included that other factors such as improved family functioning and maturation

could have had an effect on the developmental progress of the students tested.  It can be

concluded, however, that most of children tested did show improvement in their attention

and behavioral symptomotology.   The results suggested also that the students’ motor

functioning and ability to balance on one leg did improve.  The overall findings show

developmental progress for students with and without special needs.  The qualitative data

support these findings.

Sports have been shown to be supportive of children’s development, including

their emotional well being (Donaldson & Ronan, 2006).  Recreational sport programs for

children with special needs are present, but insufficient (Young, 2001).  Developmentally

inclusive sports programs in the community are even fewer (Wise, 2001). The E-Karate

program is unique in that it not only provides children with special needs opportunities to

learn karate; but it provides children with and without special needs the opportunities to

learn and socialize together in an inclusive recreational program.  The E-Karate teaching

style utilizes many of the Best Practice teaching styles for working in inclusive settings,

including cooperative learning, strategy instruction, explicit instruction, peer supports,

collaboration, and proactive behavior management (King-Sears, 1997). Future research

studies could explicitly examine the fundamental teaching techniques and strategies of

the E-Karate program.  Finally, the E-Karate program allows the IDEIA (2004) mandate

to go beyond the classroom and school setting.  It allows children of all abilities the
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opportunity to participate in an inclusive recreational program, where they can learn,

socialize and play together.
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Appendix

Parent’s Focus Questions

1. What behavioral changes have you observed in your child, since being in the E-

Karate program?

2. What changes have you noticed in your child’s ability to build relationships with

other children, since being in E-Karate?

3. What changes have you observed in your child’s motor development and abilities

to balance and not stumble?

4. How much help does your child require with balance while standing, walking, and

climbing up and down staircases and other motor skills since attending E-Karate?

5. What changes have you noticed in your child's attention skills since being in E-

Karate classes?

6. Did you notice these types of changes when your child was taking any other kinds

of classes?

Teacher’s Focus Questions

1. What behavioral changes have you observed in your students, since being in the

E-Karate program?

2. What changes have you noticed in your students’ ability to build relationships

with other children, since being in E-Karate?

3. What changes have you observed in your students’ motor development, including

maintaining balance and stumbling less during E-Karate?
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4. How much help do your students require with balance, walking, standing,

jumping, climbing up and down stairs, and other motor skills since attending E-

Karate?

5. Can you describe what skills students need when completing their Kata activities?

6. How has the quality of your students, with and without special needs, Kata skills

improved since attending E-Karate?

7. What changes have you noticed in your students attention skills since being in E-

Karate classes?

Children’s Focus Questions

1. What changes have you observed in your behavior, since being in the E-Karate

program?

2. What changes have you noticed in your friendships with other children, since

being in E-Karate?

3. What changes have you noticed in your ability to maintain balance while

standing, walking, running, walking up and down stairs, or climbing since

attending E-Karate?

4. How has the quality of your Kata skills improved since attending E-Karate?

5. What changes have you noticed in your ability to pay attention since being in E-

Karate classes?

6. How has E-Karate helped you pay attention when you are at school, home, or at

the park?
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ABSTRACT 
 

 Under the dominant power of capitalism, materialism and 
Westernization in Southeast Asia, young Thais are excessively influenced by global 
media entertainment and popular trends. Many are docile followers of MTV and 
Hollywood pop stars who dictate on how to look, the image to project to the world, 
and the kind of behavior and attitude that would be acceptable. In short, these Thai 
youngsters’ self value is pegged very much at how they look rather than how they are. 
Moreover, the Thai public education system is highly influenced by Western models, 
and the new generation of Thais emerging from the system is turning away further 
from their own roots. In their striving for acceptance, young Thais aim to be modern 
like their Western icons, and tend to appreciate less the virtue of many traditional 
values. 

 
In a little village of Hang Dong district in Chiang Mai, the northern Thai 

province where communal members are taught to play Sabadchai drum by Master 
Kham Kawai, a Thai national artist, a performing arts form and practice offer an 
interesting alternative in art education. Here, teenagers spend time playing the 
Sabadchai drums instead of wandering in shopping malls or patronizing bars. These 
northern youths take pride in learning and performing with this musical instrument. 
This paper is a study of how the learning process of playing the Sabadchai drum can 
help the development of Thai teenagers, and how as an art education, learners and 
practitioners can benefit from its unique characteristics. The research entailed 
examination of performing arts theories, teaching and learning processes, child 
psychology, and field trips, with the expected outcome of demonstrating how art 
education can be significant in producing responsible, well-rounded and mature 
individuals in the developing world. 
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Sabadchai Drum and the growing up process of Thai rural teenagers 

 
 
 As a developing country, Thailand has inevitably been subjected to 

tremendous Western influences both in terms of finance and ideology. Capitalism and 

materialism have become entrenched in the country with the help of the entertainment 

industry, such as Hollywood, MTV and fashion, resulting in a major problem of 

superficiality in the character of Thai youngsters. One might see education coming to 

the rescue but unfortunately, it is not the savior since most of the concepts of 

modernity in Thailand are imported from the West, including those in the education 

sphere. The Thai public educational system is based on Western modern knowledge, 

theories and innovations, and thus reinforces the superiority of the West. The new 

generation of Thai youths is losing touch with their own cultural roots and social 

values in the attempt to follow modern and fashionable Western icons. Bangkok 

youths, in particular, look to the West for role models while urban youngsters of other 

cities adulate Bangkok idols, and the rural young in turn emulate regional urban 

youths. 

 Nevertheless, the youngsters in Phae Khwang village of Hang Dong district in 

Chiang Mai, a northern Thai province, present a different picture and a unique 

situation: here, every communal member is able to play the Sabadchai drum. Master 

Kham Kawai, the local Thai National Artist, teaches the villagers to play the drum, 

and is involved in the Sabadchai drum troupe which has achieved a unique identity for 

the northern community. The age of the troupe members ranges from 7 to 70 years, 

and young members choose to practice drum-playing rather than roam about in the 

malls or play computer/internet games. In this village, every time the drum sounds, 

youngsters would dash to Master Kham’s house on bicycle with the hope of joining 

the rehearsals or improving their skills in playing the drum. These rural northern 

youths feel pride in playing the Sabadchai drum, and they are mature, well-rounded 

and comfortable being themselves. This research examines the contribution of this 

performing art form to the growing up process of Thai youths, with the aspiration of 

incorporating the practice as suitable art education for a country such as Thailand. 

 Historically, the Sabadchai drum originates in the context of war. The northern 

local lords used it throughout the period of warfare as a signal to advance the troops, 

or to attack opponents; as an alarm to threaten enemies or motivate/inspire soldiers; as 
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well as to celebrate triumph. After wartime, the drum was transferred to the temple, 

and it assumed a function in religious celebrations and entertainment/performances. 

Today, the Sabadchai drum performance can be found in the procession of all 

religious celebrations and cultural festivities, and tourist theatre restaurants in Chiang 

Mai. 

 The instruments in a basic Sabadchai ensemble are a drum, 2 pairs of cymbals, 

and a small and big gong. The size of the drum is 24 inches in diameter, 12 inches 

high and 1.5 inches thick. To appreciate the aesthetics of the Sabadchai drum 

performance, there are two principal tempos to study. One is a slow tempo in which 

the drummer must perform his graceful movements with controlled body posture and 

strength in drum-beating. The other is a fast tempo in which thrilling, exciting, daring 

movements, together with acrobatic skills and improvisation, are expected. The 

talented drummer must be able to control the tempo of the troupe in the period of 

transition from slow to fast tempo. To succeed at a professional level of Sabadchai 

drum performance, one must be capable of hitting the drum at the right timing, 

producing the rhythms smoothly and continuously during the transitions, and 

expressing a freedom of spirit to understand the nature of improvisation. 

 

 Master Kham Kawai or Pho Khru (father teacher), as he is called by the 

villagers, is 76 years old. His life has been one of performing, and teaching/training 

enthusiasts to play the Sabadchai drum, and despite having obtained only 4th grade 

primary education, he received royal recognition as a Thai National Performing Arts 

Artist in 1992. Master Kham is a consummate Sabadchai drum artist who possesses 

knowledge and skills in all the crafts related to the drum, such as the making, 

repairing, decorating, training and performing. He has taught village members to play 

the drum, and turned the agricultural village into one renowned for its identity, linked 

to the unique Sabadchai drum. There are a few schools of the Sabadchai drum 

performance, and Master Kham’s school is the outstanding one in terms of its new 

and more adventurous style which is called ‘Applied Sabadchai’ (Prayook). For the 

venerable maestro, the best way to sustain this local art is to make it fun, enjoyable, 

popular and appealing to everyone, especially those of the new generation. Thus, he 

omits several ritualistic elements in the drum performance, and he is a pioneer in 

teaching and attracting children and women in the practice and art of this instrument. 

2010 HICE Proceedings - Page 508



 With the popular and entertaining style, his Applied Sabadchai drum 

performance is well known and celebrated. There are a few unique characteristics in 

the Applied Sabadchai which contribute to its success. With the intention of inventing 

a new and adventurous Sabadchai to attract the young audience and followers, Master 

Kham choreographs stylized movements combined with acrobatic and martial arts 

skills to accompany the beating of the drum, involving various parts of the body, such 

as the head, elbows, knees and feet. His Sabadchai is a lively, vigorous, exciting, 

surprising, high-spirited and entertaining ‘live show’ drum-beating performance. 

Furthermore, with his innovative ideas, he designed a new drum-beating movement 

known as ‘crocodile’s tail striking’ (Jorakhae Fad Hang) which draws inspiration 

from Thai boxing. The drummer jumps, and turns his back to the drum, and hits it 

with the back of his feet in fast tempo at the same beat of the cymbal sound. 

 Another characteristic of his Applied Sabadchai drum playing approach is that 

it is not strict, based on confidence in the innovative skills of the new generation, 

which offers space for a creative performer to explore and experiment with 

improvisation. Master Kham is widely known not only as a professional drummer 

with a unique teaching style but also as a talented storyteller. With an understanding 

in child psychology, he always jokes with his students, and narrates to them comic 

stories, making his teaching full of fun, surprises and enjoyment. His principle in not 

teaching a student for more than two consecutive hours, and organizing his lessons in 

a flexible schedule helps to make the students eager to return for more practice as they 

feel that time passes too swiftly during lessons. 

 

Master Kham believes that the success of his teaching method is in making 

learning fun for the students so that they truly love, appreciate and understand art. It 

involves understanding child psychology, the Suzuki method of music education, and 

the performance theory of improvisation, etc. 

 First, the success in learning to play the Sabadchai drum lies in the combined 

factors of the psychology of the child (the age of youth members in the drum 

ensemble is between 7 and 13 years), and the influence of a ‘nurturing’ environment. 

According to Erikson, child creativity bursts forth during the age of 3-5 years old, 

when the child starts to make the initiative in trying to do things on their own, 

especially in a challenging environment. At the age of 6-12 years old, the child 

explores the environment, and seeks new experience. This is the period during which 
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youngsters develop dimensional thinking skills, including imagination, creativity, and 

artistic and musical ability. This is also the period when they want to be able to do 

whatever the adults could; when they learn from doing and become highly 

competitive with their own selves (Klein, 2002).  

The above theory is supported by the Suzuki method of music education, 

which is a well-known Japanese music educational philosophy that emphasizes 

playing music from a very young age in the belief that the younger a child hears fine 

music and learns to play it himself/herself, the better his/her development of 

discipline, stamina and sensitivity. Suzuki believes that a high level of musical 

achievement can be obtained if a child is taught properly during childhood. To 

encourage village youths to learn to play the Sabadchai drum at a very young age, 

therefore, is an approach in art education that is based on the natural law of 

developing creativity and artistic skills. 

When young members of the village troupe were asked about their interest in 

learning to play the Sabadchai drum, pride rather than fun and enjoyment surprisingly 

was the main reason. A significant factor contributing to the success of this childhood 

education, pride is a reward in this case. According to Tolman, there is no need to 

compel a child to learn as the learning process starts naturally and unconsciously 

when he/she is motivated. A child will be motivated only when he has purpose and 

expectation, in short a reward. Since human behavior is goal-oriented and people 

expect reward in a certain way, they follow the specific paths leading to the place 

(Klein, 2002). In other words, the success of the village children in learning to play 

the Sabadchai drum lies in the idea that behavior is motivated by the reward of feeling 

pride or the expectation of it. Since pride is a value more superior to fun, pleasure or 

enjoyment, it is not difficult to appreciate that they prefer practicing on the drum to 

playing computer games or engaging in less rewarding youth activities. 

With reference to the Suzuki method in which the philosophy is to create the 

right environment for people to learn, the environment is of great importance. A 

‘nurturing’ environment is a community that is filled with music and performing arts. 

The Suzuki’s right environment helps students to develop skilful ability in music, 

admirable character and noble intentions. Such an environment includes the 

community which urges its young members to attend concerts, listen to music at 

home, and begin playing music from a very young age. Emphasis is also placed on 

learning music by ear rather than reading musical notations, and memorizing the 
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repertoire. This approach allows a child to immerse in music playing and 

understanding through the cognitive process; and encourages a practitioner to engage 

in frequent public performances and regular group practice. Such a method diminishes 

the competitive attitude in children, and promotes collaboration and mutual 

understanding through which solidarity will enhance their playing of music as well as 

a sense of belonging in the community. 

In terms of art theory, the success in learning to play the Sabadchai drum 

requires a combination of the creative thinking process and improvisation. Creativity 

is a significant attribute in all performing arts performers. Divergent in form, it is 

produced when there is a stimulus, upon which people react differently and take 

various directions leading to challenging and new answers, ideas and products. 

Creative thinking is one of three factors that make up intelligence; it holds the key as 

it is what connects analytical and practical thinking – the other two factors – to form 

intelligence, and it is this creative thinking process that produces improvisation. 

In the anthropological perspective, improvisation is “an immediate reaction 

and accommodation with immediate circumstances. To be successful, this coping with 

the present presupposes a good talent for improvisation and results in the direct 

satisfaction of smartness and one-upmanship.” (Mulder, 1978) In the field of 

performing arts, improvisation is “the spontaneous invention of performance…”, and 

“performers improvise unique performance within set rules…”, as well as “to hold out 

the possibility of escaping learned taboos, achieving freedom of expression, 

producing unexpected outcomes and developing more democratic group practices.” 

(Allain and Harvie, 2006) In all Thai local performing arts, freedom of artistic 

expression is highly regarded. This is the reason why the rigid, ritualistic and strict 

rules of court performance are being challenged by the striving for improvisation. 

Wit, spontaneity and the performing skill are part of improvisation beneath which lies 

creative thinking. As Master Kham’s Sabadchai drum playing emphasizes the new, 

fresh, fun, attractive, vigorous and unexpected, the drummer must possess an adept 

ability in improvisation. In this case, since the village children are cultivated to 

improvise at a very young age, maturity, quick-witted intelligence, and readiness to 

encounter spontaneous circumstances in real life are achieved as a consequence. 

Ultimately, the success of this local art stems from the teacher, according to 

Wong (2001). The relationship between a teacher and a student in Thai traditional 

performing arts is in the form of father and son in which a teacher’s moral 
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responsibility is not only to transfer knowledge but also to help students grow up, and 

support them in all their various developments. In this context, Master Kham has been 

performing his role impeccably. He is a drum teacher, a traditional rural doctor, and a 

highly respected communal icon; to the villagers he is a father (and they call him 

that). For the village youngsters, he is King Naresuan, the great king of Thailand who 

regained the kingdom’s independence from Burma. He is whimsically also 

Doraemon, the popular Japanese cartoon, who is kind and generous to everyone. 

Master Kham appears to touch several aspects of the villagers’ lives such as events of 

sickness, quest for knowledge and the arts. His place and importance among the 

children, youths, adults and elders of the community is beyond reproach. 

 

In conclusion, the learning process involved in the Sabadchai drum playing 

presents a case for a sustainable childhood education in which the learning process 

starts at a very young age, rewarding the child with pride and self-confidence. The 

right ‘nurturing’ artistic environment instilled with an artistic atmosphere, e.g. in the 

schools, at home, theatre venues, etc. is a part of such a childhood education. 

Furthermore, creative thinking by improvising in the artistic crafts should be fostered, 

as this will not only let the young develop freedom of expression but also entice 

authentic and original ideas from them. 

There is a caveat though; the success that came with Master Kham’s teacher 

status and scope of influence in the agricultural and traditional Thai society cannot be 

replicated in other parts of the country where urbanity presents a vastly different 

setting. 

The primary task of a teacher is teaching and transferring knowledge and 

information. There is, however, an intense debate on the teacher’s role in a new and 

chaotic world, where one cannot merely survive on modern knowledge and specific 

intelligence. Consequently, it remains doubtful as to whether a well-rounded teacher 

such as Master Kham is an answer for the next generation, and this is an issue which 

needs to be dealt with in the search for a successful art education. 
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Abstract 
    The purpose of this research was to investigate the difference between genders of 
the mathematic problem solving confidence. 233 students from southern part of 
Taiwan participated in this study, including 173 male and 60 female. Participants are 
from 7th grade to 9th grade. 10 questions of the 7th grader’s mathematics were tested to 
the participants. Participants were requested to response the confidence scale followed 
by each mathematic question. The confidence scale was developed by the researchers; 
the Cronbach α value is .92.Participated students were inquired to finish the test in 30 
minutes. The data was applied to SPSS 10 for the one way ANOVA analysis. Results 
reveal the rate of the correctness did not have significant difference between genders 
(p = .126>.05). On the other hand, a significant difference between gender on the 
level of students’ confidence (p = .031<.05) was found in this study. Male’s average 
score of the confidence level was 4.6, female was 4.4. Male’s level of confidence is 
higher then female. The research results indicate that the male’s confidence level of 
the mathematics problem solving is higher then female and it gains significant 
difference. 
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Abstract 

 

 

The primary purpose of this study was to investigate whether adult immigrants’ language 

learning strategies have an impact on their learning of a second language. The participants in this 

study involved 85 immigrant women who come to Taiwan by way of marriage. A questionnaire 

consisting of 24 questions was developed specifically to gain some understanding of the adult 

immigrants’ general learning strategies, social/communicative learning strategies, and language-

specific learning strategies toward learning Chinese as a second language. A Chinese character 

recognition test and the Peabody Picture Vocabulary Test were administered and used as index 

of participants’ vocabulary knowledge.  The researchers collected all tests from each participant 

on a one-by-one base. The results of this study indicated that the immigrant learners’ vocabulary 

knowledge was significantly related to their general and language-specific learning strategies. 

Although the significant role of social/communicative learning strategies has been stressed in 

previous studies, the current study was not able to support this claim for the reason that most 

participants in this study generally have good social/communicative strategies toward learning 

Chinese as a second language. 
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Abstract 

The design of this action research project was to improve the success rate of adult education and 

literacy providers in adult education and training settings at adult and alternative education 

programs who have inefficient assessment and accountability data-collection methods and 

practices. Prior to implementing the solution strategy, adult education and literacy providers did 

not give an appraisal and pretest to all learners upon enrolling in a program, did not give post-

tests to all learners when enrolled in a program, and achieved minimal fiscal year outcomes. 

Providers with inefficient methods and practices received direct training related to improving 

assessment and accountability data-collection methods; training teachers on the components and 

the mandates of assessment and accountability; and conducting in-services on effective strategies 

for assisting providers with inefficient methods and practices. Analysis of data projections 

indicates that implementing a combination of strategies may contribute to an improved fiscal 

year success rate for adult education and literacy providers in adult education and training 

settings who previously had inefficient assessment and accountability data-collection methods 

and practices.  
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Chapter I: Introduction 

 

Problem Statement 

The problem is that many adult education and literacy providers in California are using 

paper-based tests (PBT), which do not allow efficient assessment and accountability data-

collection methods and practices for capturing learning gains to ensure funding. 

Purpose 

The purpose of this study was to determine if a specific solution strategy, or combination 

of strategies, improved the fiscal-year outcome of adult education and literacy providers in 

California when implementing a computer-based test (CBT) software application program.  

Adult education and literacy providers in California who receive federal funds from the 

―Workforce Investment Act‖ (WIA) enacted in August 7, 1998, must adhere to performance 

accountability system requirements and restrictions. The Act‘s ―Plain English‖ version states: 

The Workforce Investment Act of 1998 provides the framework for a unique national 

workforce preparation and employment system designed to meet both the needs of the 

nation‘s businesses and the needs of job seekers and those who want to further their 

careers (U.S. Department of Labor Employment & Training Administration [DOLETA], 

2007, ¶ 1). 

A local grant recipient is responsible for use of funds; therefore, state performance measures 

establish the expected levels of performance outcome per fiscal year. Adult education and 

literacy providers receiving these funds must in turn establish a local assessment policy for 

adhering to accountability guidelines and procedures to document outcomes that ensure funding 

(California Department of Education [CDE], 2008). 
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Description of the Community 

The community is in the southwestern United States. The percentage of adult learners in 

this particular community mirrors the national percentage of adult learners. The community 

experienced a transition from being a prosperous farming community to a close-knit suburban 

community that maintains a sense of history with its attractive historic buildings and variety of 

shops and boutiques, with many owned by locals (City of Redlands, 2008). The U.S. Census 

Bureau (2008) reported that the population increased 10.7% from 63,591 residents in April 2000 

to 70,382 residents in July 2006. The California Department of Finance estimated the population 

in 2008 was 71,807 (DOF, 2009). The community‘s commitment to education and high 

performing schools is strong and remains a contributing factor to the growth of this historic 

community. However, the working community has, and continues to have, a valid concern for 

educating adult learners with necessary skills for workforce readiness. 

The adult school in this community experienced an increase in the number of enrolled 

adult learners seeking to improve skills due to the economic crisis at the time. City leaders 

addressed the changing economy acknowledging ―unemployment figures rose to 6.7 percent, 

following months of large, widespread job losses‖ (City of Redlands, 2008, ¶ 1). At the time of 

this study, the adult school student population was approximately 5,500 adult learners and 

approximately 500 concurrently enrolled high school students. The certified staff included 

approximately 61 teachers and administrators. The adult school operates federal funded 

programs, including Adult Basic Education (ABE), Adult Secondary Education (ASE), English 

as a second Language (ESL), and Family Literacy focus areas. The adult learner population in 

these program and focus areas increased from approximately 2,525 adult learners (refer to 

Appendix A) in fiscal year 06-07 (Redlands Adult School [RAS], 2007) to 3,284 adult learners 
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(refer to Appendix B) in fiscal year 07-08 (RAS, 2008). The adult school‘s desire to improve 

adult learner literacy and employability skills due to the economic crisis was a contributing 

factor to the increased enrollment. 

The adult school‘s goals focus on assisting adult learners, who function at or below the 

high school level, to acquire the necessary literacy skills to function effectively in the family, in 

the community, and on the job. The adult school‘s mission states:  

Redlands Adult School is dedicated to improving the lives of individuals by providing 

challenging, lifelong learning opportunities to develop new skills. These skills, offered 

within a supportive environment, empower adult learners to interact successfully in a 

global society (RAS, 2003, ¶ 2). 

The adult school continues to emphasize lifelong learning skills and encourage workforce 

readiness through education and training. The adult school‘s belief is that ―all adult learners can 

become proficient in meeting their responsibilities; to obtain training and skills for employment; 

to become knowledgeable consumers, parents and citizens; and to become lifelong adult 

learners‖ (RAS, 2003, ¶ 1).  

Description of Work Setting 

The research project took place at the adult school located on the southwest border of this 

community. The student population in the adult school was approximately 6,000 adult learners. 

The cultural composition of the school (refer to Appendix B) was approximately 28% Anglo, 

43% Hispanic, 10% Asian, 8% African American, 2% Filipino, less than ½ % Pacific Islander, 

less than ½ % American Indian, and 8% not specified. Approximately 1½ % of the adult learners 

reported receiving state assistance through ―California Work Opportunities and Responsibility to 

Kids‖ (CalWORKs) (CDSS, 2007). Federal funded program and focus areas within this school 
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include 201 adult learners enrolled in ABE, 1,599 enrolled in ASE, or high school subjects, 

1,363 enrolled in ESL, and 121 enrolled in Family Literacy (RAS, 2008). 

The adult school has participated in assessment and accountability mandates for receiving 

federal funds through ―Workforce Investment Act, Title II, Section 231, English Literacy and 

Civics (EL Civics) and Family Literacy‖ (CASAS, 2008) grant for over 10 years. All adult 

learners enrolled in the ABE, ASE, ESL, and Family Literacy program and focus areas receive 

100% of their education in an adult education classroom setting. All teachers employed in the 

program and focus areas must participate in assessment and accountability mandates. Federal 

funded program and focus areas have strong administrative support at the local, regional, and 

state level (CDE, 2008). 

All adult learners and teachers involved in the ABE, ASE, ESL, and Family Literacy 

program and focus areas within this adult school participated in the research project. The number 

of participants was approximately 3,300. Adult learners enrolled in the program and focus areas 

included in the research project number was approximately 3,284. Additionally, this research 

project includes 16 adult education content area teachers. Four administrators, three classified 

employees and two instructional paraprofessionals were also invited to participate in this 

research project. 

Writer’s Role 

The writer holds Master of Arts in Education, Adult Education and Training 

(MAED/AET) and Bachelor of Science in Information Technology (BSIT) degrees. In addition, 

the writer completed core subject training in a Teaching English to Speakers of Other Languages 

(TESOL) certificate program. The MAED/AET degree gives the writer  
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―the skills to work with adult learners in areas such as corporate training, community 

college instruction, non-profit and community based organizations, human services 

agencies, or professional development. The program [encompassed] knowledge of 

andragogical theory, the needs of diverse learners, critical issues and trends in adult 

education and training, instructional design and strategies, the use of technologies, and 

assessment‖ (UOP, 2009, ¶ 2). 

The BSIT degree gives the writer ―the knowledge to successfully apply information technology 

theory and principles to address real world business opportunities and challenges‖ (UOP, 2009, ¶ 

3). The TESOL program training provided the writer ―with the major competencies and 

knowledge necessary to be [a specialist] in the ESL field‖ (UCR, 2009, ¶ 1).  

The writer has worked in adult education for over 15 years. Five of those years were 

spent as an ESL instructor for the international education program at a local university extension 

center. For the past 10 years, the writer has worked with assessment and accountability for 

federal funded adult education and literacy providers in California. For nine years, the writer 

worked at the adult school as the accountability technician and developed and implemented 

methods and practices for tracking programs and adult learners for local, state, and federal 

accountability. 

The writer worked with program administrators to review and verify accuracy and 

completeness of computer output data and reports, and recommended changes in report 

procedures and scheduling. The writer planned, organized, and created an assessment center 

equipped with 40 networked computer workstations for implementing CBT and conducting 

computerized intake, registration, orientation, and ongoing assessment of all adult learners in the 

various educational programs that the adult school offered. As the assessment and accountability 
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database specialist, the writer managed student record database systems and conducted 

orientation and in-service training to ensure that the data entry management and retrieval process 

was effectively and efficiently pursued. 

The writer assisted with retrieving data to link student assessment and other relevant files 

for analysis from appropriate systems and sources assuring local agency student database 

systems maintained all student assessment scores and pertinent program information. The writer 

collected and analyzed data relevant to local agency assessment and accountability issues 

required to meet California and federal WIA Title II mandates. The writer developed and 

implemented an agency-wide system for efficient, effective and economical delivery of data, 

data analysis, and data refinement to assist the local agency in data-driven decision-making to 

meet assessment, accountability, and evaluation requirements.  

The writer organized student databases in compliance with accountability guidelines to 

set performance outcome goals, report outcomes, and monitor local agency performance. The 

writer defined anticipated results to focus attention continually toward achieving results, 

regularly and objectively to measure performance, learn from the information, then adjust 

accordingly to improve the effectiveness and efficiency of programs. 

The writer coordinated with program instructors in retrieving all necessary data to 

support assessment and accountability issues through use of standardized assessments to collect 

and report student learning gains. The writer assisted program chairpersons in monitoring student 

progress to evaluate progress on a regular, systemic basis, and use data to make instructional 

programs and services more effective. 

The writer monitored student database coding for ―Tracking of Programs and Students‖ 

(TOPSpro®) database management system accuracy through accountability and provided 
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assistance to programs where necessary. The writer planned and conducted training for 

appropriate on- and off-site personnel on federal, state, and local accountability indicators. The 

writer provided data necessary for implementation of the Comprehensive Adult Student 

Assessment Systems (CASAS). The writer developed, implemented, and submitted annually a 

school-wide assessment policy for gathering and analyzing data and reporting information to 

ensure local agency compliance in meeting federal and state assessment, accountability, and 

evaluation requirements.  

The writer collected, reported, and maintained student demographic data on all adult 

learners upon entry and exit to instructional programs. The writer conducted regular on-going 

assessment of all WIA Title II learners and collected CalWORKs and Performance-Based 

Accountability (PBA) data according to California data-collection methods requirements. The 

writer conducted quarterly surveys of core performance measures to collect information on 

student goal attainment as mandated under WIA. The writer submitted quarterly local agency 

accountability data integrity reports and data submissions to CASAS. The writer maintained 

local agency inventory of all testing materials, including test booklets; answer sheets, test 

manuals, and related materials in secure storage. The writer assisted in the evaluation, selection, 

purchase and maintenance of software and hardware for maintaining the assessment center. 

The writer‘s current role is project coordinator for professional development at CASAS. 

The writer is responsible for coordinating assessment and accountability training for adult and 

alternative education and training programs. The writer consults with administrators, program 

coordinators, teachers and support staff experiencing problems in assessment and accountability 

settings. The writer is responsible for assisting with implementing CBT at adult and alternative 

education and training sites. In addition, the writer is responsible for developing distance training 
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courses to address accountability, assessment, curriculum, and instruction; and provide the 

training resources and expertise to assist adult and alternative education and training programs 

establish a system of data-collection methods; address performance indicators; integrate literacy 

and occupational skills instruction; and evaluate the effectiveness of instructional programs 

(CASAS, 2009).
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Chapter II: Study of the Problem 

Problem Description 

Many adult education and literacy providers in California continue to use a paper-based 

test (PBT) to assess its adult learners which do not allow efficient means for collecting data. 

Because of this, providers do not capture pre- and post-tests in a timely fashion for adult learners 

to demonstrate learning gains. The lack of efficient assessment and accountability data-collection 

methods minimize a provider‘s potential for capturing benchmarks tied to funding. California 

providers are held accountable for the federal funds they receive by pre- and post testing all adult 

learners enrolled in an ABE, ASE, or ESL program focus area. The intent of pre- and post-

testing each adult learner is to capture paired scores that result in a significant or two-level gain. 

When an adult learner demonstrates either a three- or five-point gain between pre- and post-test, 

a significant gain is realized. An adult learner‘s pre- and post-test gain determines a two-level 

gain. Refer to Table 1. 

Table 1. 

California Benchmark Levels for Basic Skills Learners (ABE) 

 
(CASAS, 2008, p. 99)
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The California Department of Education (CDE) strongly encourages adult and alternative 

education programs receiving federal funds to establish the practice of using appraisal tests when 

enrolling adult learners. CDE (2008) states: 

[Assessments] are used to ensure accuracy in adult learner placement (appraisal tests), to 

diagnose learner strengths and weaknesses, to inform instruction (pretests), to monitor 

progress (post-tests), and to certify learner mastery (certification tests). Standardized 

administration of tests and assessment results provide the basis for state and federal 

accountability reporting (p. 1). 

Not every adult learner upon enrolling in federal funded program and focus areas has an 

appraisal. The initial assessment instrument used in an assessment system should be an appraisal. 

The appraisal helps identify an adult learner‘s skill level to determine the appropriate 

instructional learning level for placement into a classroom within a program. The appraisal score 

also determines which pretest an adult learner should take. Appraisals report a standardized 

score; however, appraisals are not appropriate for either pre- or post-testing. CASAS states, 

―[the] appraisal provides information on the adult learner's ability to apply basic skills in a 

functional context‖ (2009, ¶ 3). Ideally, the appraisal is administered to an adult learner before 

enrolling into a program and before instruction begins. Many adult and alternative education 

programs have consistently omitted the use of appraisals in an attempt to streamline processes. 

This is often the case when minimal time and resources are available to go through the appraisal 

process to determine accurately an adult learner‘s instructional learning level. 

The following table reports ―Enrollment by Instructional Program for WIA Title II 

Learners over [a] Six-Year Period‖ in California from fiscal year beginning 2001 through fiscal 

year ending 2007. This table reflects the number of enrollees overall in each federal funded 
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program and focus area who should, by recommended best practices, have been administered an 

appraisal and pretest upon enrolling in any adult or alternative education program (Table 2). 

Table 2. 

Enrollment by Instructional Program for WIA Title II Learners over Six-Year Period 

 
(CASAS, 2008, p. 16) 

Not every adult learner upon enrolling in federal funded program and focus areas takes an 

appraisal and pretest. Adult education and literacy providers are advised to administer a pretest 

for all adult learners soon upon entry into a program and focus area. Ideally, the pretest should be 

taken during the initial intake following the appraisal; or shortly after placing a learner into a 

program. If an adult learner does not take a pretest during the intake process, then he or she 

should take a pretest soon after instruction begins and before a substantial amount of instruction 

occurs. Generally, adult learners take assessments within an area that is the focus of their 

instruction (CDE, 2008). 

Not every adult learner enrolled in federal funded program and focus areas takes a post-

test to demonstrate a significant or two-level gain. Adult education and literacy providers should 

administer a post-test to all adult learners enrolled in ABE, ASE, ESL, or Family Literacy 

program and focus areas after a given period when instruction concludes. In other words, post-

tests typically are administered after each scheduled block of instruction, such as the end of a 

quarter, term, or semester. The recommended amount of instructional hours to document 

learning gains is reportedly between 70-100 hours. Programs that offer classes with 15 or more 

scheduled hours of instruction each week are allowed to post-test at the end of a scheduled block 
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of instruction, even if instruction is more than 100 hours. Likewise, programs that offer classes 

with less than 70 scheduled hours are allowed to post-test at the end of the scheduled block of 

instruction. Additionally, programs should post-test an adult learner who indicates he or she is 

leaving a program to maximize collection of paired test data before the end of the instructional 

period (CDE, 2008).  

The following table reports the number of adult learners given both a pre- and post-test 

during the 2006-2007 fiscal year. These numbers represent the minimum number of benchmark 

outcomes possible in each federal funded program and focus area if every adult learner 

demonstrated at minimum, a significant gain. The reported number of adult learners across all 

federal funded program and focus areas eligible for benchmarks in the 2006-2007 fiscal year was 

586,632;  therefore, if each adult learner earned at least one benchmark, the 2006-2007 fiscal 

year outcome would have shown the same amount of benchmarks earned (Table 3). 

Table 3. 

Entry Instructional Level for WIA Title II Benchmark Eligible Learners 2006-07 

 
(CASAS, 2008, p. 16) 

 

When comparing the number of benchmark eligible learners across all federal funded 

program and focus areas in Table 3 (586.632) to the number of benchmarks reported in Table 4 

for the 2006-2007 fiscal year; reportedly, all federal funded adult education and literacy 

providers in the State of California only earned 287,167 benchmarks. The results reflect that 
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approximately less than half, or 48.95%, of all eligible adult learners enrolled in fiscal year 2006-

2007 demonstrated at minimum, a significant learning gain, or benchmark. 

Table 4. 

Benchmarks by Program Type for WIA Title II Funded Agencies over Six-Year Period 

 
(CASAS, 2008, p. 12) 

Adult education and literacy providers must realize the importance of pre- and post-

testing all eligible learners enrolled in a federal funded program and focus area for maximum 

fiscal year benchmark outcomes possible. The recommended practice is to use appraisal tests to 

place a learner appropriately, followed by a pretest, then post-test after a significant amount of 

instruction is received. The appraisal, as stated previously, is important to determine accurately 

an adult learner‘s instructional learning level and administer a pretest based on the appraisal 

outcome for establishing an accurate baseline to document learning gains. By design, pre- and 

post-tests specifically monitor a learner‘s progress within an instructional level. Comparing a 

learner‘s pretest with post-test scores measures learning. Pretests give valuable information about 

each adult learner and the entire class to help instructors plan lessons that target instruction. 

Equally valuable, post-tests provide necessary information about how adult learners progressed 

as a result of instruction. Some factors affecting learning gains might include the length or 

intensity of instruction, or competence of instruction; learner motivation, or the link between a 

learner‘s goals and instruction. 
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Problem Documentation 

Data collected from Redlands Adult School provided evidence of the problem. 

Documentation from a pilot program included three years of fiscal year outcome data for number 

of enrollees, number of enrollees with paired scores, number of enrollees who made a significant 

gain, and number of enrollees who completed two levels. The data reported constitutes a baseline 

for pre- and post-implementation measures state-wide. Tables along with narrative explanations 

present the findings.  

Referencing Tables 5 and 6 for the 2005-2006 fiscal year (refer to Appendix C): 586 

(Table 6) of the 1,730 (Table 5) adult learners enrolled in ABE, ASE, ESL, and Family Literacy 

program and focus areas completed a pre- and post-test using PBT.  

Table 5. 

Number of Enrollees 

Program and focus Area 

Pre-CBT 

implementation  

(i.e. PBT only) 

CBT 

implementation   

last 3 months 

Post-CBT 

implementation 

 FY 05-06 FY 06-07 FY 07-08 

ABE 60 131 162 

ASE 585 607 723 

ESL 920 1071 1128 

Family Literacy 165 127 140 

Total # of Enrollees Overall 1730 1936 2153 

(RAS, 2006-2008) 

Therefore, the 2005-2006 fiscal year reflects 33.87% of the number of qualified enrollees 

with paired scores. The number of qualified enrollees in fiscal year 2006-2007 with paired scores 

(refer to Appendix D) increased to 40.26% after implementing CBT in only the last three months 

of the fiscal year. The 2007-2008 fiscal year (refer to Appendix E) reported data from full 

implementation of CBT for the entire fiscal year, thereby increasing the number of qualified 

enrollees with paired scores to 47.75%. When comparing fiscal year 2005-2006 (refer to 
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Appendix C) using PBT to 2007-2008 (refer to Appendix E) using CBT, the number of enrollees 

with paired scores increased 13.88% (RAS, 2006-2008). Table 6 reports the number of enrollees 

with paired scores across the past three fiscal years. 

 Table 6. 

Number of Enrollees with Paired Scores 

Program and focus Area 

Pre-CBT 

implementation   

(i.e. PBT only) 

CBT 

implementation   

last 3 months 

Post-CBT 

implementation 

 FY 05-06 FY 06-07 FY 07-08 

ABE 34 80 84 

ASE 53 72 207 

ESL 436 557 658 

Family Literacy 63 52 79 

Total # of Enrollees Overall 586 761 1028 

(RAS, 2006-2008) 

Comparing Tables 6 and 7 for fiscal year 2005-2006: 76.45%, or 448 (Table 7) of the 586 

(Table 6) adult learners with paired scores in the ABE, ASE, ESL, and Family Literacy program 

and focus areas made a significant gain using PBT (refer to Appendix C) 

Table 7. 

Number of Enrollees who Made a Significant Gain 

Program and focus Area 

Pre-CBT 

implementation   

(i.e. PBT only) 

CBT 

implementation   

last 3 months 

Post-CBT 

implementation 

 FY 05-06 FY 06-07 FY 07-08 

ABE 28 54 65 

ESL 334 420 79 

Family Literacy 47 33 475 

ASE 39 50 54 

Total # of Enrollees Overall 448 557 673 

(RAS, 2006-2008) 

The 761 (Table 6) enrollees with paired scores in fiscal year 2006-2007 (refer to 

Appendix D) compared to the 557 (Table 7) adult learners who made a significant gain 
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decreased to 73.10% when implementing CBT in the last three months of the fiscal year. The 

2007-2008 fiscal year (refer to Appendix E) reported only 65.47%, or 673 (Table 7) of the 1,028 

(Table 6) adult learners with paired scores made a significant gain after implementing CBT for 

the entire fiscal year. The overall number of enrollees with paired scores who made a significant 

gain decreased 10.98% when comparing fiscal year 2005-2006 (refer to Appendix C) using PBT 

to fiscal year 2007-2008 (refer to Appendix E) using CBT (RAS, 2006-2008).  

When comparing the number of enrollees with paired scores reported in Table 6 to the 

number of enrollees who completed two levels as reported in Table 8 for the 2005-2006 fiscal 

year, data reveal that: 24.92%, or 149 (Table 8) of the 586 (Table 6) adult learners with paired 

scores in the ABE, ASE, ESL, and Family Literacy program and focus areas, completed two-

levels using PBT (refer to Appendix C). 

Table 8. 

Number of Enrollees who Completed Two Levels 

Program and focus Area 

Pre-CBT 

implementation   

(i.e. PBT only) 

CBT 

implementation   

last 3 months 

Post-CBT 

implementation 

 FY 05-06 FY 06-07 FY 07-08 

ABE 10 22 10 

ASE 18 11 4 

ESL 105 119 117 

Family Literacy 16 9 10 

Total # of Enrollees Overall 149 161 141 

(RAS, 2006-2008) 

The 762 (Table 6) enrollees with paired scores who completed two levels in fiscal year 

2006-2007 (refer to Appendix D) decreased to 21.13%, or 161 (Table 8) adult learners, with 

CBT implemented in the last three months of the fiscal year. The 2007-2008 fiscal year (refer to 

Appendix E) reported only 13.72%, or 141 (Table 8) of the 1,028 (Table 6) adult learners with 

paired scores completed two levels when implementing CBT for the entire fiscal year. When 
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comparing fiscal year 2005-2006 (refer to Appendix C) using PBT to fiscal year 2007-2008 

(refer to Appendix E) using CBT, the number of enrollees with paired scores who completed two 

levels decreased 11.20% (RAS, 2006-2008). 

The intent of this research is to show an increase in paired scores when CBT is 

implemented. The data reflects this expected increase. However, the data also reflects a 

decreased number of enrollees who made a significant gain and those who completed two levels. 

Although this is a disappointing documented fact, this does not affect improved data-collection 

methods efficiency for documented increases in the number of paired scores when using CBT. 

Learning gains tie inextricably with instructional methods and practices. Therefore, the decline in 

benchmarks does not solely reflect implementation of CBT at the adult school.  

Literature Review 

The practice of using CBT in federal funded adult and alternative education programs in 

California has had limited use to date, reports Farrell (personal communication, December 19, 

2008). CBT can be difficult to implement successfully. The difficulty may be attributed to school 

site administrator and program coordinator support, trained teachers and support staff, technical 

support, and sufficient facilities and resources to implement CBT. Federal funded adult 

education and literacy providers experience low fiscal year outcomes for a variety of reasons. 

Some of the reasons include inefficient assessment and accountability data-collection methods 

and practices, inadequate proctoring of assessments, lack of targeting competency skills, non-

relevant curriculum, and lack of training for classroom teachers (C. Farrell, personal 

communication, December 19, 2008).  

The literature review summarizes all important research relevant to the problem. Articles 

from professional publications cited here are within the last three to five years. In short, this 
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section offers a synthesis of the bibliographic research, which specifically relates to the problem 

in the setting. This section does not discuss solutions. Focus is on the problem and the purpose 

sections of the literature. 

Diagnosing student learning problems. Hwang, Tseng, and Hwang (2008) published 

research on ―Diagnosing Student Learning Problems Based on Historical Assessment Records.‖ 

The problem in this study stated that ―conventional testing systems simply [provided] students 

with a score, and did not offer sufficient information in order to improve their learning 

performance‖ (Hwang, Tseng, and Hwang, 2008, p. 77). The purpose of the study was to 

introduce a new approach to diagnose student learning problems by developing and 

implementing an intelligent computer system based on an algorithm to tutor, evaluate, and 

diagnose; and that objectively evaluated and personalized suggestions for each student (Hwang 

et al., 2008). 

The writer‘s hypothesis claimed that students benefited more if test results were critically 

analyzed, thus allowing personalized suggestions for learning regarding math and science 

courses. Furthermore, the hypothesis stated that by developing the new approach, the proposed 

conditional probability model reorganized the relationships among test items and subject 

concepts to construct the ―concept-effect relationships‖ so that diagnosing a student‘s learning 

problem is drawn from past and current test data (Hwang et al., 2008).  

This literature appears comprehensive. Review of the literature indicates that learning 

names, facts, or making associations is often prerequisite knowledge necessary for learning more 

complex, higher-level skills, especially with math, and science courses. Further review reveals 

that people usually required some basic conceptual knowledge before they could learn scientific 

concepts effectively. The research identified that current methods used for diagnosing student 
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learning presented a problem. The research also described how researchers proposed the 

―concept effect model‖ for representing the necessary connections among course concepts 

(Hwang et al., 2008). 

The literature discussed when an intelligent tutoring process is conducted, that evaluating 

student learning is through an examination to identify the student‘s learning status. The 

researchers showed that the quality of paper-based and computer-based exams is equivalent and 

encouraged more development of computerized testing systems and relevant techniques. The 

researchers provided a balanced picture of the research problem by describing conventional 

testing systems that were currently in use. They explained that students were assigned a score to 

represent their learning status in conventional testing systems. The researchers cautioned that 

providing students with only a score without offering further guidance did not help students 

improve their learning status. To address the problem, the researchers proposed the ―concept-

effect model.‖ The model provided a systematic procedure that guided teachers in semi-manually 

computing the status of learning by students for each concept. Using a computer-based approach, 

teachers could construct the ―concept-effect relationships‖ (Hwang et al., 2008). 

The methods section included an ―Assessment Record Accumulation Model‖ to describe 

what the researchers referred to as ―cross-unit concept-related failure ratios‖ from past student 

assessment records (refer to Figure 1). The model recorded past test data for all students then 

retrieved the data using a statistical module that found the necessary information to determine, 

what Hwang et al. referred to as, ―concept-effect relationships‖ by conditional probability. This 

included, as Hwang et al. states:  

[The] number of occurrences for each test item, the accumulated failure ratio for the test 

items that are related to each concept, and the accumulated ratio for the students who 
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failed to answer related test items who also failed to answer the test items related to 

another concept (2008, p. 80). 

 

Figure 1. ―Graphical Representation of the Assessment Record Accumulation Model‖ (Hwang et 

al., 2008, p. 80). 

 

This study presented a system that is web-based and used for diagnostic purposes and 

intelligence testing. The study closely resembles quantitative research in that the researchers 

inquired about an identified problem and tested, measured, and analyzed the problem using 

statistical techniques. The goal, or results from this study, held true the theory‘s presumed 

generalization that ―conventional testing systems simply [provided] students with a score, and 

did not offer sufficient information in order to improve their learning performance‖ (Hwang et 

al., 2008, p. 77). 

The experiment involved 76 students enrolled in junior high school mathematics courses 

and placed into two groups indiscriminately; either the control group, Group A, or the 

experimental group, Group B. The basic timeline for conducting the study occurred over the span 

of a school semester (Hwang et al., 2008).  
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A probability model based on condition was proposed for diagnosing learned math and 

science concepts, whether learned well, or partially learned; and suggestions for learning made 

accordingly. This study proposed to address the problems using an approach that constructed the 

relationship between concepts. Additionally, the researchers developed a system for tutoring, 

evaluating, and diagnosing a student‘s learning problems. The development of this system was to 

provide an objective evaluation for each student with personalized suggestions (Hwang et al., 

2008). 

The experiment involved 40 concepts; all previously unknown to the students. Before 

studying the math course, pretest results discovered two of the groups had basic knowledge 

similarities. Both groups of students received the same subject and test materials, equal amounts 

of homework, and the same teachers instructed both groups. The source of learning suggestions 

was the only difference among the two groups (Hwang et al., 2008).  

Learning suggestions and homework were assigned by the teacher for the control group 

after each test was given. Meanwhile, the teacher in the experimental group gave suggestions for 

learning and assigned homework by applying the recommended approach of using an ―Intelligent 

Tutoring, Evaluation and Diagnosis‖ (ITED II) system (refer to Figure 2). Post-test results 

revealed that students in Group B progressed remarkably over students in Group A. The 

researchers believed the reason for this significance was that the ITED II system provided more 

detailed and personalized suggestions rather than general suggestions made by a teacher (Hwang 

et al., 2008).  

See Figure 2, next page. 
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Figure 2. Structure of the ITED II (Hwang et al., 2008, p. 84). 

This research study used quantitative research methods for analyzing results. The pretest 

ensured that both groups had equivalent math basics required for learning. The post-test  

compared the two groups‘ learning achievements after studying the math course. Group A 

students received their homework and guidance directly from the teacher following each online 

test. Students in Group B received homework from the teacher, but their learning suggestions 

and guidance came directly from the ITED II system following the online tests. All students in 

each group took three self-assessments and a pre- and post-test within the semester (Hwang et 

al., 2008).  

The research conducted by Hwang et al. (2008) revealed a statistically significant finding 

after analyzing the group tests, determining associative degrees between concepts and test items, 

assigning values to student answers, analyzing the concepts of mathematics courses for junior 
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high-school, and the pre- and post-test results; and comparing this data between study groups. 

The ITED II system enhanced student learning performance. This research addressed the need to 

provide further guidance to learners after assessment to help them improve their learning status. 

The ITED II system approach demonstrated the feasibility of implementing this type of approach 

based on the experimental results from the math course (Hwang et al., 2008).  

Test mode familiarity and performance. Wallace and Clariana published research on 

―Test mode familiarity and performance – gender and race comparisons of test scores among 

computer-literate students in advanced information systems courses‖ (2005). The problem was 

not directly stated in this study. The writer indirectly identified a problem by stating: ―[since] 

many courses [were] in transition from traditional paper-based testing to computer-based testing, 

the importance of identifying and understanding how test-mode factors [impacted] performance, 

along with gender and race differences, [is] essential to curriculum design and instruction‖ 

(Wallace & Clariana, 2005, p. 177).  

The purpose of this study was to determine if gender or race, test-mode familiarity, 

computer-based or paper-based tests impacted the results of tests taken by students considered 

computer-literate. The writer did not state a hypothesis. However, the writer did state the 

following research questions: ―are computer-based multiple-choice tests comparable to their 

paper-based ‗relatives‘?; are computer-based tests ‗fair‘ for the increasingly diverse higher 

education student body?; [and] does test mode familiarity affect test performance?‖ (Wallace & 

Clariana, 2005, p. 177).  

The authors presented a well-balanced picture of the research problem with many 

examples in the background section that not only provided a literature overview, but also 

provided literature background on the importance into all to consider when choosing to use 
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computer-based over paper-based testing. Some of the examples insisted that if content and 

cognitive activities were the same, then both computer-based and paper-based tests should 

produce the same results; yet results demonstrated that students consistently performed better on 

paper than with the computer. In comparison, some of the studies showed scores on paper-based 

tests higher than scores on computer-based tests in math and English. Other studies reported no 

difference in test mode, whether computer- or paper-based (Wallace & Clariana, 2005).  

Examples in Wallace and Clariana‘s (2005) study reported that 70% of students, on 

average, were white males who needed to become computer literate. Some of the literature 

review pointed out that in any component of instruction, identifying and addressing the 

differences between gender, age, and race is crucial. Wallace and Clariana (2005) cited several 

studies. For example, one study reported making an association between gender, age, race, and 

test mode. Another study showed white males did better with tests delivered by computer 

whereas non-white males did best using paper-based tests; and no difference between computer- 

or paper-based tests for females is noted. Yet another study showed that gender and familiarity 

with the computer had no relation to any performance difference. Lastly, a study showed that in a 

computer-administered test group, females scored below males on their first test; however, 

females attained the highest scores of any group on the final exam; therefore, this study 

suggested that females became more savvy with the computer throughout a course (Wallace & 

Clariana, 2005).  

The methodology section in the Wallace and Clariana (2005) study included information 

about the participants, course content, testing software, and test procedure. The process of 

measurement used quantitative research design. This provided the fundamental connection of 
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experimental observation and mathematical expression of quantitative relationships between 

PBT and CBT among varying gender and race (Wallace & Clariana, 2005).  

This study involved a total sampling of 144 students taken from four sections of two 

upper-level courses—Information Systems and Information Resource Management courses. The 

sample consisted of 42 males and 30 females who participated in a PBT treatment; and 47 males 

and 25 females participated in the CBT treatment. The four sections involved morning-attending 

students who met one day a week for a combined classroom lecture and computer lab period. 

Additionally, the same professor used the same instructional delivery for each of the four 

sections in the same classroom and computer lab. This was done to insure that no differences 

existed in classroom facilities, the computer lab, class times, or the instructor; and to avoid any 

extenuating circumstances (Wallace & Clariana, 2005).  

Students considered computer literate and enrolled in upper-division courses were 

assigned at random to receive either a test on paper or on the computer. Both the PBT and CBT 

groups each had two sections, resulting in 72 students within each group. The specific population 

targeted gender and race, male and female, white and non-white. The basic timeline for the study 

occurred over the course of a semester with treatment results collected at two different times, one 

at mid-term and one to collect final examination data (Wallace & Clariana, 2005).  

This was an experimental study using PBT and CBT as the treatment to show cause and 

effect relationships among two or more variables. The research closely resembled a causal 

comparative or ex post facto study because of its examination on the effect of socioeconomic 

variables such as sex, race, and ethnicity on test-mode outcome. The authors cite the existence of 

these socioeconomic variables as the reason for the difference in achievement between both 

groups. The method of analysis was statistical techniques of variance and t-tests wherein a 
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significant difference in the means of test achievement compared gender and race among the two 

groups (Wallace & Clariana, 2005).  

Table 9 shows means and standard deviations using such variables as PBT versus CBT 

between non-white and white females and males. Figure 3 is a graph of examination means 

broken out by test mode. This figure illustrates PBT and CBT results among white and non-white 

males and females at the midterm and final (Wallace & Clariana, 2005).  

Table 9.  

 
 

(Key: computer – dashed; paper – solid), gender (male 
– M; female – F), and race (white – W; nonwhite – N) 

 

Means and Standard Deviations 

 

 

 

Figure 3. Graph of Examination Means – 

Broken Out by Test Mode  

(Wallace & Clariana, 2005, p. 179)  (Wallace & Clariana, 2005, p. 180). 

 

Major findings of the study revealed no remarkable effects for gender, although males 

had a slightly higher score on both tests than females. Interestingly, participants who received a  

PBT scored substantially higher than those who received a CBT; however, this difference only 

occurred at the mid-term. Strikingly enough, non-white females scored lower on the mid-term 

with the computer-based mode, but receive the highest scores on the final exam. Additionally, 

results reflected that familiarity with test mode affected non-white females most. The study 

concluded that familiarity with test mode had an impact on test performance. Therefore, the 

results suggested that even if a student were computer-literate and in advanced Information 
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Systems classes, that he or she would still benefit from taking practice exams on the computer 

before taking a high-stakes CBT (Wallace & Clariana, 2005).  

The research findings, even though only collected for one semester, seem to concur with 

other studies cited in the literature review that lasted for more than one semester. Therefore, any 

obvious limitations are not apparent after reviewing the author‘s conclusions. Research about 

this problem may benefit future studies if the impact of practice exams could mitigate such 

performance differences between males and females. This study leaves open investigation on 

how test-mode familiarity could benefit performance outcome. Additionally, this study brings to 

light the natural assumption that students enrolled in advanced information systems courses are 

highly computer literate and therefore, exposing them to such practice exams is needed. Future 

research may correct this misconception (Wallace & Clariana, 2005).  

This research also brought to light the need for exposing all students to computerized 

practice tests to insure familiarity with the software before taking tests that have a profound 

impact on performance outcomes. Thus, computer-literacy alone does not insure that students 

will perform well on computerized tests. Therefore, test mode familiarity enables all students, 

regardless of gender or race, to eliminate any test-mode obstacles (Wallace & Clariana, 2005).  

Taking the time to improve the validity of low-stakes tests. Wise, Bhola, and Yang 

published research on ―Taking the Time to Improve the Validity of Low-Stakes Tests: The 

Effort-Monitoring CBT‖ (2006). The problem stated: ―If the examinee does not try very hard, 

test performance is likely to suffer; resulting in a test score that underestimates the examinee‘s 

true level of proficiency‖ (Wise et al., 2006, p. 21).  

Wise et al. (2006) purposed in their study to investigate and experiment with the 

correlation between test performance and examinee effort when using an ―effort-monitoring 
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CBT.‖ Past research has focused on identifying examinee testing behavior after it has occurred. 

This study took a proactive approach with its ―effort-monitoring CBT‖ to curtail ―rapid-guessing 

behavior.‖ Wise et al. (2006) addressed three questions in this study: 

First, would an effort-monitoring CBT increase examinee test-taking effort relative to 

that from a conventional CBT? Second, would this innovative CBT increase examinee 

test performance? Finally, would scores from an effort-monitoring CBT exhibit higher 

validity than those from a conventional CBT? (p. 24).  

The basis of the study investigated if an ―effort-monitoring CBT‖ reduced any effort that 

related to the construct-irrelevant variance (CIV) resulting in scores that yielded higher validity. 

This research project proved quite comprehensive. The researchers went into extensive detail 

referencing literature that described low-stakes testing contexts and the effect of test scores and 

examinee motivation. Findings revealed when examinee effort was low, this affected test score 

accuracy; however, true proficiency seemed unrelated to examinee motivation. Additional 

findings showed how examinee motivation and effort changed during a testing session (Wise et 

al.., 2006).  

An application to reduce CIV when administering a CBT remains relatively unexplored 

therefore, conducting a study on CBT was attractive for many reasons, and due in large to the 

expanded capability in the way the tests are conducted. This study, therefore, introduced the 

―effort-monitoring CBT‖ in a low-stakes test for monitoring an examinee‘s efforts based on item 

response-times. If rapid-guessing behavior was detected, the examinee received a warning 

message (Wise et al., 2006).  

Several decisions made when researchers were developing the ―effort-monitoring CBT‖ 

include: ―First, ‗how many messages [would] there be? Second, what [were] the criteria for 
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displaying a particular message to an examinee? [and] Third, what [would] the messages say?‖ 

(Wise et al., 2006, p. 24). The researchers decided on displaying two warning messages when 

examinees exhibited consistent and multiple ―rapid-guessing behaviors.‖ For example, when 

examinees applied three rapid responses consecutively, he or she saw the first warning message 

displayed on the computer screen. If an examinee who previously received the first message 

continued with the same behavior, a second warning message displayed.  

The first message warning an examinee received stated that the collection of assessment 

data is important and that the responses made were not indicating any effort. By design, the first 

message persuades an examinee to put forth the effort expected for academic achievement. The 

second message, by contrast, used the examinee‘s name and warned that if a lack of effort 

continued, he or she would suffer consequences, such as attending a make-up session. The 

researchers pointed out that neither message is to indicate that the effort evaluation done by the 

computer is due to the item response-time of examinees (Wise et al., 2006).  

Development of testing software was to administer a test with either the warning message 

or without. The software in this study provided the basis of the two experimental conditions, 

warning and no-warning. The first experiment used the warning condition and displayed warning 

messages to examinees that deserved them. The second experiment using the no-warning 

condition did not display a warning message to examinees that deserved them. The testing 

software recorded examinee item responses and amount of time associated with each response. 

Response-times measured seconds elapsing between the item displayed and the examinee‘s 

response. Examinees in both experiments had to answer a test item before advancing to the next 

item. The research in this study focused on controlling a small number of variables to determine 

cause-effect relationships and the strength of those relationships using a quantitative research 
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design. This particular research used time and numbers to quantify the cause-effect relationship 

(Wise et al., 2006).  

The examinees consisted of 435 mid-year sophomore students attending one of six make-

up sessions after missing a mandatory university assessment session. Cancelling classes for 

sophomore students on the day of the scheduled assessment session allowed sophomore students 

to attend the university‘s general education program‘s mandatory two and a half-hour testing 

session. A student missing the assessment session had to attend a make-up session; otherwise, he 

or she could not register for fall classes. Therefore, the experiment consisted of these make-up 

students. Researchers used student identification numbers to place students into a testing group 

by randomly selecting 225 students for a group that did not receive warnings and a condition 

group of 210 that received warnings (Wise et al., 2006).                                                Figure 4. 

This experimental Response- 

research used a no-warning Time  

and warning condition CBT Effort 

program as the treatment.     After     

The experimental condition Warning 

revealed in Figure 4 reports        (Wise et, al., 

response-time effort (RTE) 2006 p. 26).                 

scores increased significantly for examinees who took the ―effort-monitoring CBT‖ with 

warning conditions when compared to examinees taking the no warning ―effort-monitoring 

CBT.‖ 

The intent of the study was for the computer to play more of an active role in the test-

taking process. To accomplish this, Wise et al. (2006) developed the ―effort-monitoring CBT‖ 
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that classified responses using response-times to items as either a solution behavior or a rapid-

guessing behavior; and to take appropriate action in an effort to enhance an examinee‘s efforts 

during test administration. This warning message was to thwart rapid-guessing. Wise et al. 

(2006) expanded on research previously reported on ―rapid-guessing behavior by designing a 

warning message that displayed when an examinee exhibited this behavior during a testing 

session. 

Figures 5 and 6 are scatter-grams that plot the ―time-accuracy history‖ for examinees 

who received either one or both warning messages. Both graphs depict response-time, response 

accuracy, and item time threshold for each test item, and the point(s) in the test when a warning 

occurred.  

 

 

 

 

Figure 5. ―Time-Accuracy History for 

Examinees Receiving a First Warning 

Message‖ (Wise et al., 2006, p. 27). 

 Figure 6. ―Time-Accuracy History for 

Examinees Receiving Both Warning 

Messages‖ (Wise et al., 2006, p. 28). 

 

 

The major findings revealed from this experiment were that an examinee‘s efforts 

improved in the test-taking process when using an ―effort-monitoring CBT,‖ and in turn 

improved the validity of test scores. With the computer acting as an active participant in the test-

taking and measurement process, the benefit lies with increased test efficiency and enhanced 

validity by suppressing CIVs (Wise et al., 2006).  

2010 HICE Proceedings - Page 551



Improving the Assessment     36 

Effort-monitoring tests have two limiting factors according to this study. The first 

limiting factor is that to perform the necessary monitoring for displaying messages requires CBT. 

This same scenario is virtually impossible to conduct in a PBT format. Therefore, the ―effort-

monitoring CBT‖ application is limited to a CBT format. The second factor limiting the 

application‘s use is that it requires researchers to understand the dynamics of test-taking 

motivation. Even though extensive research exists on what motivates a person to learn, what 

remains uncertain is to what extent research informs the process of testing. Therefore, in an 

effort to understand better the dynamics involved with motivation, using the ―effort-monitoring 

CBT‖ improves effectiveness during test-taking (Wise et al., 2006).  

To understand fully when needing an ―effort-monitoring CBT‖ and if subgroups of 

examinees, such as those having to make-up a test, would particularly benefit by this type of 

test;  more research is necessary. Additionally, future research about this problem may determine 

if the warning or no-warning conditions hinder some subgroups. For example, if an examinee is 

already susceptible to test anxiety, he or she might be adversely affected if presented with a 

warning message. Message content and criteria for a message to display may be further 

researched. Other directions for future research exist for K-12 settings, the ―National Assessment 

of Educational Progress (NAEP)‖ (IES,  n.d.); or if the approach toward effort-monitoring may 

expand to include item formats other than multiple-choice (Wise et al., 2006). The results of this 

experimental study showed that CBT is a viable tool for capturing valid test scores when effort-

monitoring is in place. 

Comparison of student performance. Anakwe (2008) published a study on the 

―Comparison of Student Performance in Paper-Based Versus Computer-Based Testing.‖ Her 

research involved investigating how assessment delivery impacted a student‘s performance on an 
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accounting test. Anakwe (2008) analyzed if the use of CBT for assessment instead of the 

traditional PBT assessment method had an affect on student scores. Covariates used in the study 

as variables include gender and student class. Mainly sophomore and junior students enrolled in 

three designated undergraduate accounting courses participated in the study for a total of 75 

participants (Anakwe (2008). 

Each of the three groups of participants had four tests, two CBT, and two PBT. All four 

tests were multiple-choice and all participants received the same test questions. The first and 

third tests were administered using CBT and the second and fourth tests were administered using 

PBT. Final analysis revealed that no remarkable difference in student performance existed 

between either modes of assessment delivery and that neither gender nor class, whether using 

CBT or PBT, had any correlation in test scores. The results revealed use of CBT did not attribute 

to an increase in the value of a student‘s test performance, nor did use of CBT decrease the value 

of a student‘s test performance (Anakwe (2008). 

Effects of screen size, screen resolution, and display rate.  A research study published by 

Bridgeman, Lennon, and Jackenthal (2003) investigated the ―Effects of Screen Size, Screen 

Resolution, and Display Rate on Computer-Based Test Performance.‖ A particular problem is 

not directly stated in this research study, however, concerned researchers believed that students 

taking CBTs should have the assurance that no one is at a disadvantage by any particular 

computer configuration in a testing center. Therefore, the intent of the study, Bridgeman et al. 

explain, ―is to begin exploring the effect that presentation variations might have on test 

performance‖ (2003, p. 192). The concern was that a number of configuration variations could 

conceivably impact test scores. So for the purpose of this study, Bridgeman et al. (2003) targeted 
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variations in screen size and screen resolution for their research because these variables are 

known to impact how fast a student reads from a computer screen. 

The study focuses on college bound high school juniors who might be prone to 

configuration variations affecting what text they saw on the computer screen. The authors 

believed this population group had traditionally weak reading skills. The sample consisted of 175 

male and 182 female participants recruited through the mail. The computer lab was set-up with 

eight desktop computers separated by partitions. The study called for three computer monitor 

display conditions that used 17-inch monitors with either 1024 × 768 or 640 × 480 resolution 

settings, and 15-inch monitors with a 640 × 480 resolution setting. Proctors followed checklists 

during each testing session to ensure all participants received the same test conditions. Almost all 

357 student participants indicated using a computer either daily or weekly, and regularly use the 

Internet and e-mail (Bridgeman et al., 2003). 

The reason that screen size was an important variation to explore is that screen size is 

unknown to have an impact on reading. Researchers tested screen resolution as a variation 

because of how the size and amount of text on the screen could make an impact. The unknown 

was whether an examinee is at a disadvantage or not when using a low-resolution screen and 

arriving at answers by scrolling through text compared to examinees not needing to scroll using 

high-resolution screens (Bridgeman et al., 2003). 

After each test section concluded, participants completed a questionnaire asking about 

their testing experience and their reaction between taking a CBT versus a PBT. Results from the 

Bridgeman et al. (2003) study reflected almost a 50/50 split between those preferring CBT and 

PBT. Most participants believed that they would have performed the same using either CBT or 

PBT. Although, 59% believed taking a CBT was not as tiring than if taking the same test using 
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PBT; 30% believed the experience was the same, and 11% believed taking a CBT was tiring. 

Participants also evaluated whether using the mouse, the size of font, clarity of the screen or 

screen size and scrolling had any interference with taking the CBT. Table 10 reports results of 

the follow-up questionnaire used in the Bridgeman et al. (2003) study.  

Table 10. 

Ratings of Extent to Which Each Feature Interfered With Taking Test 

 
(Bridgeman et al., 2003, p. 200) 

Participants in the study welcomed CBT and not having to bubble answers on an answer 

sheet and worry about erasing completely to change a response. The differences noted between 

screen resolution settings was having to scroll while reading a passage in a low-resolution 

setting, enough so that a majority of participants identified scrolling as interfering with test-

taking. The important fact gleaned from the Bridgeman et al. (2003) study is to give 

consideration toward standardizing computer configurations in a testing center so that every 

participant has the same advantage for achieving the best outcome possible, whether taking a 

high- or low-stakes test. 

Causative Analysis 

The final section of this chapter analyzed the documentation collected from the setting, as 

well and evidence gleaned from the literature, and presents possible causes of the problem. A 

complete description, including details specifically pinpointing the cause(s), is discussed. 
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Consideration for possible causes and solution strategies that address one or two of the causes 

are proposed.  

A number of causes may lead to the problem of adult education and literacy providers‘ 

continued use of PBT and not showing year-to-year progress. Among those causes is that 

providers do not always efficiently implement assessment and accountability data-collection 

methods and practices. From its inception, California adult education and literacy providers 

receiving federal WIA funds to operate their programs are allowed to order all testing materials 

at no cost (CDE, 2008). For several years, the mandated assessments have only been available in 

paper-based format. Many California providers continue to use PBT because this is the mode of 

assessment they are accustomed to using. Using test booklets and Scantron answer sheets are 

labor intensive to maintain inventory, disseminate, collect, and process. Most often, lack of time 

and available personnel prohibit efficient assessment and accountability data-collection methods 

and practices. 

The CDE, AEO made several recommendations in their report to the legislature prepared 

by CASAS (2008) for California adult education and literacy providers to improve their current 

practices to achieve more efficient data-collection methods and data analysis. To do this, local 

agencies would benefit from streamlining their assessment processes. One way to accomplish 

this is to implement CBT. With CBT, local agencies would eliminate the need to inventory test 

booklets, determine the appropriate test, or scan answer sheets to process the data before 

generating reports to students and teachers.  

Adult education and literacy providers appear to lack assessment and accountability data-

collection methods and practices necessary for fiscal year success. CASAS (2008) reported the 

following reasons suspected for why California adult education and literacy providers still faced 
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barriers that inhibit efficient collection of complete and accurate data for all learners in the 

progress report they prepared for the CDE, AEO to submit to the CA legislature at the end of the 

2006-2007 fiscal year: ―These barriers include technology and infrastructure challenges, 

difficulty in providing necessary professional development to staff and administration, reported 

student reluctance to disclose demographic information, and institutional fear of unfavorable 

comparison to peers‖ (p. 18).  

One of the recommendations made by CDE to the CA legislature to help California adult 

education and literacy providers improve their data-collection methods systems, testing 

processes and procedures, and provide more timely feedback to instructors to inform instruction 

that meets learner needs is to support the expansion of technology, both at the classroom and 

program levels (CASAS, 2008). Based on data collected from RAS over a three period 

comparing the reported number of paired scores using CBT versus PBT; federal funded 

programs implementing CBT and testing centers would increase their chances just the same for 

capturing an increased amount of paired scores that report out learning gains to ensure funding.   

Another reason CA providers fall short of fiscal year potential is that many do not adhere 

to standardized assessment practices. CDE (2008) identified key policies for assessment that 

must:  

Support selection and use of appropriate assessment instruments; appropriate test 

administration, scoring, and reporting of test scores; appropriate use of test results to 

inform instruction and improve programs; [and] reporting valid and reliable assessment 

results and related information for accountability to local, state, and federal funding 

sources and policymakers (p. 2).   
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If CA providers establish standardized assessment practices in their federal funded 

program and focus areas based on these key assessment policies; they would increase the 

opportunity for fiscal year success. By using CBT, providers could devote more time to helping 

students achieve their educational goals. Part of standardization could not only be the 

implementation of CBT, but also with an ―effort-monitoring CBT‖ (as reported in the Wise et al. 

[2006] study) to increase the effort put forth by examinees to yield more valid results than with 

the conventional CBT. CBT provides test on demand, immediate results, accurate scores, and 

improved test security. CBT places students into programs with the highest precision and the 

least amount of time. Reports given to teachers and students immediately allow teachers to 

develop lesson plans based on assessment results.   

Adult education and literacy providers have appeared to lack assessment and 

accountability data-collection methods and practices necessary to capture learning gains for 

ensuring funding. If providers adhered to the assessment policy guidelines set forth by CDE 

(2008), they might increase their potential for capturing learning gains. For example, if CA adult 

education and literacy providers administered an appraisal and pretest to all new enrollees before 

entering any one of the federal funded program and focus areas; the chances for capturing paired 

scores at the time of post-testing increases significantly.  

CDE, AEO emphasized the importance of establishing a policy on assessment to include 

selecting and using ―appropriate learner assessment and procedures for [accurate] learner 

placement into appropriate program and instructional level; [diagnostic] information to inform 

instruction; [pretesting] and post-testing to monitor progress toward goals; [and certification] of 

level and program completion‖ (CDE, 2008, p. 2).   
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Assessment and accountability data-collection methods and practices of adult education 

and literacy providers have been inefficient. CDE (2008) required CA adult education and 

literacy providers to use the data-collection methods and reporting software program, Tracking 

of Programs and Students (TOPSpro®), developed specifically to report learning gains by 

functioning level for state and federal accountability. CASAS, under contract with CDE to 

provide the standardized assessment instruments and software to collect and report data, also 

developed the computerized testing program, CASAS eTests®. RAS used this software program 

to contribute to the 13.88% increase in paired scores when compared to the number of paired 

scores using PBT. Implementation of CASAS eTests® improved the efficiency in mandated 

assessment and accountability data-collection methods and practices at the adult school with 

streamlined assessment practices and documented learner progress in a timelier manner. 

Adult education and literacy providers have not always achieved maximum fiscal year 

outcome potential. Among the reasons is that classroom teachers did not modify curriculum and 

teaching methods to meet the individual competency needs of adult learners enrolled in the ABE, 

ASE, ESL, and Family Literacy program and focus areas. The ―California Adult Literacy 

Professional Development Project‖ (CALPRO) under contract with the CDE, AEO, has been 

responsible for providing quality professional development workshops to adult education and 

literacy providers throughout California. CALPRO (2007) published a summary of participant 

suggestions from ―The California Adult Education Learner Persistence Project‖ on their Website 

that addressed these reasons and suggests: 

Teachers can (a) provide opportunities for students to monitor their own progress by 

charting their performance on spelling tests; (b) Provide students with their test scores 

and with strategies to improve performance on future tests; (c) Promote and model  
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student self-monitoring for academic progress; (d) Hold weekly exams (and provide 

certificates of accomplishment); (e) Hold mid-term evaluations (p. 41). 

Classroom teachers do not have the information necessary to make curricular 

modifications. Research done by Hwang et al. (2008) addressed the importance for diagnosing 

student learning based on assessment outcomes to help students improve learning performance 

along with recognizing the need for a computerized system that provided more than just a 

student‘s test scores. The ITED II system developed by Hwang et al. (2008) provided these 

needed detailed and personalized suggestions. Rather than teachers providing general 

suggestions to students to improve their learning, Hwang et al. (2008) proved through their 

research analysis that when giving teachers the necessary guidance to helping learners after 

assessment, learners improved their learning status. 

Classroom teachers do not want to participate in CBT assessment practices. Research by 

Wallace and Clariana (2008) on test mode familiarity and performance could also apply to 

classroom teachers as well. Not only do students need some familiarity with the computer prior 

to taking a CBT, but teachers also needed to become familiarized with CBT. Just as students may 

exhibit anxiety when taking a CBT, teachers also could develop anxiety when administering a 

CBT. The reason for this is that many classroom teachers lack the necessary technical skills and 

test administration training necessary to administer CBT. Therefore, taking the time to improve 

the technology skills of teachers would help to promote the expansion and use of technology in 

the classroom and with using CBT. Providing the necessary technical training and techniques for 

using CBT and administering appraisals, pre- and post-tests to adult learners will improve 

existing assessment methods and practices necessary to capture learning gains for ensuring 

funding.  
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Chapter III: Outcomes and Analysis 

Goals 

The goal of this study is for adult education and literacy providers to switch to CBT to 

improve assessment and accountability data-collection methods and practices for capturing 

learning gains to ensure funding. This section reflects the overall purpose of the study and 

describes what the situation would look like after a successful intervention plan is implemented. 

Chapter IV discusses solutions. 

Expectations 

Authors Corley and Tibbets (2007) emphasized, ―If [administrators] are to lead a 

continuous improvement process resulting in learner learning gains, they must understand 

curriculum, instruction, and assessment‖ (as cited in CALPRO, 2007, p. 7). The expectations of 

quality leaders are to share responsibility and authority; establish a supportive culture for 

academic achievement; and implement measures to use learner performance indicators for 

continuous improvement. Effective leaders must use data to inform decisions for several reasons, 

including placing the learner and learning at the center of all decisions as a priority.  

Educational leaders must strive to understand the vital importance of ensuring clean, 

accurate, and efficient data-collection methods, not only for accountability reporting purposes, 

but also to gain confidence in what the data reflect. Leaders must ensure that the programs they 

offer collect and use data efficiently and effectively from various sources to measure 

performance continually, for which the primary source is on-going assessment. Leaders in 

education must use several types of strategies to analyze the data and share indicators of learning 

with teachers, including results from test scores, to focus attention in areas of most need. 
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Effective leaders plan for program improvement by using data as a tool to identify any barriers 

that may hinder success (CALPRO, 2007). 

Expected Outcomes  

Several specific outcomes may be achieved by adult education and literacy providers 

involved in CBT assessment practices. This section presents specific outcomes of changes 

expected at the end of the implementation phase. Objectives stated are in observable, measurable 

terms (refer to the Planning Matrix in Appendix F). The outcomes relate specifically to 

documentation that reveals the problem exists in the setting. The outcomes expected come 

naturally out of the goals stated. This list presents each expected outcome. 

1. First expected outcome. The expected increase in number of enrollees with paired 

scores in ABE, ASE, ESL, and Family Literacy is at least 10% in each program and 

focus area over the prior fiscal year. Therefore, the expected outcome overall is that at 

least 58% of adult learners enrolled in ABE, ASE, ESL, and Family Literacy program 

and focus areas for the 2008-2009 fiscal year are pre- and post-tested using CBT for 

data-collection methods. 

2. Second expected outcome. The expected increase in number of enrollees who made a 

significant gain in ABE, ASE, ESL, and Family Literacy is at least 10% in each 

program and focus area over the prior fiscal year. Therefore, the expected overall 

outcome is that at least 76% of adult learners enrolled in ABE, ASE, ESL, and Family 

Literacy program and focus areas for the 2008-2009 fiscal year and who pre- and 

post-tested, will make a significant gain captured with CBT data-collection methods. 

3. Third expected outcome. The expected increase in number of enrollees who complete 

two levels in ABE, ASE, ESL, and Family Literacy is at least 10% in each program 
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and focus area over the prior fiscal year. Therefore, the expected outcome is that at 

least 24% of adult learners enrolled in ABE, ASE, ESL, and Family Literacy program 

and focus areas for the 2008-2009 fiscal year and who pre- and post-test, will 

complete two levels captured with CBT data-collection methods. 

Measurement of Outcomes 

This section provides a description of the measurement tool(s) used for each expected 

outcome. The primary instrument used to measure all expected outcomes as the data-collection 

method is the CBT program, CASAS eTests®. The secondary instrument used to analyze data 

collected for each expected outcome is TOPSpro®. The third instrument used as a measurement 

tool is a ―Cumulative Competency Performance by Class‖ report generated for each class 

operating in the ABE, ASE, ESL, and Family Literacy program and focus areas following each 

progress testing session. The last instrument used as a measurement tool is a learner survey. 

Copies of the ―Cumulative Competency Performance by Class‖ and learner survey is Appendix 

G and Appendix J respectively. 

1. Measurement of first outcome. The expected number of adult learners who complete pre- 

and post-tests in the 2008-2009 fiscal year is 1,249 out of 2,153 enrolled; that is the same 

number of adult learners enrolled in ABE, ASE, ESL, and Family Literacy program and 

focus areas for the 2007-2008 fiscal year. To measure this outcome, create an export file 

to transfer CBT data from CASAS eTests® for the 2008-2009 fiscal year to TOPSpro®. 

After importing CASAS eTests® data to TOPSpro®, generate a ―Payment Points 

Summary by Program‖ report for Learner Records Dated between the 2008-2009 fiscal 

year. This report will reveal the number of enrollees overall in each of the program and 
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focus areas along with the number of expected enrollees with paired scores, or who 

complete a pre- and post-test.  

2. Measurement of second outcome. The expected number of adult learners who made a 

significant gain in the 2008-2009 fiscal year is 949 of the anticipated 1,249 adult learners 

who completed pre- and post-tests. To measure this outcome, create an export file to 

transfer CBT data from CASAS eTests® for the 2008-2009 fiscal year to TOPSpro®. 

After importing CASAS eTests® data to TOPSpro®, generate a ―Payment Points 

Summary by Program‖ report for Learner Records Dated between the 2008-2009 fiscal 

year. This report will reveal the number of enrollees in each of the program and focus 

areas expected to make a significant gain. 

3. Measurement of third outcome. The expected number of adult learners who completed 

two levels in the 2008-2009 fiscal year is 300 of the 1,249 adult learners who complete 

pre- and post-tests. To measure this outcome, create an export file to transfer CBT data 

from CASAS eTests® for the 2008-2009 fiscal year to TOPSpro®. After importing 

CASAS eTests® data to TOPSpro®, generate a ―Payment Points Summary by Program‖ 

report for Learner Records Dated between the 2008-2009 fiscal year. This report will 

reveal the number of enrollees in each of the program and focus areas expected to 

complete two levels. 

Analysis of Results 

This section computes the percentage of adult learners completing pre- and post tests 

using CBT for data-collection methods and displays data (both number and percentage) in charts 

for paired, significant gain, and two-level movement. The charts display visually the comparison 

of data using CASAS eTests® and pre-implementation data prior to implementing solution 
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strategies for each of these three outcomes. The plan for analyzing results to compare pre- and 

post-implementation data includes descriptive and inferential statistics, with tables, and charts to 

present the findings. An analysis for each of the outcomes is included. For example, use CASAS 

eTests® to collect data. Import data to TOPSpro® to classify, summarize, and present the data 

using descriptive statistics. Use inferential statistics to draw a conclusion. Figures 7 and 8 present 

results over the past three fiscal years for Redlands Adult School following analysis. Results 

from this action research project for the 2008-2009 use the same type of analysis to present fiscal 

year outcome. 

 

Figure 7. This 

chart reflects 

percent of growth 

rate for 

performance 

indicators over the 

past three fiscal 

years at Redlands 

Adult School.  

 

The data in Figure 7 graphically depicts a gradual increase from pre-implementation of 

CBT in fiscal year 2005-2006 to post-implementation of CBT in the 2007-2008 fiscal year for 

paired scores, or number of adult learners who completed a pre- and post-test. Data reflecting an 

increase in paired scores is indicative of improved data-collection methods; however, the decline 

in learning gains is not. Figure 7 reveals the continued decrease in learning gains remains, 

although efficiency in data-collection methods improve after CBT is implemented, as revealed 

with the increase in paired scores. 

The data in Figure 8 reveals that pre- and post-implementation of CBT over the past three 

fiscal years at Redlands Adult School does not change the declining trend in significant- and 
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two-level gain outcomes. The overall percentage of learning gains for enrollees with paired 

scores historically reveal the achievement of a significant gain, however, sharp declines continue 

to exist across all past three fiscal years regardless if CBT were implemented.  

Figure 8. This 

chart reflects the 

outcomes over 

the past three 

fiscal years by 

performance 

indicator at 

Redlands Adult 

School. 

 

 

Calculating the rate of change (ROC) is a useful indicator to look at how much a 

particular area is growing or declining. For example, the ROC indicates the percent change when 

comparing the growth or decline of enrollees over the past three fiscal years. Calculating the 

ROC uses the following formula: Percent change = (value at end of period – value at beginning 

of period) / value at beginning of period * 100; or (Vpre -Vpast) / Vpast * 100 = ROC. In this 

formula, Vpre represents present or future value and Vpast represents past or present value 

(McDaniel, 1999-2008). For example:  RAS had enrollees of 1,730 in FY 05-06 and enrollees of 

2,153 in FY 07-08 (Figure 9). To find the ROC of enrollees at RAS, the following calculation is 

applied: ROC = (2,153 – 1,730) / 1,730 * 100; ROC = 24.45%. To represent the number of years 

between the two values, divide the percent change by N. Therefore, the average annual ROC for 

number of enrollees over the past three fiscal years at RAS is 24.45% / 3, or a reflected growth 

of 8.15% per fiscal year. The continued ROC decline in performance indicators over time 

remains relatively the same despite increased numbers of enrollees and implementing CASAS 

eTests® (Refer to Figure 9). 
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Figure 9. ROC for enrollees at RAS against performance indicators per fiscal year. 

 

 

To apply properly a percent growth rate of paired scores and learning gains over the past  

 

three fiscal years; calculate the ROC against the percentage of enrollees. See Figure 10. 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 10. Performance indicators attained per fiscal year; the ROC for each performance 

indicator over the past three fiscal years; and the ROC per fiscal year.
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Although the ROC reflects continued positive growth in paired scores, 41.18% overall 

and 13.73% per fiscal year; learning gains continue to decline over the past three fiscal years. 

The ROC reflects negative growth of -16.60% in significant gains and a more dramatic decline 

of -60.76% at the two-level movement. The declining rates in learning gains per fiscal year are 

reportedly -5.53% and -20.25% for   Figure 11. 

significant gain and two-level     Percent of 

movement respectively (Figure 10).    performance 

The percent of enrollees indicators 

without paired scores decreases over       not met in 

time as indicated in Figures 11, 12,                                                                                   FY 05-06. 

and 13. To determine if the rate of                                                                          Figure 12. 

change in learning gains is        Percent of 

comparable for each fiscal year, performance 

regardless of CBT implementation; indicators 

calculate the ROC between the      not met in 

number of paired scores against the                                                                                  FY 06-07. 

number of enrollees; the number of                                                                                  Figure 13. 

significant gains against the number Percent of 

of paired scores; and the number performance 

of two-level gains resulting from indicators 

paired scores. The number of paired not met in 

scores improve when considering    FY 07-08. 

that only 32% (Figure 13) of enrollees     

2010 HICE Proceedings - Page 568



Improving the Assessment     53 

33.87 76.45 33.26

39.31 73.06 28.96

47.75 65.47 20.95

FY 05-06

FY 06-07

FY 07-08

ROC / Paired ROC / Sig.Gain ROC / Two-Lvl.

in FY 07-08 did not pre- and post-test compared to 42% who did not pre- and post-test in FY 05-

06 (Figure 11). These results are reflective of pre- and post-CBT implementation.  

Significant gains resulting from paired scores decreased post-CBT implementation by 

5.36%. Figure 13 indicates that 21% of enrollees with paired scores did not make a significant 

gain in FY 07-08 compared to just 15% of enrollees who in FY 05-06 (Figure 11) did not 

demonstrate a significant gain. Two-level movement also declined post-CBT implementation by 

2.06%. Figure 13 indicates that 47% of enrollees did not demonstrate a two-level movement in 

FY 07-08 compared to only 43% in FY 05-06 (Figure 11). Decreases in ROC for enrollees who 

did not demonstrate a significant gain or two-level movement post-CBT implementation gives 

cause to exploring solutions for improved student outcomes combined with more efficient data-

collection methods. Even though the ROC pre- and post-CBT implementation both increase and 

decrease over the three past fiscal years, the increased percent rate of performance indicators not 

met is not too surprising as this is historically the trend. Figure 14 portrays graphically the shift 

in performance indicators over time. 

 

 

Figure 14. Rate of 

change (ROC) for 

performance 

indicators across 

three fiscal years. 

 

 

Note. ROC=Rate of Change = Percent change = (value at end of period – value at beginning of 

period) / value at beginning of period * 100; or (Vpre-Vpast) / Vpast * 100 = ROC. 
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The number of enrollees with paired scores increased by FY 07-08, even though the rate of 

enrollees with significant and two-level gains decreased over time. The ROC in performance 

indicators reflects learners with and without computer skills, positive and negative learner 

motivation, and competency areas not met through targeted instruction. 

Not providing teachers and program coordinators with results from pre- and post-tests 

data in a timely manner is one reason that might contribute to the decline in learning gains. When 

too much time lapses from when a learner is assessed and results given to students and teachers, 

relevant teaching opportunities become less meaningful. Teachers need to know if what they 

taught prior to a progress testing session is understood by the learners, and if not; this is 

information teachers should have readily available to reevaluate, revise lessons accordingly, and 

re-teach content not mastered by students. Targeting instruction that addresses competency areas 

where students lack understanding serves to prepare students for the next progress testing 

session. Another possible reason contributing to the decline is that students may not have felt 

comfortable with taking tests in general. Whether or not looking at pre- or post-implementation 

of CBT; similar rates of decline document learning gains across the past three fiscal years.  
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Chapter IV: Solution Strategy 

Problem Statement 

The problem is that many adult education and literacy providers who do not use CBT do 

not capture learning gains efficiently to maximize fiscal year outcome. The goal of this study is 

to cause providers to switch to CBT to improve assessment and accountability data-collection 

methods and practices for capturing learning gains to ensure funding. 

Discussion 

Chapter II reviewed literature for problems similar to those cited in this research project 

setting. This section is also a review of the literature, but of how the literature relates specifically 

to the solution strategies. This chapter includes citations from the literature that supports the 

selection of each solution strategy. A number of solutions gleaned from the literature as relevant 

support the solution strategies mentioned here.  

Adult education and literacy providers benefit from CBT and efficient assessment and 

accountability data-collection methods and practices when using CBT. An abundance of 

advantages and benefits gained using CBT is evident. Efficiency in administration and scoring is 

the primary benefit. CBT increases delivery of assessment at reduced costs in resources and 

materials generally consumed when using PBT. Inventory of test materials is reduced. Test 

security improves through consistent and reliable electronic transfer of data between CASAS 

eTests® and TOPSpro® software databases. Controlling the management of electronic data 

allows more rapid response times for generating necessary reports to students, teachers, program 

coordinators, and other administrative staff. The quick turn-around time makes decision-making 

easier with immediate scores and reports that inform with accurate, complete, and up-to-date 

data (Asuni, 2007). 
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Adult education and literacy providers increase fiscal year outcomes when CBT is used. 

Administrators, program coordinators, teachers, and support staff make modifications to their 

assessment and accountability data-collection methods and practices when given appropriate 

training in CBT administration techniques. CBT allows for unbiased test administration and 

scoring. When administrators, program chairpersons, teachers, and support staff receive 

assistance in mastering skills relevant to CBT, they became committed to the change (Asuni, 

2007). Administrators, program chairpersons, teachers, and support staff modify evaluative 

techniques when instructed on effective methods for doing so. Among the techniques test 

administrators became mindful of, according to an investigation of screen size, resolution, and 

display rate conducted by Bridgeman et al. (2003), is providing learners with the assurance that 

no one is at a disadvantage by any particular computer configuration in a testing environment.  

A sample ―Cumulative Competency Performance by Class‖ report provided as Appendix 

G is for a beginning level ESL class from the 2007-2008 fiscal year spring semester. This report 

gives a summary of how a class performed on a given test and serves as a snapshot of the 

performance of the class. With this type of report, instructors are able to see a percentage 

completed successfully by each item or each competency. This facilitates diagnostics and helps 

target instruction. A portion of the sample competency report provided in Table 11 displays the 

(a) competency number, (b) task area, (c) test item number, (d) correct percentile, and (e) 

competency description. Teachers receive instruction on how to share the results with their 

class(s) and use this report as a good lesson-planning tool. Research by Hwang et al. (2008) 

indicate that when providing teachers with sufficient information on learner results and diagnose 

areas for improvement based on historical assessment records and reports; learner performance 

improves thereby increasing chances for maximizing outcomes. 
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Table 11. 

Cumulative Competency Performance by Class Report 

 
(TOPSpro, 2008) 

 

Adult learner success rates are higher in classrooms of teachers who have positive 

attitudes about CBT. Administrators and program chairpersons have improved attitudes toward 

CBT when provided with additional support. Support staff has more positive attitudes toward 

CBT when data-collection methods and practices are reduced. Adult learner success rates in 

ABE, ASE, ESL, and Family Literacy program and focus areas are much higher where CBT is 

supported. Adult learner success rates are higher in adult schools that provide efficient data-

collection methods and practices. The study by Wallace and Clariana (2005) on how familiarity 

with test mode affects performance reveals that having computer literacy skills alone does not 

ensure whether learners perform well or not on CBT. Therefore, when teachers take the time to 

help expose learners to practice tests; this ensures a certain level of familiarity with the CBT 

software before taking a test that has an impact on test scores. Regardless of gender, ethnic 

background, or level of computer skill, enabling learners to become familiar with CBT before 

2010 HICE Proceedings - Page 573



Improving the Assessment     58 

any low- or high-stakes testing session serves to ease test anxiety and improve test scores 

(Wallace and Clariana (2005). 

Adult learners using CBT, experience success when (a) teacher attitudes are positive, (b) 

administrative support is strong, and (c) adult learners receive instruction in competency skills. 

Train teachers in effective methods of working with CBT in the adult and alternative education 

program setting. Research by Anakwe (2008) provides evidence how delivery of assessment 

could impact a learner‘s test performance. Provide information regarding assessment and 

accountability mandates for adult education and literacy providers to classroom teachers. Adult 

learners receive training in computer literacy skills. Regular support from staff is implemented. 

Employ strong administrative support to encourage teacher training in effective techniques for 

administering CBT and improve the success rate of adult learners enrolled in adult education and 

literacy program and focus areas. Wise et al. (2006) emphasized the importance of effective 

monitoring of learner performance during test administration. Whether monitoring a learner‘s 

test performance is done electronically through the CBT software program, or monitored by a 

teacher; using CBT with positive teacher attitudes allows both teachers and learners a more 

successful testing experience. 

The American Institutes for Research (AIR) provides quality professional development 

for adult education and literacy providers throughout California through a multi-year contract 

with CALPRO. CALPRO provides professional learning experiences to meet the demands of 

today‘s technology, diverse population of adult learners, increased accountability, changing 

workplace, budgets, economic, and world events that constantly change the way adult education 

and literacy is provided. CALPRO provides the professional resource where adult education 

principals, coordinators, counselors, teachers, and other administrative leaders may turn to for 
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expanded focus on learning and teaching; including professional development for making 

decisions that are ―data-driven‖ and for accountability (CALPRO, 2007). 

Description of Selected Solutions  

This section describes the implementation plan for improving the problem in the current 

setting. Several approaches to improving the success rate of adult learners enrolled in federal 

funded program and focus areas are implemented. Among that includes: instructing adult 

education and literacy providers in techniques to improve data-collection methods and practices, 

including the use of assessment calendars for ongoing testing; support staff providing training to 

teachers in federal funded program and focus areas; giving training on effective curriculum 

modifications and evaluative options; teachers receiving information condensed from each adult 

learner‘s competency report to aid in modification planning; and classroom teachers receiving 

additional support during progress testing for adult learners. 

The following steps are taken: 

1. Adult education and literacy providers receive instruction for improving data-

collection methods and practices. Instruct adult education and literacy providers in 

various data-collection methods. Adult education and literacy providers use a daily 

calendar to keep track of assessment sessions (refer to Appendix G). Adult education 

and literacy providers receive instruction and monitoring of assessment and 

accountability methods and practices. 

2. Classroom teachers receive instructions on effective modification techniques for adult 

learners and in implementing these suggestions. Classroom teachers receive 

information condensed from adult learners‘ competencies mandating various 

modifications in curriculum and evaluation methods. Classroom teachers adjust 
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instruction to coincide realistically with adult learner ability levels. Classroom 

teachers receive training on various curricular modifications beneficial to adult 

learners enrolled in ABE, ASE, ESL, and Family Literacy program and focus areas. 

3. Classroom teachers receive additional support in CBT. Provide teachers with 

assistance to complete additional proctoring requirements associated with CBT. Adult 

education teachers and instructional paraprofessionals assist with each CBT session.  

4. Give all students upon enrolling in a program a computer-based appraisal and pretest. 

5. Give all students when enrolled in a program a computer-based progress-test for the 

opportunity to demonstrate a significant gain. 

6. Give all students when enrolled in a program additional computer-based progress-

tests for the opportunity to demonstrate a two-level gain. 

Calendar Plan  

 

This section includes a week-by-week, operational calendar plan for use in the 

implementation phase, and specific directions on implementing each component. The calendar 

plan includes when intervention begins, those involved, at what points specific aspects of the 

solution occurs, how long various components of the plan are applied, how often, and when 

results are evaluated. This Calendar plan is laid out as Month One, Week One, Week Two, and 

so forth, and created for the adult school for each week of the remaining 2008-2009 fiscal as 

Appendix J.  

I. Month One – February 2009  

 

A. Week Three 

 

1. ABE/ASE/ESL/Family Literacy staff in-service meeting 

a. ARP proposal presentation 

 

B. Week Four 
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1. ARP implementation begins within ABE, ASE, ESL, and Family Literacy program 

and focus areas 

 

2. ABE/ASE Program and focus Areas – Session V (week 1 of 6-week session) 

a. Students receive targeted instruction 

 

3. ESL/Family Literacy Program and focus Areas – Session III (week 7 of 7-week 

session) 

a. Students receive targeted instruction 

b. Students (on-site) participate in progress assessment using CASAS eTests® 

i. Reading 

ii. Listening 

c. TOPSpro® update records due for on-site classes (on-site) 

i. Students report learner results to date in the following areas: 

1. Employment 

2. Family 

3. Community 

4. Education 

d. EL Civics Additional Assessment (AAs) results due (on-site) 

 

II. Month Two – March 2009 

 

A. Week One 

 

1. ABE/ASE Program and focus Areas – Session V (week 2 of 6-week session) 

a. Students receive targeted instruction 

b. Students participate in progress assessment using CASAS eTests® 

i. Reading 

ii. Math 

c. TOPSpro® update records due 

 

2. ESL/Family Literacy Program and focus Areas – Session IV (week 1 of 7-week 

session) 

a. Students receive targeted instruction 

b. Progress reports generated and disseminated (on-site) 

i. Students 

1. Student Performance by Test Item (TOPSpro®, 2008)  

1. Displays competency number and statement 

2. Shows whether the student answered correctly 

3. Shows which items were not answered  

4. Shows if scale score is outside of accurate range 

 

ii. Teachers 

1. Class Performance by Competency (TOPSpro®, 2008) 

1. Gives a summary of how a class performed on a given test  
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2. Serves as a snapshot of the performance of the class 

3. Displays competency number and statement 

4. Shows percentage by competency within class 

5. Facilitates appraisal and helps target instruction of weak areas 

allowing less time spent on mastered competencies 

6. Teachers can use this as a good lesson-planning tool 

2. Student Gains by Class (TOPSpro®, 2008) 

1. Identifies all students with dated activity in a particular class 

2. Lists students who completed tests in a specific class and identifies 

which specific test forms the student has taken 

3. Indicates projected significant gain or two level advancement results 

for each student in a particular class  

 

iii. Program coordinators and school site administrator 

1. Payment Points Summary (TOPSpro®, 2008) 

1. Lists the number of learners in each category, instructional program, or 

focus area  

2. Lists the number of paired scores in each category, instructional 

program, or focus area  

3. Displays performance indicators for each instructional program and 

focus area (i.e. significant gain, two-level movement) 

2. Persister Report (TOPSpro®, 2008) 

1. Shows the cohort of students who persisted long enough after their 

pretest to be given a post-test 

2. Determine the effectiveness of a program to retain students 

3. Determine the average of instructional hours 

4. Determine the percentage of learners completing a level  

 

B. Week Two 

 

1. ABE/ASE Program and focus Areas – Session V (week 3 of 6-week session) 

a. Students receive targeted instruction 

b. Progress reports generated and disseminated  

i. Students 

1. Student Performance by Test Item  

ii. Teachers 

1. Class Performance by Competency 

2. Student Gains by Class 

iii. Program coordinators and school site administrator 

1. Payment Points Summary  

2. Persister Report  

 

2. ESL/Family Literacy Program and focus Areas – Session IV (week 2 of 7-week 

session) 

a. Students receive targeted instruction 
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C. Week Three 

 

1. ABE/ASE Program and focus Areas 

a. Spring break – school not in session 

 

2. ESL/Family Literacy Program and focus Areas 

a. Spring break – school not in session 

 

D. Week Four 

 

1. ABE/ASE Program and focus Areas 

a. Spring break – school not in session 

 

2. ESL/Family Literacy Program and focus Areas 

a. Spring break – school not in session 

 

III. Month Three – April 2009  

 

A. Week One 

 

1. ABE/ASE Program and focus Areas – Session V (week 4 of 6-week session) 

a. Students receive targeted instruction 

 

2. ESL/Family Literacy Program and focus Areas – Session IV (week 3 of 7-week 

session) 

a. Students receive targeted instruction 

 

B. Week Two 

 

1. ABE/ASE Program and focus Areas – Session V (week 5 of 6-week session) 

a. Students receive targeted instruction 

 

2. ESL/Family Literacy Program and focus Areas – Session IV (week 4 of 7-week 

session) 

a. Students receive targeted instruction 

 

C. Week Three 

 

1. ABE/ASE/ESL/Family Literacy staff in-service meeting 

 

2. ABE/ASE Program and focus Areas – Session V (week 6 of 6-week session) 

a. Students receive targeted instruction 

 

3. ESL/Family Literacy Program and focus Areas – Session IV (week 5 of 7-week 

session) 

a. Students receive targeted instruction 

2010 HICE Proceedings - Page 579



Improving the Assessment     64 

b. Students (off-site) participate in progress assessment using CASAS eTests® 

c. TOPSpro® update records due (off-site) 

d. EL Civics Additional Assessment (AAs) results due (off-site) 

 

D. Week Four 

 

1. ABE/ASE Program and focus Areas – Session VI (week 1 of 6-week session) 

a. Students receive targeted instruction 

b. Students participate in progress assessment using CASAS eTests® 

c. TOPSpro® update records due 

 

2. ESL/Family Literacy Program and focus Areas – Session IV (week 6 of 7-week 

session) 

a. Students receive targeted instruction 

b. Progress reports generated and disseminated (off-site) 

i. Students 

1. Student Performance by Test Item  

ii. Teachers 

1. Class Performance by Competency 

2. Student Gains by Class 

iii. Program coordinators and school site administrator 

1. Payment Points Summary  

2. Persister Report  

 

E. Week Five 

 

1. ABE/ASE Program and focus Areas – Session VI (week 2 of 6-week session) 

a. Students receive targeted instruction 

b. Progress reports generated and disseminated 

i. Students 

1. Student Performance by Test Item  

ii. Teachers 

1. Class Performance by Competency 

2. Student Gains by Class 

iii. Program coordinators and school site administrator 

1. Payment Points Summary  

2. Persister Report  

 

2. ESL/Family Literacy Program and focus Areas – Session IV (week 7 of 7-week 

session) 

a. Students receive targeted instruction 

b. Students (on-site) participate in progress assessment using CASAS eTests® 

c. TOPSpro® update records due (on-site) 

d. EL Civics Additional Assessment (AAs) results due (on-site) 

 

IV. Month Four – May 2009  
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A. Week One 

 

1. ABE/ASE Program and focus Areas – Session VI (week 3 of 6-week session) 

a. Students receive targeted instruction 

 

2. ESL/Family Literacy Program and focus Areas – Session V (week 1 of 8-week 

session) 

a. Students receive targeted instruction 

b. Progress reports generated and disseminated (on-site) 

c. Progress reports generated and disseminated  

i. Students 

1. Student Performance by Test Item  

ii. Teachers 

1. Class Performance by Competency 

2. Student Gains by Class 

iii. Program coordinators and school site administrator 

1. Payment Points Summary  

2. Persister Report  

 

B. Week Two 

 

1. ABE/ASE Program and focus Areas – Session VI (week 4 of 6-week session) 

a. Students receive targeted instruction 

 

2. ESL/Family Literacy Program and focus Areas – Session V (week 2 of 8-week 

session) 

a. Students receive targeted instruction 

 

C. Week Three 

 

1. ABE/ASE/ESL/Family Literacy staff in-service meeting 

 

2. ABE/ASE Program and focus Areas – Session VI (week 5 of 6-week session) 

a. Students receive targeted instruction 

 

3. ESL/Family Literacy Program and focus Areas – Session V (week 3 of 8-week 

session) 

a. Students receive targeted instruction 

 

D. Week Four 

 

1. ABE/ASE Program and focus Areas – Session VI (week 6 of 6-week session) 

a. Students receive targeted instruction 
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2. ESL/Family Literacy Program and focus Areas – Session V (week 4 of 8-week 

session) 

a. Students receive targeted instruction 

b. Students (off-site) participate in progress assessment using CASAS eTests® 

c. TOPSpro® update records due (off-site) 

d. EL Civics Additional Assessment (AAs) results due (off-site) 

 

V. Month Four – June 2009  

 

A. Week One 

 

1. ABE/ASE Program and focus Areas – Session VII (week 1 of 6-week session) 

a. Students receive targeted instruction 

b. Students participate in progress assessment using CASAS eTests® 

c. TOPSpro® update records due 

 

2. ESL/Family Literacy Program and focus Areas – Session V (week 5 of 8-week 

session) 

a. Students receive targeted instruction 

b. Progress reports generated and disseminated (off-site) 

i. Students 

1. Student Performance by Test Item  

ii. Teachers 

1. Class Performance by Competency 

2. Student Gains by Class 

iii. Program coordinators and school site administrator 

1. Payment Points Summary  

2. Persister Report  

 

B. Week Two 

 

1. ABE/ASE/ESL/Family Literacy staff in-service meeting 

 

2. ABE/ASE Program and focus Areas – Session VII (week 2 of 6-week session) 

a. Students receive targeted instruction 

b. Progress reports generated and disseminated 

i. Students 

1. Student Performance by Test Item  

ii. Teachers 

1. Class Performance by Competency 

2. Student Gains by Class 

iii. Program coordinators and school site administrator 

1. Payment Points Summary  

2. Persister Report  

 

c. ASE Graduation Ceremony 
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3. ESL/Family Literacy Program and focus Areas – Session V (week 6 of 8-week 

session) 

a. Students receive targeted instruction 

 

C. Week Three 

 

1. ABE/ASE Program and focus Areas – not in session 

 

2. ESL/Family Literacy Program and focus Areas – Session V (week 7 of 8-week 

session) 

a. Students receive targeted instruction 

b. Students (on-site) participate in progress assessment using CASAS eTests® 

c. TOPSpro® update records due (on-site) 

d. EL Civics AAs due (on-site classes) 

 

D. Week Four 

 

1. ABE/ASE Program and focus Areas – not in session 

 

2. ESL/Family Literacy Program and focus Areas – Session V (week 8 of 8-week 

session) 

a. Students receive targeted instruction 

b. Progress reports generated and disseminated (on-site) 

i. Students 

1. Student Performance by Test Item  

ii. Teachers 

1. Class Performance by Competency 

2. Student Gains by Class 

iii. Program coordinators and school site administrator 

1. Payment Points Summary  

2. Persister Report  

 

c. End-of-Year Student Recognition Ceremony (AM & PM) 
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Chapter V: Results and Recommendations 

The problem in this action research project stated that many adult education and literacy 

providers in California use PBT, which do not allow efficient assessment and accountability 

data-collection methods and practices for capturing learning gains to ensure funding. The goal of 

this study was for adult education and literacy providers in California to switch to CBT to 

improve assessment and accountability data-collection methods and practices for capturing 

learning gains to ensure funding. This chapter presents projected results after successful 

implementation of an intervention plan with solution strategies.  

Results 

1. First outcome. The number of enrollees with paired scores in ABE, ASE, ESL, and 

Family Literacy projects to increase by at least 10% in each program and focus area over 

the prior fiscal year. This projection indicates that the number of adult learners who 

complete pre- and post-tests in the 2008-2009 fiscal year is 1,243 of the 2,153 enrolled in 

ABE, ASE, ESL, and Family Literacy program and focus areas. Refer to Figure 15. 
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Figure 15. Comparison of Enrollees with Paired Scores per Program and Focus Area. 
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Measuring this outcome requires creating an export file to transfer CBT data from 

CASAS eTests® for the 2008-2009 fiscal year to TOPSpro® and generating a ―Payment Points 

Summary by Program‖ report for learner records dated between the 2008-2009 fiscal year. Refer 

to Table 12. 

Table 12. 

Enrollees with Paired Scores in Fiscal Year 2008-2009 

Program and focus Area Enrollees Enrollees with Paired Scores 

 # # % 

ABE 162 100 62% 

ASE 723 279 39% 

ESL 1128 771 68% 

Family Literacy 140 93 66% 

Totals 2153 1243 58% (Avg.) 

Note. This is generated data reflective of expected outcomes. 

 

This report (Table 12) shows the projected number of enrollees overall in each of the 

program and focus areas along with the number 

of enrollees with paired scores, or who complete 

a pre- and post-test. Therefore, the overall 

projected outcome (Refer to Figure 16) is 58% of 

adult learners enrolled in ABE, ASE, ESL, and 

Family Literacy program and focus areas for the 

2008-2009 fiscal year, pre- and post-tested using      Figure 16. Comparison of Enrollees with Paired Scores. 

CBT for data-collection methods.                                                 

2. Second outcome. The number of enrollees who made a significant gain in ABE, ASE, 

ESL, and Family Literacy projects to increase by at least 10% in each program and focus 

area over the prior fiscal year. This projection indicates that the number of adult learners 
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who made a significant gain in the 2008-2009 fiscal year is 928 of the 1,243 adult 

learners who completed pre- and post-tests. Refer to Figure 17. 
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Figure 17. Comparison of Paired Scores Resulting in a Significant Gain per Program and focus 

Area. 

 

Measuring this outcome requires creating an export file to transfer CBT data from 

CASAS eTests® for the 2008-2009 fiscal year to TOPSpro® and generating a ―Payment Points 

Summary by Program‖ report for learner records dated between the 2008-2009 fiscal year. Refer 

to Table 13. 

Table 13. 

Enrollees who Made a Significant Gain in Fiscal Year 2008-2009 

Program and focus Area Paired Scores  Enrollees who made a significant gain 

 # # % 

ABE 100 87 87% 

ASE 279 134 48% 

ESL 771 634 82% 

Family Literacy 93 73 79% 

Totals 1243 928 76% (Avg.) 

Note. This is generated data reflective of expected outcomes. 

 

This report (Table 13) shows the number of enrollees in each of the program and focus 

areas projected to make a significant gain. Therefore, the overall projected outcome is 76% of 
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adult learners enrolled in ABE, ASE, ESL, and 

Family Literacy program and focus areas for the 

2008-2009 fiscal year and who pre- and post-

tested, made a significant gain captured with CBT 

for data-collection methods. Refer to Figure 18.  

Figure 18. Comparison of Enrollees with a Significant Gain.                

3. Third outcome. The number of enrollees to complete two levels in ABE, ASE, ESL, and 

Family Literacy projects to increase by at least 10% in each program and focus area over 

the prior fiscal year. This projection reflects the number of adult learners who completed 

two levels in the 2008-2009 fiscal year is 298 of the 1,243 adult learners who completed 

pre- and post-tests. Refer to Figure 19. 

84
100

207
279

658

771

79 93
10 22 4 33

117

214

10 21 12 22 2 12 18 28 13 23

0

100

200

300

400

500

600

700

800

Paired # Two-Level Movement # Two-Level Movement %

07-08 ABE 08-09 ABE 07-08 ASE 08-09 ASE 07-08 ESL 08-09 ESL 07-08 Fam.Lit. 08-09 Fam.Lit.
 

Figure 19. Comparison of Paired Scores Resulting in a Two-Level Movement per Program and 

focus Area 

 

Measuring this outcome requires creating an export file to transfer CBT data from 

CASAS eTests® for the 2008-2009 fiscal year to TOPSpro®, importing CASAS eTests®  to 

2010 HICE Proceedings - Page 587



Improving the Assessment     72 

1028

1243

141

290

14 24

0

200

400

600

800

1000

1200

1400

Paired # Two-Level

Movement #

Two-Level

Movement %

07-08 Totals
08-09 Totals

TOPSpro®, and generating a ―Payment Points Summary by Program‖ report for learner records 

dated between the 2008-2009 fiscal year. Refer to Table 14. 

Table 14. 

Enrollees who Completed Two Levels in Fiscal Year 2008-2009 

Program and focus Area Paired Scores  Enrollees who Completed Two Levels 

 # # % 

ABE 100 22 22% 

ASE 279 33 12% 

ESL 771 214 28% 

Family Literacy 93 21 23% 

Totals 1243 298 24% 

Note. This is generated data reflective of expected outcomes.  

This report (Table 14) shows the projected number of enrollees in each of the program 

and focus areas that completed two levels. 

Therefore, the overall projected outcome is 24% of 

adult learners enrolled in ABE, ASE, ESL, and 

Family Literacy program and focus areas for the 

2008-2009 fiscal year and who pre- and post-tested, 

completed two levels captured with CBT for data- 

Figure 20. Comparison of Enrollees who Completed Two Levels  collection methods. Refer to Figure 20.   

The data in Figure 21 graphically demonstrates the increased percentage of paired scores, 

significant gains, and two-level movement from pre-implementation of CBT to post-

implementation of CBT combined with implemented solution strategies. The most remarkable 

finding shows that although CBT alone may lead to significant increases in paired scores; 

implementation of solution strategies that tie instruction, familiarity with CASAS eTests® and 

computers, and improved proctoring of assessment may led to a reversal of declining 

performance indicators. Therefore, projected post-treatment results are indicative of the 
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Figure 21. This chart reflects percent of growth rate for performance indicators               for capturing learning          

over time.                                                                                                                             gains to ensure funding. 

To achieve the expected outcomes proposed in this action research project, calculated 

results predict outcomes after implementing this project. The ―anticipated‖ results computed in 

this section and displayed graphically are to depict pre- and post-implementation of solution 

strategies for improving the problems identified in this project. Post implementation data reflect 

that the percentage of adult learners completing pre- and post tests using CASAS eTests® for 

data-collection methods increase at least 10% in each program and focus area over the prior 

fiscal year for paired, significant gain, and two-level movement. Each projected objective is met 

with sufficient cause to continue implementation of successful solution strategies for improved 

assessment and accountability data-collection methods and practices to ensure funding. 

Discussion  

The intent of this research was to show an increase in paired scores when implementing 

CBT. Actual data reflect this increase. Projected data reflects post-implementation of solution 

strategies through an increase in enrollees who made a significant gain and those who complete 

two levels, or demonstrate a two-level movement within the 2008-2009 fiscal year. The 

combination of improved data-collection method and practice efficiency using CASAS eTests® 
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and implemented strategies for improved test performance outcomes may contribute to a reversal 

in the declining shift in performance indicators over time. Figure 22 portrays graphically this 

positive shift.  

 

Figure 22. Rate of 

change (ROC) for 

performance 

indicators across 

four fiscal years.  

 

The ROC figures for projected performance indicators demonstrated in fiscal year 2008-

2009 more closely resemble those demonstrated in fiscal year 2005-2006 using PBT; or pre-

implementation of CBT. This is a significant outcome possible achieved from efficient data-

collection methods and practices using CBT and post-implementation of solution strategies, in 

addition to continual increase in paired scores using CBT. Together, expect both CBT and 

solution strategies to halt the declining trend in performance indicators altogether and increase 

continually over each subsequent fiscal year.   

Projected increases in performance indicators for fiscal year 2008-2009 reflect learners 

with improved computer skills, increased learner motivation, and competency areas mastered 

through targeted instruction. Learning gains are reflective of improved instructional methods and 

practices. Therefore, the projected increase in learning gains reflects successful implementation 

of solution strategies and use of CASAS eTests® to document these gains. 
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 Diagnosing learning problems through diagnostic reports generated from TOPSpro®, a 

practice suggested by Hwang et al. (2008), may positively contribute to the increase in learning 

gains. TOPSpro® reports provide the capability for teachers to evaluate objectively and 

personalize suggestions for each student. Diagnostic reports help evaluate and diagnose areas of 

need where learners lack and instructors target through classroom instruction. CASAS eTests® 

provides the scores necessary to document learning gains and create a historical assessment 

record for each learner; and diagnostic reports generated from TOPSpro® provide the follow-up 

necessary to improve learner performance on tests.  

 The in-service training teachers receive for connecting instruction with assessment results 

may result in documenting the projected test-performance outcomes. Prior to CBT 

implementation, teachers did not discuss regularly any instructional ideas to link assessment. 

Implementing this action plan will actively engage teachers in conversations about assessment 

results through scheduled staff in-service meetings following each progress-testing session. 

Direct conversations at reviewing the ―Cumulative Competency Performance by Class‖ reports 

generated from TOPSpro® and continue to identify competencies lacking; then move to 

generating instructional ideas for targeted instruction over the next session. With guidance, the 

teachers generate assessment-derived instruction that benefit the adult learners‘ competency 

skills and knowledge and familiarity with targeted competencies when reassessed. Conca, 

Schechter, and Castle (2004) suggest review of a school‘s assessment policies and guidelines 

therefore, the in-service trainings will also provide the opportunity to clarify the adult schools‘ 

assessment policies and address any questions or concerns. 

Familiarizing students with the CASAS eTests® software program is also a contributing 

factor to realize possible increases in learning gains. Wallace and Clariana (2005) emphasize the 
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importance in helping students become familiar in taking a CBT and becoming proficient in their 

computer skill abilities. This is especially important when helping learners transition from PBT 

to CBT. Understanding, and identifying how test delivery impacts performance, is critical to 

improving the assessment and accountability data-collection methods and practices at the adult 

school. To document feedback in the transition from PBT to CBT, adult learners completed a 10-

question survey online using the Zoomerang Website (2008).  

Learners took the Zoomerang survey after completing the registration and orientation 

process and using the computer to take an appraisal and pretest in the adult school‘s assessment 

center. The results from the Zoomerang survey revealed that 75% of the respondents used a 

computer before, 94% had taken a PBT in the past, and 88% preferred to use CBT. No more than 

12% had any difficulty using the computer and a little over 50% of the respondents indicated that 

this was their first time taking a CBT. None of the respondents indicated their experience taking 

the CBT was difficult or frustrating. Overall frequency of computer use varied. The majority of 

respondents were in the beginning and advanced levels. Overall satisfaction with the orientation 

process drew satisfactory and very satisfactory ratings at 38% and 50% respectively. Refer to 

Appendix K for detailed results (Montgomery, 2008). 

The anticipated results for administering the Zoomerang survey favoring CBT over PBT 

were achieved based on this sampling. These results revealed the wide-spread use of computers 

in society today. This was encouraging, not only for the regular practice of administering all 

assessments using CBT to document adult learner performance and learning gains; but also to 

serve as a tool to help build adult learner confidence and skills in using the computer at school, at 

home with family, at the library, and in the workplace.  
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The Zoomerang Website (2008) provided the web-based survey for this project because 

of its ease in navigation and analysis of results. Results for this sampling were immediate with 

each completed survey. Analyzing results were easy because the Zoomerang Website (2008) 

provides item response percentages based on the number of completed surveys. The site allows 

viewing of individual responses and responses to open-ended questions. The overall results from 

the CBT vs. PBT survey reflect that adult learners favor taking assessments using CBT over 

PBT. 

 Improving validity of the mandated state standardized assessments through closely 

monitoring adult learner effort while taking a CBT, and highly recommended by Wise et al. 

(2006), is also a contributing factor that may improve test performance and outcomes. Train 

computer lab assistants and test proctors in closely monitoring adult learners while taking a CBT 

to detect any rapid-guessing behavior and intervene when necessary. Train teachers in 

appropriate test administration procedures, methods, and practices using CBT. Assessment 

results may reflect that adult learners tried harder, their test performance improved, and resulting 

test scores more accurately reflect the adult learner‘s true level of proficiency. 

Another contributing factor to possibly improving test performance outcomes is the 

standardization of computer screen size, screen resolution, and display rate of computers in the 

adult school‘s assessment center. Bridgeman et al. (2003) emphasized the need to standardize 

assessment delivery presentation variations. Standardizing computer variations for assessment 

delivery make a positive impact on test performance. Of particular importance is adult learners 

taking a CBT in the assessment center have the assurance that they are not at a disadvantage by 

any particular computer configuration. Test scores may improve by minimizing the number of 
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configuration variations. So for purposes of this study, variables known to impact how fast a 

student reads from a computer screen may be significantly reduce, if not eliminated. 

CBT has gained popularity as the preferred assessment delivery method, replacing the 

written PBT delivered format. Research found that testing format did not affect test scores and 

that CBT offered several advantages over PBT (Lim et al., 2006). The results from this sample 

provides valuable input for dispelling any reservations an adult education and literacy provider 

may have for implementing CASAS eTests® within an organization‘s ABE, ASE, ESL, or 

Family Literacy program and focus areas. This study also provides consideration for adult 

education and literacy providers in adult education and training settings to implement the 

solutions identified in this study in addition to CASAS eTests® for improving their assessment 

and accountability data-collection methods and practices for capturing learning gains that will 

ensure funding. 

Recommendations 

Other researchers interested in replicating this study. Other researchers interested in 

replicating this study should acquire the CBT software program and begin the process for 

implementing CASAS eTests®. CASAS strongly encourages the use of a plan for successful 

implementation. Look at implementing a computerized testing software program as one complete 

comprehensive system that includes curriculum, instruction, assessment, and accountability. To 

maximize the power to reproduce the effectiveness and achieve similar results of this study, adult 

education and literacy providers must connect all learning and work processes. Drive each facet 

of the software implementation by specific objectives and measurable outcomes identified 

beforehand. Equally important is identifying the responsibilities of each party involved when 
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following the recommended steps for implementation. Included as Appendix L are guidelines to 

successful implementation of the CASAS eTests® software.   

Integrating technology to drive instruction for improved assessment and accountability 

improves the operational process of educational institutions. Educational institutions commonly 

use software applications however, the implementation of a testing software program is just as 

important as the benefits and features it offers. The prominent challenge to achieving success 

with CASAS eTests® is adhering to an implementation plan. Failure to plan carefully for 

implementation is most often the cause of a software program to fail in meeting educational 

objectives. 

Getting educational benefits from implementing CASAS eTests® requires careful 

planning. Clearly defined steps for effective implementation must be taken by any adult 

education and literacy provider to ensure that the use and management of CASAS eTests® 

software is successful. By using this software program, adult education and literacy providers 

may devote more time to helping students achieve their educational goals. Because the 

assessments reference national ABE, ASE, and ESL levels from pre-literacy to post-secondary; 

adult learners may demonstrate and document success using CASAS eTests. In addition, an adult 

education and alternative program will improve its assessment and accountability data-collection 

methods and practices when closely adhering to a plan.  

Use of solutions in the setting. With careful planning and scheduling, incorporate 

solutions discussed in this study into any educational setting by following these steps:  

1. To begin, create a monthly assessment and accountability calendar for daily use by staff, 

teachers, program chairpersons, and administrators to keep track of assessment sessions 

and plan instruction accordingly.  
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2. Conduct in-service training to instruct adult education and literacy providers in 

techniques to improve data-collection methods and practices. The least educators can do 

is become learners themselves by engaging in a process of professional learning.  

3. Provide training to teachers in federal funded program and focus areas on effective 

curriculum modifications and evaluative options based on information condensed from 

each adult learner and class performance competency reports.  

4. Give teachers support during the testing process by providing them with assistance to 

complete additional proctoring requirements associated with CBT.  

5. Provide teachers with timely results necessary to evaluate assessment performance and 

adjust instruction to coincide realistically with adult learner ability levels.  

Adult education and literacy providers must move beyond the mindset that student 

performance on CBT is inferior over PBT. Both Lim et al. (2006) and Anakwe (2008) revealed 

that no remarkable difference existed and that student performance between either modes of 

assessment delivery did not have an effect on test scores. This research project also dispelled the 

myth that students performed less favorably using CBT over PBT. Therefore, the increasing 

popularity for using CBT should also extend to adult education and alternative programs without 

concern for diminishing the value of a student‘s test performance so long as methods and 

practices are in place to support the outcomes.  

With that said, adult education and literacy providers should: 

1. Invest time, effort, and resources to create an assessment center equipped with CASAS 

eTests® to accommodate adult learners across all instructional programs in a 

simultaneously serviced fashion for on-going, continuous assessment that will impact 

program outcomes. 
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2. The testing environment should take into account standardization of equipment; such as 

using the same size computer monitor, the same screen resolution settings, and have a 

display rate that is the same for all computer workstations; in addition, standardize 

keyboards, mice, and headphones (Bridgeman et al. (2003).  

Building an assessment center equipped with standardized equipment and computer 

systems is important so that all adult learners being assessed have the same advantage of the best 

test-performance outcome possible.  

Once the assessment center is in place: 

1. Closely follow an assessment and accountability operational plan and give all adult 

learners upon enrolling in a program a CBT appraisal and pretest.  

2. During an adult learner‘s enrollment in a program, give a CBT progress-test to give the 

adult learner the opportunity to demonstrate a significant gain.  

3. Give additional CBT progress-tests to all adult learners when enrolled in programs for the 

opportunity to demonstrate a two-level gain to signify completion of a level. 

Additionally, adult education and literacy providers should: 

1. Take the time with the adult learners and integrate test-taking skills into classroom 

instruction. Research revealed the importance of helping students transition from PBT to 

CBT by becoming familiar with the CBT program (Wallace & Clariana, 2005). Even 

though a student may already be somewhat computer-literate, he or she will still benefit 

from this practice. When teachers help adult learners master skills relevant to CBT, they 

will become committed to the change.  

2. Train teachers to monitor adult learners‘ test-taking closely in an effort to minimize 

rapid-guessing behavior (Wise et al., 2006). Even though CASAS eTests® currently does 
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not have an ―effort-monitoring‖ feature built into the software program, teachers may 

serve as proctors who manually monitor this process.  

When adult education and literacy providers take the time to improve the validity of 

mandated assessment, the level of proficiency in test performance improves as revealed in the 

study of this action research project. Following any progress assessment session across all 

instructional programs: 

1. Support staff should make every attempt to provide quick turn-around of assessment 

results to both students and teachers. This practice not only provides positive 

reinforcement, but also informs instruction through data-driven means (Asuni, 2007). 

2. Provide in-service time for teachers to get together and plan the next instructional session 

through assessment-derived instruction to benefit adult learners‘ competency skills, 

knowledge, and familiarity with targeted competencies when the time comes for 

reassessment.  

3. Remind teachers through in-service training of assessment policies and guidelines and 

how assessment helps them and the programs they serve (Conca et al., 2004); also remind 

students why they are assessed and how assessment may help them for employment, with 

their families, in the community, and to further their education. Help students become 

assessment-savvy by understanding the nature of educational assessments, the assessment 

process, scoring of assessments, and how their test scores are meaningful to them 

(Popham, 2008).  

4. Additionally, give program chairpersons, coordinators, and administrators, timely 

feedback following any program‘s progress assessment session to evaluate continuous 

improvement measures.  
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5. Provide in-service training to staff, teachers, and program coordinators using the 

TOPSpro® data-collection methods and reporting software program to retrieve 

information that guides instruction to improve adult learner performance. 

6. Maintain historical assessment records for every student assessed with complete and 

accurate data so that sufficient information is readily available for teachers to help adult 

learners improve learning performance (Hwang et al., 2008).  

7. Train key personnel in how to read, analyze, and interpret TOPSpro® reports to 

determine learning gains by functioning level for state and federal accountability (CDE, 

2008).  

8. Allow staff, teachers, program coordinators, and administrators to register and attend 

professional development workshops provided by CALPRO (2007) throughout 

California. This practice will help California adult education and literacy providers 

continually improve their practices to achieve more efficient data-collection methods and 

data analysis. 

As mentioned earlier and worth repeating: ―If [administrators] are to lead a continuous 

improvement process resulting in learner learning gains, they must understand curriculum, 

instruction, and assessment‖ (Corley & Tibbets cited in CALPRO, 2007, p. 7). Additionally, an 

effective leader should plan for program improvement by using the results from data as a tool for 

identifying barriers to success (CALPRO, 2007).  

California adult education and literacy providers will improve their data-collection 

methods systems, testing processes and procedures, and provide more timely feedback to 

instructors to inform instruction to meet learner needs and maximize fiscal year outcomes by 

supporting the expansion of technology, both at the classroom and program levels (CASAS, 
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2008). To do this, local agencies will need to streamline their assessment processes. From there, 

adult education and literacy providers may begin designing their programs with the 

recommended solution strategies identified in this action research project for improving the 

assessment and accountability data-collection methods and practices in adult education and 

training settings. 

Sharing of results. A ―Technology and Distance Learning Symposium‖ hosted by the 

Outreach and Technical Assistance Network (OTAN) at the Sacramento County Office of 

Education on February 17, 18, and 19, 2009 allowed sharing results learned from this research 

project. The Symposium targeted administrators, coordinators and teachers operating innovation 

programs, and adult educators interested in instructional technology. The scheduled workshop 

included a session for managing purposeful change using CASAS eTests® that made sharing 

projections from this research project possible. 

Plans for Dissemination  

Disseminating results of this study, including sharing results learned from this research 

project, in addition of the presentation given at the Symposium, are underway. Plans include a 

formal presentation with colleagues at CASAS and with the teachers, program coordinators, and 

school administrator at Redlands Adult School. Plans also include sharing results with other 

administrators in the field who oversee adult education and literacy programs within California 

and throughout the United States. Additionally, plans for disseminating the results of this study 

include crafting a paper for formal publication. 

Conclusion 

This action research project was an important component for completion of the 

MAED/AET program at University of Phoenix. The work involved to identify a problem, design 

2010 HICE Proceedings - Page 600



Improving the Assessment     85 

a potential solution strategy, collect and analyze data to determine if the potential solution 

strategy was a worthwhile solution was in an effort to bring about positive change. This project 

led me through the research process in a step-by-step format to ensure my understanding and 

ability to use the process to address an issue now and for future workplace settings.  

Working through the action research process provided the experience necessary in using 

research methods by practitioners in the field to study a common issue to determine best local 

practices. Completing the six-part process as outlined in the ―Action Research Project: Student 

Handbook‖ (UOP, 2007) to: (a) select a focus, (b) collect baseline data, (c) design and 

implement a potential solution strategy to resolve or alleviate the problem, (d) collect post-

implementation data, (e) compare the baseline data, or pre-implementation data, with the post-

implementation data to determine if improvement has been achieved, and (f) disseminate the 

findings to appropriate constituencies provided the opportunity to gather quantitative and 

qualitative data to address improvements in an educational setting. The final chapter of this 

project uses projected results due to leaving the adult school at the close of the 2007-2008 fiscal 

year and not having the opportunity to implement the action plan with solution strategies. 

However, had I remained employed with the adult school, I am confident implementation would 

have brought about the anticipated results with much success. Researching and analyzing issues 

addressed in this action research project was well worth the time and effort to in turn address and 

help improve the assessment and accountability data-collection methods and practices of adult 

education and literacy providers in adult education and training settings within the State of 

California and throughout the United States. 
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Appendix C 

 

Payment Points Summary by Program – Student Records Dated between 07/01/2005 and 06/30/2006  

 

Focus Program 
Enrollees 

# 
Paired 

# 
Significant 

Gain # 
Significant 

Gain % 

Two-Level 
Movement 

# 

Two-Level 
Movement 

% 

PPs 
Total 

ABE / ESL Basic Skills (ABE) 60 34 28 82 10 29 38 

ABE / ESL ESL 920 436 334 77 105 24 439 

ABE / ESL ESL/Citizenship 0 0 0 0 0 0 0 

Vocational Literacy Basic Skills (ABE) 0 0 0 0 0 0 0 

Vocational Literacy ESL 27 0 0 0 0 0 0 

Vocational Literacy ESL/Citizenship 0 0 0 0 0 0 0 

Family Literacy Basic Skills (ABE) 0 0 0 0 0 0 0 

Family Literacy ESL 165 63 47 75 16 25 63 

Family Literacy ESL/Citizenship 0 0 0 0 0 0 0 

Adult Secondary Education Adult Secondary Education 585 53 39 74 18 34 170 

Civic Participation Civic Participation 478 470 0 0 0 0 637 

Citizenship Preparation Citizenship Preparation 44 44 0 0 0 0 46 

Note. The original report is not available. 

 

(RAS, 2006) 
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Appendix D 

 

Payment Points Summary by Program – Student Records Dated between 07/01/2006 and 06/30/2007  

 

 
(RAS, 2007) 
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Appendix E 

 

Payment Points Summary by Program – Student Records Dated between 07/01/2007 and 06/30/2008  

 

 
(RAS, 2008) 
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Appendix F 

 

Payment Points Summary by Program – Student Records Dated between 07/01/2008 and 06/30/2009  

 

Focus Program 
Enrollees 

# 
Paired 

# 
Significant 

Gain # 
Significant 

Gain % 

Two-Level 
Movement 

# 

Two-Level 
Movement 

% 

PPs 
Total 

ABE / ESL Basic Skills (ABE) 162 100 87 87 22 22 0 

ABE / ESL ESL 1128 771 634 82 214 28 0 

ABE / ESL ESL/Citizenship 0 0 0 0 0 0 0 

Vocational Literacy Basic Skills (ABE) 0 0 0 0 0 0 0 

Vocational Literacy ESL 0 0 0 0 0 0 0 

Vocational Literacy ESL/Citizenship 0 0 0 0 0 0 0 

Family Literacy Basic Skills (ABE) 0 0 0 0 0 0 0 

Family Literacy ESL 140 93 73 79 21 23 0 

Family Literacy ESL/Citizenship 0 0 0 0 0 0 0 

Adult Secondary Education Adult Secondary Education 723 279 134 48 33 12 0 

Civic Participation Civic Participation 0 0 0 0 0 0 0 

Citizenship Preparation Citizenship Preparation 0 0 0 0 0 0 0 

Note. This is generated data calculated on expected outcomes. Figures are rounded to nearest tenth. 

2010 HICE Proceedings - Page 614



Improving the Assessment     99 

Appendix G 

 

2010 HICE Proceedings - Page 615



Improving the Assessment     100 

Appendix H 

Planning Matrix 

Problem Goal (Expectation) 

The problem is that many adult education and 

literacy providers are using paper-based tests 

(PBT) which did not allow efficient data-

collection methods for capturing learning gains 

to ensure funding. 

Adult education and literacy providers in 

California will switch to computer-based tests 

(CBT) to improve data-collection methods for 

capturing learning gains to ensure funding. 

Evidence—FYs 05-08 Outcomes/Objectives—FY 08-09 

Number of enrollees with paired scores in 

ABE, ASE, ESL, and Family Literacy program 

and focus areas 

 

 

Number of enrollees who make a significant 

gain in ABE, ASE, ESL, and Family Literacy 

program and focus areas  

 

 

Number of enrollees who complete two levels 

in ABE, ASE, ESL, and Family Literacy 

program and focus areas 

Increase in number of enrollees with paired 

scores in ABE, ASE, ESL, and Family 

Literacy by at least 10% in each program and 

focus area over the prior fiscal year 

 

Increase in number of enrollees who make a 

significant gain in ABE, ASE, ESL, and 

Family Literacy by at least 10% in each 

program and focus area over the prior fiscal 

year 

 

Increase in number of enrollees who complete 

two levels in ABE, ASE, ESL, and Family 

Literacy by at least 10% in each program and 

focus area over the prior fiscal year 

Causes Solutions 

1. Not all students upon enrolling in a 

program are given an appraisal & pretest 

2. Not all students while enrolled in a 

program are given a progress-test to 

demonstrate a significant gain 

3. Not all students while enrolled in a 

program are given a second progress-test 

to demonstrate a two-level gain 

1. All students upon enrolling in a program 

are given a computer-based appraisal & 

pretest 

2. All students while enrolled in a program 

are given a computer-based progress-test 

to demonstrate a significant gain 

3. All students while enrolled in a program 

are given a second computer-based 

progress-test to demonstrate a two-level 

gain 
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Appendix I 

 

 RAS –Assessment and Accountability Data-collection methods Calendar for February 2009 

Sun Mon Tue Wed Thu Fri Sat 

1 

 

2 

 

 

3 4 5 6 

 

 

7 

8 

 

9 

 

10 

 

11 

 

12 

 

13 

 

 

14 

15 

 

16 

 

HOLIDAY 

17 18 19 

ABE/ASE/ESL/Family 

Lit.  Staff In-Service  

 

ARP Proposal 

Presentation 

20 

 

 

21 

22 

ASE Session V—wk.1 

 

ESL Session III—wk.7 

23 

ESL—Progress 

Assessments – 

Advanced Level 

24 

ESL—Progress 

Assessments – 

Intermediate Lv 

New/Returning 

Student Intake 

& Orientation 

25 

ESL—Progress 

Assessments – 

Beginning Level 

New/Returning 

Student Intake 

& Orientation 

26 

ESL—Progress 

Assessments – 

Literacy Level 

New/Returning 

Student Intake 

& Orientation 

 

27 

ESL Program – 

TOPSpro 

Update Records 

& AAs DUE 

 

28 

ESL—Progress 

Assessments – 

EL Civics 
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 RAS –Assessment and Accountability Data-collection methods Calendar for March 2009 

Sun Mon Tue Wed Thu Fri Sat 

1 

ASE Session V—wk.2 

 

ESL Session IV—wk.1 

2 

ESL-Progress Reports 

 Students 

 Teachers 

 Chairman 

 Principal 

3 

ASE—Progress 

Assessments 

New/Returning 

Student Intake 

& Orientation 

4 

ASE—Progress 

Assessments 

New/Returning 

Student Intake 

& Orientation 

5 

ASE—Progress 

Assessments 

New/Returning 

Student Intake 

& Orientation 

6 

ASE Program – 

TOPSpro 

Update Records 

DUE 

 

 

7 

8 

ASE Session V—wk.3 

 

ESL Session IV—wk.2 

9 

ASE-Progress Reports 

 Students 

 Teachers 

 Chairman 

 Principal 

10 

New/Returning 

Student Intake 

& Orientation 

11 

New/Returning 

Student Intake 

& Orientation 

12 

New/Returning 

Student Intake 

& Orientation  

 

ABE/ASE/ESL/Family 

Lit.  Staff In-Service  

13 

 

 

14 

15 16 

 

SPRING Break 

17 

 

SPRING Break 

18 

 

SPRING Break 

19 

 

SPRING Break 

20 

 

SPRING Break 

21 

22 23 

 

SPRING Break 

24 

 

SPRING Break 

25 

 

SPRING Break 

26 

 

SPRING Break 

27 

 

SPRING Break 

28 

29 

ASE Session V—wk.4 

 

ESL Session IV—wk.3 

30 31 

New/Returning 

Student Intake 

& Orientation 
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RAS –Assessment and Accountability Data-collection methods Calendar for April 2009 

Sun Mon Tue Wed Thu Fri Sat 

 

ASE Session V—wk.4 

 

ESL Session IV—wk.3 

  1 

New/Returning 

Student Intake 

& Orientation 

2 

New/Returning 

Student Intake 

& Orientation 

3 

 

 

4 

5 

ASE Session V—wk.5 

 

ESL Session IV—wk.4 

6 7 

New/Returning 

Student Intake 

& Orientation 

8 

New/Returning 

Student Intake 

& Orientation 

9 

New/Returning 

Student Intake 

& Orientation 

10 

 

 

11 

12 

ASE Session V—wk.6 

 

ESL Session IV—wk.5 

13      Off-Site 

CBET/Mentone – 

Progress 

Assessments 

14      Off-Site 

CBET/Judson –   

Progress 

Assessments 

New/Returning 

Student Intake 

& Orientation 

15      Off-Site 

Family Lit./Victoria –

Progress 

Assessments 

New/Returning 

Student Intake 

& Orientation 

16      Off-Site 

CBET/Lugonia – 

Prog. Assmnts. 

New/Returning 

Student Intake 

& Orientation 

ABE/ASE/ESL/Family 

Lit.  Staff In-Service  

17      Off-Site 

CBET & Fam.Lit. – 

TOPSpro 

Update Records 

& AAs DUE 

 

 

18 

19 

ASE Session VI—wk.1 

 

ESL Session IV—wk.6 

20      Off-Site 

ESL Progress Reports 

 Students 

 Teachers 

 Chairman 

 Principal 

21 

ASE—Progress 

Assessments 

22 

ASE—Progress 

Assessments 

23 

ASE—Progress 

Assessments 

24 

ASE Program – 

TOPSpro 

Update Records 

DUE 

25 

26 

ASE Session VI—wk.2 

 

ESL Session IV—wk.7 

27 

ESL—Prog. Assmnts – 

Advanced Level 

ASE-Progress Reports 

 Students 

 Teachers 

 Chairman 

 Principal 

28 

ESL—Progress 

Assessments – 

Intermediate 

Level 

29 

ESL—Progress 

Assessments – 

Beginning Level 

30 

ESL—Progress 

Assessments – 

Literacy Level 
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RAS –Assessment and Accountability Data-collection methods Calendar for May 2009 

Sun Mon Tue Wed Thu Fri Sat 

 

ASE Session VI—wk.2 

 

ESL Session IV—wk.7 

    1 

ESL Program – 

TOPSpro 

Update Records 

& AAs DUE 

2 

ESL—Progress 

Assessments – 

EL Civics 

3 

ASE Session VI—wk.3 

 

ESL Session V—wk.1 

4 

ESL-Progress Reports 

 Students 

 Teachers 

 Chairman 

 Principal 

5 6 7 8 

 

 

9 

10 

ASE Session VI—wk.4 

 

ESL Session V—wk.2 

11 

 

12 13 14 

ABE/ASE/ESL/Family 

Lit.  Staff In-Service  

 

15 

 

 

16 

17 

ASE Session VI—wk.5 

 

ESL Session V—wk.3 

18 19 20 21 

 

 

22 

 

 

23 

24 

ASE Session VI—wk.6 

 

ESL Session V—wk.4 

25 

 

HOLIDAY 

26      Off-Site 

CBET/Judson –   

Progress 

Assessments 

27      Off-Site 

Family Lit./Victoria –

Progress 

Assessments 

28      Off-Site 

CBET/Lugonia –

Progress 

Assessments 

29      Off-Site 

CBET/Mentone –

Progress 

Assessments 

CBET & Fam.Lit. – 

TOPSpro 

Update Records 

& AAs DUE 

30 

31 
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RAS –Assessment and Accountability Data-collection methods Calendar for June 2009 

Sun Mon Tue Wed Thu Fri Sat 

 

ASE Session VII-wk.1 

 

ESL Session V—wk.5 

1 

ABE/ASE—Progress 

Assessments 

CBET/FamLit-Reports 

 Students 

 Teachers 

 Chairman 

 Principal 

2 

ABE/ASE—Progress 

Assessments 

3 

ABE/ASE—Progress 

Assessments 

4 

ABE/ASE—Progress 

Assessments 

5 

ABE/ASE Program – 

TOPSpro 

Update Records 

DUE 

 

 

6 

7 

ASE Session VII-wk.2 

 

ESL Session V—wk.6 

8 

ASE-Progress Reports 

 Students 

 Teachers 

 Chairman 

 Principal 

9 10 11 

ABE/ASE/ESL/Family 

Lit.  Staff In-Service  

 

12 

ASE Graduation 

 

 

13 

14 

ESL Session V—wk.7 

15 

ESL—Progress 

Assessments –

Advanced Level 

16 

ESL—Progress 

Assessments – 

Intermediate 

Level 

17 

ESL—Progress 

Assessments – 

Beginning Level 

18 

ESL—Progress 

Assessments – 

Literacy Level 

19 

ESL Program – 

TOPSpro 

Update Records 

& AAs DUE 

20 

ESL—Progress 

Assessments – 

EL Civics 

21 

ESL Session V—wk.8 

22 

ESL Progress Reports 

 Students 

 Teachers 

 Chairman 

 Principal 

23 

 

24 

 

25 

ESL – End-of-Year 

Student Recognition 

Ceremony, AM & PM 

26 

 

 

27 

 

 

28 29 30     
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Appendix J cont. 

 

 
 

Open Ended Responses 
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Appendix K 

CASAS eTests®  Software Implementation Guidelines 

Phase One – Pre-Implementation: preparation, registration and ordering 

1. Order CASAS eTests® software from CASAS 

2. Order network connectivity equipment and lines from technical support division 

3. Order installation services from technical support division 

4. Appoint a strong coordinator from the institution who will have the overall responsibility and 

authority to carry out and monitor implementation of software 

5. Order any necessary hardware, such as PCs, printers, or servers, and install operating systems  

6. Agree an implementation date and ensure that all key personnel (IT admin, security, and 

operators) are available for the implementation 

7. Perform site readiness checks: 

a. Confirm that network connectivity is in place with all the required hardware and software 

readily available 

b. Confirm that the operating system is installed on computer hardware, and that CASAS 

eTests® software and security dongle have been received 

Phase Two – Implementation: pre-installation set-up, installation, and configuration 

1. Perform the pre-installation checks: 

a. Verify network connectivity & software 

b. Confirm that passwords are correct 

c. Confirm that security dongle is in place 

2. Install CASAS eTests® interface software:  

Step 2 

Step 1 

Step 3 

Step 4 

Step 5 

Step 6 

Step 7 
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Appendix K cont. 

a. Verify that all required software and passwords are available and install the CASAS 

eTests® software 

b. Confirm the installation by taking a practice test 

3. Perform post-installation activities: 

a. Do the checks specific to the student environment on an ad hoc basis 

b. Do the product-specific steps, as described in the application installation guide 

4. Getting Started: 

a. Conduct training of key personnel to ensure that each has the minimum knowledge 

necessary to operate and manage the newly installed system 

b. Contact CASAS Technical Support for help with the basic functionality of the system if 

necessary 

Phase Three – Post-Implementation: testing, live, future enhancements 

1. Testing: 

a. Use the test and training network to familiarize staff with the software 

b. Test back-office integration (data transfer to TOPSpro® if applicable) 

c. Configure the CASAS eTests® software to in-house requirements 

2. In-House Training: 

a. Continue with the training process in-house to develop new procedures and expertise 

3. Go Live: 

a. Go live by connecting the CASAS eTests® software to the live network 

b. This is undertaken when the integration and configuration is complete and staff are fully 

trained 
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4. Further Enhancements: 

a. Contact CASAS Technical Support for the latest software enhancements 

b. Create a mobile assessment lab 

c. Set-up off-sites with standalone or network installations that will synchronize with a 

master CASAS eTests® database 

 

Software Implementation Timeline 

 

Phase 
Phase One 

Pre-Implementation 

Phase Two 

Implementation    

Phase Three 

Post-Implementation  

Steps Steps 1 – 7 Steps 8 – 11 Steps 12 – 15 

 Preparation 
Registration 

& Ordering 

Pre-

Installation 

Set-up 

Installation & 

Configuration 
Testing Live 

Future 

Enhancements 

Timeline  
        

Days 5 days 5 days 5 days 5 days 5 days 
5 

days 
 

 

  Approximately -    30 - Implementation Days     (may vary depending on scale of project) 
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Abstract 
 

Reading is undeniably the most important educational tool a student must possess for 

success in today’s society. Through the years, the United States has been losing the real reading 

war — the war against illiteracy. Children who do not read by fourth grade subsequently have 

great difficulty in other subjects, and often end up being placed in special education, being 

retained in a grade, or drop out of school. The reasons some students struggle with reading are as 

varied as the students themselves. This study explored the link between teachers’ perception and 

student performance.  

A descriptive statistical research design was used to explore the relationship between 

teachers’ perception of student mastery of the fourth-grade reading standards and student 

performance on the Florida Comprehensive Assessment Test (FCAT). The sample population 

was fourth grade reading teachers from a rural north Florida county. The teachers completed the 

Teacher Instructional Survey measuring their attitude toward their students’ mastery of the 

fourth-grade reading standards. Information on student performance was collected from the 318 

fourth-grade students’ FCAT reading scores. The Spearman’s rho correlation coefficients were 

used to test the strength of the relationship between teacher perception of student mastery of 

reading standards and student performance on the FCAT.  

The results revealed that teachers had high perception of their student’s mastery of the 

reading standards although; the majority of the students’ reading scores were below the reading 

proficiency. No statistically significant relationship was found between the teacher perception 

and student performance.  

I will present detailed, current information about the reading level performance of 

minority children in public elementary schools and explore strategies that can be implemented in  
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classrooms, schools, and school districts across the nation to improve their educational 

experiences. No single approach will meet the needs of all students who have reading difficulties 

therefore; I will discuss four factors that place a child at risk for reading and academic failure: 

lack of parental reading involvement, ability grouping, inadequate critical thinking skills, and 

minimum quality teacher professional development. The presentation will include a group 

activity: brainstorming scenarios and a question and answer session to give attendees the 

opportunity to inquire about useful strategies that address the specific challenges they face in 

winning the reading war. 
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Abstract 

This paper is a preliminary analysis and report on themes shared by research participants 
who responded to questions about their experiences of language use in schooling and 
other educational settings. Interviews and focus groups were held with Aboriginal and 
non-Aboriginal educators of Aboriginal students in English learning settings. The 
research was part of a larger exploratory project (Creating partnerships between 
Aboriginal and SESD/TESL/EAL educators for Aboriginal student success across 
languages and Lifeworlds) concerning the contribution of heritage language to the 
academic and life world success of Aboriginal students funded by Canada Social Science 
and Humanities Research Council (2006-2009). The objectives of the research project 
were to raise awareness about the role of heritage language in formal English language 
development, and cultivate networking opportunities for research partnerships in this 
important area of educational concern. Responses indicated an emerging understanding 
of the effects of lived histories of schooling experiences of Aboriginal individuals 
contextualized into contemporary life stories as post secondary students, as well as the 
way educators understood the implications of their own stories in post secondary teaching 
and learning with Aboriginal students. This early look at the data suggests that these 
findings can inform teacher education, adult education of Aboriginal students, and faculty 
development to include Aboriginal perspectives, socio-historic learning experiences of 
Canadian students inclusive of both Aboriginal and non-Aboriginal. Furthermore, the 
development of a de-colonizing, internal dialogue which precedes the process of 
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recognizing, reclaiming and revitalizing competencies based in some cases on historically 
outlawed, and unsupported bilingual and bicultural academic development is suggested. 
 
Background to the Paper 

This paper the culmination of a research project that included a literature review, 
data gathered from interviews and focus groups in 2008 with supporters in British 
Columbia, Manitoba, Canada, and Minnesota, USA. An interview guide of ten questions 
was presented in each data gathering site and responses were recorded through field notes 
and audio recording devices. The sampling included Aboriginal and non-Aboriginal 
educators of English as an additional language (EAL), Standard English as a Second 
Dialect (SESD) or academic English language learning. Three focus groups of Aboriginal 
educators/participants were gathered in Manitoba: international aboriginal conference 
setting (8 female and 5 male), urban educators (8 female), and rural educators (1 male 
and 4 female; in British Columbia there was a focus group (2 male), and individual 
interviews (2 male and 4 female), and one female was interviewed at a traditional 
Aboriginal gathering across the border from Manitoba. In addition, ongoing dialogue and 
sharing occurred between the co-researchers to discuss emerging themes and issues to 
deepen and/or clarify our understanding of them.  Preliminary findings included an 
interesting range of themes. These findings are summed up from the narratives of the 
educators.  

A unique understanding that emerged from the Aboriginal educators’ stories was 
that positive identification and cultural/social connections to their Aboriginal ancestries 
was critical to engaging in meaningful collaboration with themselves and their students 
and they often found themselves challenging assimilation, colonization, and alienating 
practices. Their lived histories reflected the cultural/linguistic threat by mainstream 
expansion of Euro-English life ways and dominance. Non-Aboriginal educators tended to 
recognize that their own education and training did not include Aboriginal perspectives 
and thus it became a challenging opportunity for them to understand Aboriginal student 
experiences.  

A selection of themes and stories were gleaned for the purpose of this paper to 
highlight the importance of how our stories are intertwined into lives: past, present, and 
future. We cannot go forward in our full potential without knowing the past that may 
have hindered bi-cultural development. First, a discussion of situating stories is outlined, 
followed by a discussion on the co-researcher’s conceptual framework as transformers, 
next come the glimpses of narratives of educators (all we can offer are glimpses as we all 
live fully embodied lives that cannot be captured in a paper), then a discussion of a model 
of The Zone of Aboriginal Education that Marlene developed, followed by concluding 
remarks. 

 
Situating Stories 

The situating stories which centre this paper illustrate that the initial development 
of a way of talking about, a discourse, recognizing, reclaiming, and revitalizing (Smith, 
1999) aspects of experience, is highly subjective and personal. The development of such 
a discourse, was conceived as a model of a dialogue in a zone of Aboriginal education 
(Atleo, 2001), where Indigenous heritage and Euro-heritage worldviews interface in 
Canada education historically, and today. It is in knowing how these stories are 
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intertwined into the larger narrative of Aboriginal-Canadian socio-historic experiences 
we suggest that they are linked to the findings from the research project.   
 

Walking and talking with the transformers: Coyote, Raven, Rabbit. 
As co-investigators (Atleo, 2001, 2008; Fitznor, 2002, 2005) in such a broadened 

conceptual framework, we bring our embodied knowledges, experiences, and processes 
as members of Aboriginal and academic communities of practice into the research to 
reflectively and respectfully handle the embodied knowledge, experience and process of 
our research participants. This framework has the potential to map the bicultural shifts of 
participants as they move between cultural logics to maintain their personal integrity. 
Such shifts across contexts, is expected in traditional Nuu-chah-nulth and Cree cultures 
(E. R. Atleo, 2004; M. R. Atleo, 2001; L. Fitznor, 1998) and such stories expressly deal 
with what are typified as transformation. In popular culture too, Aboriginal culture heroes 
continue to teach through their self transformation: Wylie the Coyote is forever trying to 
catch the elusive Roadrunner; while Bugs Bunny Brair Rabbit of old eludes Elmer Fudd, 
Wesakachak dominate Cree narratives of transformation into and between spiritual and 
material existence and can change into any material form for our learning, (and Raven 
sits in the halls of the Vancouver Airport, YVR, the first and last image visitors to British 
Columbia see). These Tricksters are teaching the transformational tales of Turtle Island. 
This investigation is one in which the authors (Atleo & Fitznor) are also engaged in a 
dialogue that frames this research with a growing literature about how Indigenous and 
minority education and practice differentially construct citizens in community. Such is 
the exploratory discourse that frames the research project.  

Aboriginal educators, as Fitznor (2002) and Atleo (2004) have recognized and 
documented, have learned to rekindle their stories, their languages, and their worldviews 
to begin a process of reclamation. We have found little research in this area. However, as 
researchers we are aware that we can recognize and respect the type of activity 
Aboriginal educators have spoken of in part because of our experiences with culture and 
language.  Working in Aboriginal education then requires us to find ways to stand up to 
the oppression and practice of heritage in spite of the attempts made to suppress the 
sources of Aboriginal knowledges. This has occurred, first, amongst Aboriginal educators 
in community and with their elders and experts and then between Aboriginal community 
educators and non-Aboriginal language communities and experts. Aboriginal educators 
have stood in the gap and developed themselves to be cultural bridges as their personal 
and professional development translates The heart of this study draws on that ability of 
multi-competence as a theory of language knowledge (Hall, Cheng, & Carlson, 2006) 
that heralds a new perspective of literacies.  A perspective that challenges assumptions 
that first and second language learners are two distinct systems; that there is a qualitative 
difference in competence between multi and mono competence, and that across speakers 
and context there is language homogeneity (Hall, Cheng, & Carleson, 2006). Such a 
perspective suggests that Aboriginal and non-Aboriginal teachers and learners can engage 
in dialogic communication that highlights use of various Englishes that do exist and the 
continued necessity for code-switching in its multiple linguistic and socio-cultural senses 
to make meaning and success for Aboriginal students without forsaking their Aboriginal 
heritages. 
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From these conversations we note that there were issues related to how they 
understood the dynamics of their experiences whether it was from an Aboriginal 
perspective of from the perspective of non-Aboriginal educators whose teaching 
including post secondary Aboriginal learning settings using the English language as a 
mode of instruction.  

 
Glimpses of Personal Narratives/Life stories  
Herein, is but a glimpse of three narratives of Aboriginal people who strived to 

ground their academic career in Aboriginal/Indigenous epistemologies from their 
respective community, and cultural/linguistic knowledges reclaimed from mainstream 
dominance to foreground their lifework. Two of the stories emerge from the co-
investigators (Marlene and Laara), and one from another colleague and spouse of 
Marlene (Richard) whose story is relevant due to the shared history of reclaiming 
Aboriginal/Indigenous life ways in education. Here we learn about experiences of 
language in schooling and other educational settings and the sense of cultural/linguistic 
dismemberment that accompanied mainstream dominance and the subsequent process of 
reclaiming our past while negotiating our spaces in post secondary learning.  
 

Marlene (?eh ?eh naa tuu kwiss)  
In the spirit of this dialogue, I include myself. My current Nuu-chah-nulth name is 

?eh ?eh naa tuu kwiss, a person that can say the same thing in many different ways. I am 
legally, by training, initiation, belonging, self-identification orientation, and procreation 
but not heritage, a member of a First Nation. I was an immigrant to Canada as a 3 year 
old child after WWII and then as a teenager at marriage into the Nuu-chah-nulth 
community of the Ahousaht First Nation and the more formal designation of Status 
Indian under the Indian Act. A study of terms by which I am addressed indicates the 
multidimensionality of my identity (Atleo, 2008). 

As an immigrant to Canada from Germany, my first direct, remembered 
experiences of alienation was when I was labelled as a “DP” (displaced person) or “Nazi” 
when I spoke German in southern Ontario. I lost the umlaud (the dots over the vowel) in 
my name which publicly branded me as “German” when I landed in Canada: Fülber 
became Fulber. At school there was no assistance with academic and cultural integration. 
I physically shrank into my seat with the rest of the class when the National Film Board 
presentations in social studies depicted German fighter planes strafing helpless English 
citizens. I brought home the high anxiety of such sessions. At home I experienced the 
counter narrative that provided me an orientation to the subjectivities of my parents: my 
mother a 16 year old conscript into the HitlerYouth and my father, a socialist, had spent 
his young adulthood in Canadian Prisoner of War Camps as a non-political Enemy Alien. 
The Canadian identities of my immigrant parents were shaped by war and their alienated 
relationship to Canadian history and citizens. My academic development required a level 
of self objectification for sheer survival as an involuntary minority (Ogbu, 1994) in which 
“DPs” were not welcomed by teachers or students. I had been cut off from my own 
heritage and language by a decision by my parents to immigrate. My personal 
development surrounded by family, a German community, friends, and regular contact 
with heritage customs and extended family allowed me to remember my own history at a 
personal and public level. I could actively work to integrate the two in a strategy of 
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selective or additive adaptation (Gibson, 1997). I learned to speak English without an 
accent in primary school. I would occasionally attend German school on Saturdays when 
there was opportunity. I read historical novels voraciously to discover how life was for 
other others across cultures and time. Because of my felt experience in school, I knew I 
was not really a part of the normative Anglo, English speaking “us” of Canadian society. 

When I married, it was to a man who as a child experienced acrimonious issues 
related to Indian residential school with its aims of assimilation that meant devastation 
for those who were subjected to various forms of abuse. He majored in English at the 
university. We could recognize promise in each others’ other. When I moved to Ahousaht 
with my partner, I crossed another cultural threshold to become a voluntary immigrant 
(Ogbu, 1994). This crossing was welcomed and supported, even with his male family 
members who chastised me occasionally if I did not comply with community gender 
norms. However, the Elder women of the community were socially, emotionally and 
personally supportive and often culturally directive to help me fit in. I was a relation, 
albeit a naïve, socially inept childlike relation. I was socially and emotionally welcomed 
as a family member, situated as the wife and mother of relatives. My induction into 
community and participation into social life ways was from the perspective of being in 
relationship and with the potential of achieving cultural competence in my complex of 
roles. No one tried to convert me. While there were activities in which I had little skill, 
my skill levels were accepted and expected to increase. I was treated with respect if 
consternation at times (Atleo, 2001). 

Nuu-chah-nulth was spoken in the extended family where we lived initially and at 
public community gatherings. I felt comfortable with another language being spoken 
because that had been my childhood experience. Nuu-chah-nulth is phonemically similar 
to German, consequently at an embodied level I felt comfortable and open to learning to 
understand and minimally speak the language over time. There were no demands made to 
learn the language but there was an inclusive air about language exploration and 
experimentation. Some people with relatives in the United States still spoke Chinook at 
times. Over decades of community participation, my language skills are centered within 
the experiences I had of childrearing, education, food gathering, feasting, pot latching and 
governance. There were no exams, no social censure if I failed. [Bringing a portion of 
who I am helps situate the framework that I developed to understand the Zone.] 
 

Richard (Umeek) 
His Nuu-chah-nulth name is Umeek. He was 7 years old; just arrived; small, alone, 
afraid; standing on the gravel playground behind the residential school. He spied his 
cousin, "Wai (Relation)!" he called. His cousin's face clouded over with fear and anger as 
he covered his lips with his finger. DON'T! He signalled his young relative. The window 
above them flew open, "English, only English is spoken here!" a fat white face growled. 
He was silenced. (personal communication, Umeek (E.R. Atleo), June 2008)  
As a developing social person, he had his first lesson in suppression of the expressive 
demonstration of his cultural competence as indigenous language speaker. At a 
neurological level, he would suppress those systems of linguistic competence that he had 
achieved in those first years. Alone, in a system of negative re-enforcement, he would 
learn another language that alienated him from his body, his territory, his heritage and 
himself. It would take him many years of self-alienation in the environment structured by 
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English to reconnect to the embodiments of his early years and heritage before he could 
come Home to his language and to himself.   As a hereditary chief and an Aboriginal 
educator, it was a matter of social justice to sort these distances, reduce or eliminate them 
as a legacy for next generations through his extensions of oral tradition, his storywork, 
the mamook (work) for his community (E.R. Atleo, 2004). A small part of his story is 
shared and his heritage truth that was disrespected is aching to surface from under those 
places layered with policy-driven determination to make Us into Them.  
  

Laara (Missisak) 
My maternal grandfather gifted me the name ‘Missisak’ when I was a toddler. The name 
means horsefly and metaphorically that is what I’ve been to educational institutions – a 
fly, a bug…bugging people to listen and to take notice of Aboriginal perspectives. I 
understood the underlying layers of Eurocentric folds that covered the truth about the 
schooling of Aboriginal children. I did not attend an Indian residential school yet my 
being suffered much the same fate because of the imposition of mainstream values on our 
bodies as young Aboriginal children. Let me share one story that speaks to the 
suppression of my Cree heritage, language, and culture: I remember it as if it happened 
yesterday. I was one of four girls who were instructed by the local Anglican missionary 
on a lesson on cooking and setting a table. (These lessons were programmed as if we did 
not learn about cooking and setting tables at home or perhaps it was done because it was 
determined that we were not doing it the “proper” way?) We were participating in a 'girl's 
auxiliary' program where the missionary led us in a number of different activities. It was 
the final day and my cousin and I were teamed up to compete for the best laid table and 
prepared food. As we were setting out our plates and placing the food into the plates, my 
cousin and I started to chat with each other in our Cree language as we were working. (I 
don't recall if the other girls were doing the same but what happened next stayed etched 
in my memory to this day and as I recall that day vividly I still burn deep inside from the 
hot iron of denigrating our language- our identity.) The missionary was coming around 
the corner from the kitchen area to the dining room when she overheard us speaking our 
tongue. She immediately announced that we lost the competition just because we spoke 
our language. I remembered the other girls giggled (probably with delight because they 
won even if by default). I don't recall if we were informed earlier that we were not 
allowed to speak our Cree language and I found it odd that we lost the competition 
because of that. I thought that we had a decent meal prepared and table well set. I do 
remember feeling the heat of embarrassment from feeling as if we did something wrong. 
I felt very unsettled about the experience. Over the years in my schooling and from my 
involvement in the various activities of the church, there were to be  many more instances 
of being told that English was the norm, our Cree language was NOT TO BE SPOKEN.  
Considering my experiences in the church activities as an English only domain, my Cree 
heritage, language and culture was further suppressed  by my schooling: I attended a 
mainstream school, first in a one-room school house, then in my third grade I attended 
school in a different building that had at least four class rooms. I remember the "different 
world" we encountered when we went to school. It felt so alien and different from that we 
learned at home. Our Cree ways and language were definitely not reflected in the school 
system. In fact, we were not allowed to speak our language. If and when we dared to 
speak our language, we were punished by being scolded or through the withholding of 
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rewards. In spite of many incidents that served to alienate me (acts of racism and 
stereotyping), I remember that I enjoyed learning new things. I had white teachers who 
were clearly racist and I had white teachers who were supportive and open although they 
still taught from mainstream values and perspectives (Fitznor, 2002). It is so critical to 
understand that what we experience as children and what we are told to value or not 
value, whether it was taught explicitly or implicitly, haunts the hallways of our minds, 
hearts, spirit and bodies so that we are constantly finding ways to heal and honour 
that which was disrespected by oppressive policies and people too eager to enact them. 
Today, I do not speak my language with proficiency although I understand it. It is my 
contention that I should have been able to speak both Cree and English with equal 
proficiency – and not have to forsake the Cree for English. Having our individual stories 
authentically mirrored back to us in positive social settings and understanding our 
collective stories are like the narrative medicine that Mehl-Medona (2007) refers to in 
using stories in the healing process to learn to dialogue with the disease that is part of our 
lives. For us it is an understanding of what has transpired historically for Aboriginal 
students, is a way to see the power of a story in order to tell about our experiences for the 
positive Indigenous growth and development of our lives. As  Mehl-Medona indicated 
we can then we refer to our narrative stories to hear the healing wisdom of the past for 
our present and future wellbeing.  
 

Aboriginal Educators Narratives 
The participants in the focus groups were able to speak to each other about their 

losses, competencies, stories and work to promote the educational achievement of 
Aboriginal youth.  The interviewees spoke so these same issues in depth in a personal 
manner. In this first look at their sharings we reflect on aspects of themes that arose: 
language use or were kindled. Three areas stand out in the stories of the participants: 1) 
their keen sense of self in cultural transformations that is their ability to conserve 
themselves across contexts, 2) their ability to create space in mainstream institutions 
through their use of English, and 3) their ability to speak in a culturally appropriate 
manner in the context in which they found themselves. 

The circle sharing data exemplified foremost the manner in which Aboriginal 
Educators situated themselves with respect to Aboriginal and professional identity in a 
manner to maintain integrity and continuity of culture and self. The modeling of this 
ability over time is an invaluable skill. Such modeling requires a cultural context in 
which to develop. Organization in which Aboriginal educators can work together such as 
the Circle of Aboriginal Educators of Manitoba (Fitznor, 2002), and other organizations 
can provide a framework in which to maintain orientation. By listening to the stories, the 
individuals strive to find balance in their lives and find ways to express their Indigenous 
selves authentically without losing out to the English languaged systems that they operate 
under.  Indigenous storywork (Archibald, 1997, 2008; Atleo 2001) provides the Elder 
models for Aboriginal people to move across cultural spaces (i.e., justice systems, 
learning systems). A storywork process (Archibald, 1997, 2008) articulates a framework 
(Atleo, 2001) in which to acknowledge the socio-historical complexities of the Zone of 
Aboriginal Education (Atleo, 2006) in which Aboriginal people have been required to 
navigate, orienteer, phenomenologically (Atleo, 2001) because their language and 
culture, their semantic starting point, has been denied them. As the worldviews of 
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Aboriginal educators are evoked in mutual interaction such as the sharing circles of this 
study, the discussions become an amplified and accessible of evidence of learning that 
transcends structures of language and culture, "catches fire", kindling in the bio-
neurological sense (Hargreaves, 2007).  The more the bi-cultural the shifting between 
worldviews (dialectic) of these high functioning educators, the clearer it was that they 
were highly motivated by the acknowledgment of the value of this ability.  
The resultant transcendent linguistic and semantic structures permit a blending (Atleo, 
2001) that is innovative and creates new ways of being, thinking and learning that 
transcend strict English semantics to create pragmatic places to survive and thrive based 
on communicative needs. This is consistent with the historiographical work pursued by 
Nerlich & Clarke (1999) about how concepts are blended or integrated in cross 
perspective interaction. They maintain that figures of speech (metaphor, metonymy and 
synecdoche) are universal procedures or strategies that result in give rise to multiple 
meanings (polysemy) historically, structure meaning change synchronically to allow 
adult speakers to vary word meaning contextually, and make it possible for children to 
convey meaning with a very restricted use of lexical items" (Nerlich & Clarke, 1999:7).  
 Each of these strategies permits cultural competency through semantics. For 
example, metonymy is "cost effective" as it permits shortening of the idea (e.g., The 
kettle is boiling vs. The water in the kettle is boiling). Metaphor is a mental way of 
sensing the world with language, sensing connections. Articulating the parts for the 
whole (technically called synecdoche) provides connections between categories such as 
class inclusion as for example all my relations. Facility with these aspects of language, 
permit Aboriginal educators to move in and out of local contexts to restructure meaning 
and facilitate change. Moving between language systems requires content knowledge that 
will freely allow the underlying structures of these semantic and cognitive procedures to 
develop new linguistic combinations to provide pragmatic spaces in which to live. Some 
of the stories shared revealed an interesting cadre of linguistic expressions that reflected 
the diverse ways of using the English language to sound the Aboriginal/Indigenous 
vernaculars of thinking and speaking about how we interacted, interpreted policies 
between students and educators, how learning experiences were experienced etc. The 
language processes of relying on the exclusive use of the English language did not seem 
to suppress the storyways of being in the body feelings of difference as an Aboriginal 
educator. Combining the concept of kindling and figurative speech processes provide 
insight into how the code-switching between language communities and institutions may 
be operative. 

The process of "kindling" is also encountered in studies of neuroplacticity and 
learning (Hargreaves, 2007) and may be implicated in collaborative, experiential and 
situated learning beyond internalized language structures. From this we can see that a 
semantic language base from which to begin is necessary for kindling to be activated. 
Otherwise there would be technical and pragmatic apraxia as suggested occurs at the 
group level in Aboriginal - non-Aboriginal relations by Neal (1992) in which there is a 
neurological break in the ability to communicate. Such theorizing around the expressed 
experiences of Aboriginal educators permits a deeper understanding of participant 
processes and experiences as they talk about and provide rationale for their own language 
processes, the use of Aboriginal Englishes over their histories and educational 
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development, in the pursuit of social justice through the success of Aboriginal students in 
the formal education system. 
 

NNoonn  AAbboorriiggiinnaall  EEnngglliisshh  LLaanngguuaaggee  EEdduuccaattoorrss  NNaarrrraattiivvee  
The Non-Aboriginal Educators presented  common themes in their discussion 

about Aboriginal English speakers in their post secondary classrooms: For example, a) 
students presented strong cultural ties, b) students tended to spoke in circular narrative 
logic, mastering linear essay logic with great difficulty, c) educators felt that they needed 
to help them to assimilate (the way they or they ancestors “had to”), d) educators felt that 
letting the students work at their own pace was helpful (even if it took much longer to 
finish), and e) felt that while Aboriginal students used English words they were not really 
speaking English – in other words, they were speaking ‘Aboriginal English’.  Non-
Aboriginal educators began to realize that they needed to deconstruct the way that they 
were taught and the challenge of decolonizing themselves while in the process of 
understanding how lived histories of Aboriginal students impacted how they used the 
mode of English language for teaching and learning. Non-Aboriginal educators 
recognized that their own education and training did not include Aboriginal perspectives 
and thus it became a challenging opportunity for them to understand Aboriginal student 
experiences.  
 
The Zone of Aboriginal Education: Contested space organized by Standard English 
literacy 

Struggling with the standardization of English in ways that precludes and denies 
bi-cultural functioning was one of the themes expressed by the participants and how they 
worked to mitigate the negative effects of same. The Zone of Aboriginal Education 
(Atleo, 2006) provides a systems model in which to interrogate the strategies of 
homogenization of linguistic and cultural diversity of an English which serves to 
standardize and discipline the entire formal education system (Shumway & Dionne, 
2002).  

In Canada, this standardization has been developed into a regulatory framework 
for maintaining educational and professional English standards ostensibly for immigrant 
citizenship development. It has been developed by the Teachers of English as Second 
Language (TESL) practitioners of Canada and their partners (Canadian Language 
Benchmarks, 2008) that have not formally included the Aboriginal language 
communities. Such interrogations are expected to illuminate ways in which linguistic 
diversity is maintained within and between cultural places which the nation state has used 
to maintain the tenets of modernity; how such storywork serves to maintain community 
and permit movement between communities through a code-switching process of which 
permits self translation across linguistic and social boundaries/groups.  Code-switching 
then becomes a means of maintaining personal and social integrity across multiple 
communities of participation and practice and identities.  

The reports of the erosion of linguistic and cultural diversity that brings with it 
personal and social psychological losses aims to look at the duality of Aboriginal loss: 
language and the personal and social psychology.   Both focus group participants and 
interviewees could recognize themselves in the process of code-switching as they moved 
between language communities. They were very self conscious about going home to 

2010 HICE Proceedings - Page 638



family, community, local schools and how they were expected to use “schooled” 
language and how they reverted to local codes to feel more at home.  Alienation was a 
concept that came with using the non-heritage language. The act of suppressing code-
switching and not recognizing multiple codes that can exist in one body may be 
problematic for Canadians distanced from their heritage languages and in particular for 
Aboriginal students. 

The work of Cummins (1991, 1994) and Hornberger (2009) point to important 
reasons for providing support for heritage language to produce multilingual competence 
in schooling. Cummin (1991, 1994) makes the distinction between additive and 
subtractive bilingualism in which the first permits conceptual development from the first 
language to support second language development and the second in which the new 
language is added at the expense of the heritage language. Multilingual competence is 
then seen as a means to success in schooling. Hornberger’s work with minority 
populations especially indigenous points to the need for additive solutions in policy and 
practice language learning. She (2009) identifies “10 Certainties” by which policies and 
practices which support additive solutions can support Indigenous academic participation 
by: 1) creating ideological spaces, 2) requiring local agents to react positively or 
negatively to such initiatives, 3) requiring accountability for power relations, 4)  
instantiating linguistic and sociocultural histories and goals contextually, 5) supports co 
development of language status and a language corpus, 6) supports going beyond mere 
written and spoken language, 7) fostering language transfer and literacy development 
along receptive-productive, oral – written, L1-L2 dimensions and across modalities, 8) 
developing voices that claim the local, 9) providing choices for self affirmation, and 10) 
permitting the negotiation of spaces in which to live where there has been little to no 
lifeworld to inhabit. The work of Cummins and Hornberger suggest that there can be a 
losing of Aboriginal desire for heritage language that could enhance English language 
learning and competence in schooling.  

The Zone of Aboriginal Education then is a model to understand an interface 
between an Aboriginal/First Nations/Métis/Inuit/Indigenous heritages and a settler Euro 
heritage (See graphic). In this zone of power and contradiction the dialectic of the 
colonial project obscures the control of the state and the resistance of culture (Haig-
Brown, 1995).  During early settlement, Aboriginal people taught settlers how to survive 
in the many local climates and context that were strange to the new comers.  

 Consequently, Chapman begins the Chronology of Adult Education (2004) in 
Canada with Aboriginal residence assisting re-locating colonists with knowledge of local 
geography, climate, housing methods, transportation, and general survival skills. As such 
colonists achieved numeric, social, legal ascendance; with the memory of such 
participation lost to settlers.  Without the memory of such early participation, it was easy 
to lose the moral dimension of participation of Aboriginal people in Canadian society and 
hence their inherent human rights in that society.  While, historically, social and 
educational policy demanded assimilation (Atleo, 2001), more recently there has been 
accommodation of Indigenous Knowledge and Aboriginal content through its integration 
into curriculum.  Institutional control of the process makes individual searches for 
grounding problematic at best difficult at least for the development of personal and 
community identities and the integration of spiritual principles.   
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The vertically integrative demands of heritage is a deep project that begins with 
acknowledgement of differences in worldviews and then expands and delineates those 
worldviews through time and space and families and peoples to create unique lifeworld 
(Habermas, 1971) realities.  It is through the understanding of these deep lifeworld 
structures and processes that individuals can develop and function across cultural 
boundaries while maintaining personal integrity.  For human rights education it becomes 
clear that assimilative and accommodative approaches are inadequate and that a 
dialogical approach is required for individuals who come from a range of Aboriginal 
heritages to be met in a manner that will allow them to develop their personal, social, 
cultural and spiritual identities.   

Social justice demands that there is room for the negotiation of spaces in which to 
live (Atleo & Atleo, 1997).  This becomes a major challenge for policy makers, teachers, 
and administrators that may be aided by maintaining the “studied ambivalence” (Lather, 
1991) that is required to permit Aboriginal people to claim and grow in their human 
rights as Canadian citizens and of the world and systematically reverse the spirit of de-
legitimation (Goddard, 1997). 
Figure 1: The Zone of Aboriginal Education – A Storywork Model 

 
 
The Zone of Aboriginal Education becomes a space for the creation of social justice and 
meaning making as we move from assimilationist and accommodationist models of social 
production to a dialogic, negotiated model of social justice. A constructivist model of 
social justice requires the recognition of divergent worldviews, languages, heritages, oral 
traditions, cultural ideologies, institutions and their origins, technologies, territorial 
claims, epistemological and ontological understandings.  There is much to negotiate, 
there is much work to be done.  There is much storywork to be done in the process of 
social justice through a value of diversity and divergence in Zones of Aboriginal 
Education in Canada today. 
 
Conclusion 

In a non-partisan gesture in 2008, Stephen Harper, the Prime Minister of Canada 
extended his apology to Canadian Aboriginal people for the damage the Indian policies 
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wrought on Indigenous peoples of Canada. The centerpiece of his statement was the 
acknowledgement that the future of Aboriginal people was based in Aboriginal culture 
and language. While the apology was focused on Residential School survivors the sense 
was that the real audience needed to be all Aboriginal people not just the residential 
school attendees. The apology to extend to other areas of loss, consonant with the scope 
prescribed by the United Church to their congregations to “live as if the apology were 
accepted” (United Church of Canada, 2008).   

According to preliminary sharings of Aboriginal educators reported here on the 
praxis of Aboriginal educators in the Zone of Aboriginal Education, the apraxia (Neal, 
1992) of the last 500 years can begin to be understood as disruptions of semantic 
development of Aboriginal experience and processes that require a code switching 
strategy to preserve the personal and social integrity of Aboriginal individuals across 
semantic spaces and places. The development of strategies that provide personal social 
psychological coherence and integrity may be seen as an adaptive practice that provides 
narrative coherence that is not only a hedge against suicide (Chandler & Lalonde, 2002) 
but a means to linguistically deal with the pragmatics of social change and technological 
development that supports mental health and wellness  (Chandler, 2000). 

Aboriginal educators can recognize and articulate their strategies of success when 
they speak about how issues of heritage language have affected them in their lifetime. 
These details foreground the manner in which they conserve their identity, at the level of 
the body. These educators described the definitional and physiological dialectic with 
which they navigate the zone of Aboriginal education with code switching between 
perspectives, contexts and worldviews. They described in detail translating themselves 
across frontiers of Canadian education at a very high cost to recreate and reclaim value 
for new generations of Aboriginal students.  

Educational storywork through narratives and shared stories becomes a means to 
create psychosocial spaces in which to participate in the larger society that leaves them 
with integrity. Getting a handle on our collectives stories have the richness of lived 
histories understood for their epistemological knowledges production and acquisition for 
generations to come. Finally, there is room to co-exist and negotiate our differences in a 
respectful, reciprocal, responsible, and relevant way (Kirkness, V. & Barnhardt, R, 1991).  

This preliminary examination of the sharings /data of this project has provided 
some examples of how Aboriginal educators deal with localized Englishes, understand 
themselves in the context of code-shifting and use their multicompetence of language 
knowledge and disciplinary content knowledge in these areas to promote understanding 
in their practices with both Aboriginal and non-Aboriginal colleagues, community 
members, and students. The promise is to increase our knowledge about how Aboriginal 
educators build pragmatic and semantic bridges between their students, local community 
and schooled spaces to model academic excellence while articulating the cultural spaces 
and places in which they remain grounded.  

These findings also point the way to more specific research in the area of 
semantic development and usage in the Zone of Aboriginal Education to promote 
Aboriginal student success. Research is required to understand which local cultural and 
academic ways of knowing are not antithetical but bridged through the work of these 
Elders in Education. Another question must be: how is Aboriginal education different 
from immigrant education? How are Canadian Benchmarks applied, adapted and used in 
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local contexts and are they used with Aboriginal populations? How high is the psycho-
biosocial cost of first language suppression to individuals and nations? Aboriginal 
educators are living bridges to span the linguistic and semantic developmental gap that 
has developed in Canadian schooling. In this project their sharings allow us to begin to 
develop the beginning of a dialogue to deal with this challenge for a dynamic future for 
us all. 
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Abstract: The United States is in the midst of a nursing shortage that is 

expected to intensify as baby boomers age and the need for health 
care grows. Compounding the problem is the fact that nursing 
colleges and universities across the country are struggling to 
expand enrollment levels to meet the rising demand for nursing 
care. The American Association of Colleges of Nursing (AACN) 
has expressed concern about the shortage and is developing a 
strategy to address it. The labor market for registered nurses (RNs) 
is projected to have an increased demand. The shortage is going to 
continue because of the budget cuts that are presently occurring. 
During the current financial crisis, RN employment increased with 
hope that the nursing shortage will end. The existing economic 
calamity has decreased the ability of healthcare organizations to 
fund new graduate programs for orientation. This situation has also 
complicated the nursing shortage. Without nursing education 
accommodation to increase, future nurse labor market 
disproportion will continue. Not only is there a nursing labor 
shortage, but also there is a shortage of nursing faculty to prepare 
future nurses for the labor market. A solution is to utilize the 
distance education model. Under this type of instructional model, 
nurses can be taught in remote areas where traditional nursing 
schools are not available. The model will also accommodate 
prospective students who have lifestyle challenges that prevent 
them from enrolling in an on campus format. 
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Abstract 
 

This study aims to look at one way of controlling private talk that still facilitates 
education, with students’ continuing attendance in class. To this end, the most effective 
way to make students sit in classroom seats is examined. Also, group constituents are 
explored for effective seating configuration since a good group formation may facilitate 
both pre-class preparation and post-class reviews in association with the relationships 
of friends in groups. It has been reported that incorporation of group work on a 
preplanned topic permitted an active atmosphere with students’ high willingness to 
learn, which was not observed in regular class work. In addition, the existence of this 
group found a favorable effect on reviews after class. Thus, the subject includes 
provision of an environment where students can discuss problems in class management. 
The purpose of this study is to make a set of proposals of group formation to heighten 
the effect of education by incorporating a projective study of preferences in friendship. It 
also aims to verify the effectiveness of four proposed groupings by comparing them 
through actual school records and a questionnaire survey. 

 
key words: Network structure, Structural equation model, Student types 

 

 

1 Introduction 
 A ‘questionnaire on university education practice’ conducted by the Education 
Issues Committee of Japan Scientists Association from January to March of 1981 
reported that more than 90％ of private university students had private talk, did side 
work, or dozed off during class.  University educators are concerned about the 
difficulty of class management because of students’ uncontrollable private talk. 
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  To curb private talk, teachers’ warnings may seem to be effective. However, they may 
not be effective enough to reduce the amount of talk. The easiest way to reduce private 
talk is to make close friends sit apart, since private talk is apparent when close friends 
sit next to each other. Too much attention to controlling private talk, however, may 
result in fewer students attending the class because of their disinterest. The goals of the 
class, then, cannot be fulfilled if there is such a drawback. 
  This study aims to look at one way of controlling private talk that still facilitates 
education, with students’ continuing attendance in class. To this end, the most effective 
way to make students sit in classroom seats is examined. 
  The purpose of this study is to make a set of proposals of group formation to heighten 
the effect of education by incorporating a projective study of preferences in friendship. 
It also aims to verify the effectiveness of four proposed groupings by comparing them 
through actual school records and a questionnaire survey. 
 

2 Method 

2.1 Data Outline 
  The survey participants were first-year students of four classes comprising 50 each 
enrolled in ‘Foundations of Computer ScienceⅠ&Ⅱ’ of S University. ‘Foundations of 
Computer ScienceⅠ&Ⅱ’ was a required subject of the Faculty of Commercial Science. 
With its attendance rate higher than that of other classes, the class seemed appropriate for a 
time-series study of communication relationships in class. Mechanical division of students 
by their registration number in ‘Foundations of Computer ScienceⅠ&Ⅱ’ was good for the 
comparison of the four classes. Fewer than 50 students were enrolled in one class, where 
they learned hands-on computer skills. The learning content is the basic skills necessary for 
professional education of the Faculty of Commercial Science, including Japanese word 
processing, Internet, e-mail, and spreadsheet work. 
 
2.2 Variables Used for the Analysis 
  In order to understand the communication relationships in the class, the participants 
were asked to randomly enumerate their (presently) close friends in the class. The 
present study used question items which measured the intensity of self-consciousness: 
‘private self-consciousness’ and ‘public self-consciousness’ created by Feningstein et al. 
(1975). Private self-consciousness has been defined as the individual variation to direct 
attention toward the invisible self, such as one’s inner self and mood. Public 
self-consciousness has been defined as the individual variation to direct attention toward 
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the visible self, such as one’s physical appearance and behavior to others. The question 
items comprised nine items (Table 1) and were measured by seven levels.  
 

Table 1: Nine Scale Items on Relationships with Friends 

 
 

Then, nine question items asking cooperation of each student (Table 2) were selected, 
and a total of the scores was calculated to determine if the cooperation was high. It also 
had seven levels like the self-consciousness scale. 
 

Table 2: Nine Scale Items of Cooperation 

 
 

3 Analysis 

3.1 Factor Selection 
  A factor analysis of principal components analysis was performed for the 9 (R1-R9) scale 
items of the relationships with friends (Table 2). The variations in eigenvalues were 3.72, 
1.93, 0.78, and 0.683. Two-factor analysis seemed appropriate. The following two factors 
were extracted: the first factor was ‘I make the move to approach others first’, which was 
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considered as private self-consciousness, and the second factor was ‘I care how others think 
of me’, which was public self-consciousness. The factors were named as ‘private 
self-consciousness’ and ‘public self-consciousness’. 
 
3.2 Intensity of Private Self-consciousness/Public Self-consciousness 
  The following models were constructed from the result of the principal component 
analysis for each question item: A was comprised of items conscious of ‘private 
self-consciousness’; B was comprised of items conscious of ‘public self-consciousness’. 
There was rather A strong correlation between B (0.32). It may imply that ‘private 
self-consciousness’ and ’public self-consciousness’ were not too close and, at the same time, 
not too distant in relationship. The model had 0.962 in GFI and 0.923 in AGFI, which 
showed a good fit. 
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Figure1: Result of Covariance Structure Analysis 

 
3.3 Correlation Interaction 
  The interaction among the aforementioned scores of ‘private self-consciousness’, 
‘public self-consciousness’, and ‘cooperation’ in relationships with friends. The scores 
of ‘private self-consciousness’ significantly correlated with the scores of ‘cooperation’ 
(r=0.897, P<0.01) and the scores of ‘public self-consciousness’ significantly correlated 
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with the scores of ‘cooperation’ (r=0.826, P<0.01). 
 
3.4 Classification by Relationships with Friends 
  Four clusters were obtained from a cluster analysis of within-groups linkage using the 
scores of ‘private self-consciousness’ and ‘public self-consciousness’ in the scale of 
relationships with friends. InΧ2 test, a significant deviation was observed in the ratio of the 
number of people. Then, analysis of variance was conducted with the obtained four clusters 
being the independent variables and ‘private self-consciousness’ and ’public 
self-consciousness’ being the dependent variables. As a result, a significant between-groups 
difference was observed in both scores of ‘private self-consciousness’ and ‘public 
self-consciousness’. 
 

4 Decision of Seat Configuration from the Result of Cluster 

Analysis 

4.1 Seat Assignment 
  Second term seat configuration of each class was decided based on the result obtained in 
3.4. The seats were arranged in a way to solve this problem based on the questionnaire 
conducted in the first term.  

 
4.2 Comparison of the Classes and Result 
The present study compared the four classes with different seat configurations for the 

second term from the questionnaire result in the first term. Class 1 had the cluster-based 
configuration. Class 2 had the configuration of groups of students evenly selected from each 
cluster. Class 3 intentionally had the friend-network-centered configuration. And Class 4 
configured the record-based configuration: each group had students in order of merit in 
computer from the first term. And it compares the mean final scores of the first and second 
terms of each class. Class 4 in the second term marked the highest result. It was followed by 
Class 1, Class 2, and Class 3. In the differences of scores between the first term and the 
second term, Class 1 with the cluster-based groups yielded the greatest improvement. It was 
followed by Class 4 with the student groups in order of merit in computer from the record 
of the first term. Class 2, having the groups with students randomly selected from each 
cluster, also improved. In the evaluation of the school record, the scores were compiled by 
adding one point if a student submitted an assignment, which is the routine procedure every 
year. In this evaluation, no private issues were taken into account and no fluctuation 
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according to the class was permitted. Other data processing teachers were asked to check 
the report whether there was any deviation in the evaluation of the record. This procedure 
allowed examination by a third party. 
 

5 Summary 
The present study aimed to control private talk and facilitate education without reducing 

attendance in class. To this end, the study explored the most effective classroom seat 
assignment configuration. Group formation was also examined in configuring the seat 
arrangement because a good formation may allow the best use of relationships with friends 
for preparation before class and reviews after it. Incorporation of group work and letting 
students in each group work together based on a prepared topic displayed students’ high 
willingness to learn actively, which was not observed in regular class work. It was also 
verified that the existence of the groups had a favorable effect on post-class reviews. 
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The fundamentals of Virtual Learning Environment 

Model in English Education 
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Introduction 

 

With the advancement of ubiquitous computing technology and the development of a variety 

of new media, the hopes for new forms of learning are rising(Dede, 2004a, 2004b). Among the 

up and coming technology, the New Media Consortium has chosen the virtual learning 

environment as the cynosure for the next 4-5 years in the field of education(New Media 

Consortium and Educause Learning Initiative, 2004). Not only is the virtual learning environment 

expected of great educational potential because its possibility to provide the learner with 

learning conditions that are more experience oriented, according to a meta analysis of research 

topics in the field of information structure in the past 20 years, the virtual learning environment is 

already one of the fastest growing educational research topics(Hamilton & Nowak, 2005). 

Most of the virtual learning environment research done so far have featured a technical 

approach(Stiles, 2000) and was limited to cases in fragmented situations, in laboratories or 

online, far from the subject learners’ real school classroom environments(Shelton, 2003, 2004). 

As a result, only technical implementations are being made, with limitations in actual learning 
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** Researcher fellow, Korea Education & Research Information Service 
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efficacy, continuous motivation and interest stimulation. 

To overcome these limitations, research regarding educational usage of virtual learning 

environments in mixed reality began in a few future learning laboratories outside of Korea. 

Methods were either using ubiquitous learning devices or integrating virtual reality technology 

with the offline learning environment. Billinghurst(2003) have suggested that mixed reality 

provides a multi-sensory and immersive experience, spatial transfer, a composite interface and 

a multi-participatory environment through facsimile experience in the virtual learning 

environment. Shelton(2003) emphasized that active learning, experiential learning, intentional 

learning, authentic and collaborative learning can be facilitated in the learner by using the 

technical advantages of mixed reality. Therefore, the effects of the virtual learning environment 

can be maximized by experiential learning, which provides a meaningful experience to the 

learner and makes the learner actively participate.  

As Korea being a non-English speaking country and students learn English as a second 

language, the chance to experience natural learning environment is less likely. But still the 

purpose of English education is to ‘facilitate the ability to communicate freely using English’. 

Therefore, virtual learning environment is expected to serve the purpose to reproduce natural 

spontaneous situations and promote linguistic interactions of the learner.  

This study is conducted to propose a model for virtual learning environment regarding 

experiential learning factors in English education and suggest the elements for technology and 

content of the virtual learning environment. More specifically, stages of learning and 

corresponding activities are included in the model, as well as the content and technological 

factors are drawn for the application in classroom setting. Aside from the general model for 

virtual learning environment, detailed models are proposed for the three teaching methods that 

are most widely used in English education; storytelling, role-playing and quest. The result of this 
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study will be the cornerstone for activating the use of virtual learning environment as a way for 

maximizing the effects of experiential learning in English education(Kim, 2007) 

 

Theoretical Background 

 

Experiential Learning 

Experience in experiential learning is not just simple observation or abstract thought, but real 

physical experience and the state of mutual fusion of subjective cognition and the reflection 

process(Jang, 2006; Sohn, 2007). Experiential learning can be defined as a teaching-learning 

method that provides a personal experience meaningful to each individual learner allowing the 

learner to participate in the learning and promoting subjective interpretation. Therefore, 

experiential learning promotes language centered education, which controls the majority of 

classroom settings, while promoting education by thing, which removes previously structured 

educational intention and practice or field learning, which focuses on the external form of 

experience. 

 

Virtual Experiential Learning 

Virtual experience is a reproduction of real experience and can be introduced into experiential 

learning as a method of maximizing the meaningful experience provided to the learner. In order 

to provide the ideal virtual experience it is obvious that the cognitive and expressive ability of 

the subject of virtual interaction equal that of the human. Although the level of virtual experience 

cannot yet equal that of an experience in a real environment, decades of technological and 

scientific advancement has allowed virtual experience to be utilized in a wide variety of fields. 

More specifically it is being used in areas we come in contact with in everyday life including 

education, medicine, the military, factory automation, culture contents and games. 
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[Figure 1] Continuance of the real and the virtual(Milgram & Kishino, 1994) 

 

Depending on the level of reproduction, such virtual experiences can be placed along the 

spectrum of augmented reality, augmented virtuality and virtual reality as shown in [Figure 1]. 

Taking into consideration the applicability of virtual experience learning in the classroom setting, 

we will exclude the purely real and virtual environments and focus on mixed reality. Therefore, 

virtual experiential learning can be defined as a teaching-learning method that allows the 

learner to experience an experience created by forging the reality of the classroom environment 

with virtual information and reproduced through the mediation of the medium.  

 

Experiential Language Learning 

Kohonen(1989) promoted an experiential language learning model which applies 

Kolb’s(1984) experiential learning model to language learning. Experiential language learning is 

more than providing natural experiences so that learners acquire the language; it also 

deliberately teaches learners how to learn language through the process of solving problems 

within concrete experiences in order for them to grow as a whole person.*(Eyring, 1991).       

Kohonen(1989) recommends a method of prediction through the learner’s native language, 

the speaker’s intonation or nonverbal expression and that structural rules not be formally 

presented by emphasizing the providing of natural information. 

                                                      
* Experiential language learning is more than providing natural experiences so that learners acquire the language; it 

also deliberately teaches learners, as whole people, about how to learn.(Eyring, 1991)  
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The difference with Kolb’s(1984) experiential learning model, which served as the foundation, 

is that experiential factors such as concrete experience, active experimentation, reflective 

observation and the naturalization process of abstract conceptualization leads to the stage of 

language internalization. However, depending on the difficulty of the task and the complexity of 

the language rule, language ability can be directly acquired at the level of active 

experimentation or reflective observation.  

In order for experiential language learning to be effectively applied in the classroom setting, it 

is essential to create tasks that are appropriate for the learner’s cognitive level and can provide 

motivation and interest to the learner. It is especially important in experiential language learning 

to provide maximum support by using various materials to supplement the direct and indirect 

experience of the learner.    

 

Task-based Learning 

Task-based learning is a communication centered language teaching method where the 

learner learns the language through the various experiences gained in the process of actively 

solving given learning tasks(Kim, 2003). A task can be defined as a learning problem that helps 

the student learn English by obtaining and providing information in English either by himself or 

through interactions with other students using all of the knowledge and experience a student 

has(Prabhu, 1987; Willis, 1996). 

Since the learner does not learn language in the order presented by the teacher but by 

following an intrinsic natural developmental process(Long & Crooks, 1993), it is better to give a 

task to be completed using the target language and have the learner indirectly learn the target 

language in the process of completing the task(Kim, Ko, Park, Lee, & Kim, 1998). 

 Although the ultimate goal of task-based learning is the learning of the target language 

through communication, the given task should facilitate the learning to take place through 

2010 HICE Proceedings - Page 657



problem solving negotiations between the learner’s existing knowledge and new 

knowledge(Candlin & Murphy, 1987). Therefore, it is important to present the context that allows 

for the learner to develop feasibility or strong motivation and this must be based on the learner’s 

various experiences.  

The task-based learning model is generally divided into pre-task, task and post-task stages. 

In the pre-task stage, activities that will support the learner in completing the upcoming complex 

and challenging tasks are provided(Beglar & Hunt, 2002). Such preliminary activities are 

advantageous in that they activate the learner’s existing background knowledge and enable the 

learner to use related topics, experiences and information that will help them complete the given 

task. The task stage can be divided into the following sub stages: the teacher presents task 

instructions, the learner completes and then reports or presents the task and finally the teacher 

reviews the results of the task and provides feedback. In the post-task stage, the tasks 

completed by the learners are analyzed and through practice, the linguistic structure, 

characteristics and communication abilities of and in the target language are acquired.  

 

Virtual Learning Environment Model for English Education 

 

Having explored the theoretical foundation of virtual experiential learning of English, which 

promotes improvement in natural communication in the learner through a virtual environment, 

the model for virtual experiential learning of English is presented.  

 

Concept and Principles 

Virtual experiential learning is a reproduction of real experience and a learning method that 

facilitates the learner’s participation, subjective cognition and self-reflection through the 

reproduced experience which is based on interactions with the specific medium that has 
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replaced the physical subject in the real environment.  

As to apply virtual learning environment in English education, the goal of English education in 

the Korean elementary school curriculum should be considered, which is ‘To see language as a 

means of realizing human relations and interaction and to encourage the learning of the ability 

to communicate smoothly in English without error correction by the teacher by actively 

participating in learning through collaborative activities’. But the lack of real-life English 

speaking situation calls for the need to apply the virtual experiential learning which reproduces a 

virtual environment that naturally promotes interest in a learner and is suitable to facilitate 

linguistic interaction and will hopefully play a role in attaining the goal of English education.  

In order to reach the goal of English Education, virtual experiential learning of English must 

be utilized in accordance to the following principles.  

First, emphasize that English is only a tool of communication and a medium to acquire further 

knowledge. 

Second, form is important in English but focus more on the content or meaning to be 

communicated.  

Third, approach English using a unified and holistic method rather than dividing it into the four 

functions of English and using an analytical method. However, if prerequisite learning is 

required, it can be taught by dividing it by function. 

Fourth, the context embedded with feasibility of language usage based on the learner’s 

existing or new experiences is extremely important. Therefore, realistic language usage 

situations should be reproduced.  

Fifth, practice of language form to improve fluency is necessary.  

Sixth, allow for a variety of interactions to take place.  

Seventh, provide opportunities to sufficiently understand English speaking cultures.  
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Eighth, ultimately, cultivate self-leading English learning ability. 

 
Stages and sub-stages of learning  

Virtual experiential learning of English that takes place in elementary school classrooms and 

takes into account the process of task-based learning and experiential factors of experiential 

language learning that was explored above can be divided into preliminary learning, experiential 

learning, language deepening and experience expansion. 

The goal of preliminary learning, the stage before real learning begins, is to motivate the 

learner to successfully complete the experiential activities for language learning.  

Interest can be effectively induced by stimulating intellectual curiosity through activities that 

recall CE (concrete experiences) such as the learner’s previous experiences and learned 

content. More specifically, preliminary learning can be divided into the warm-up stage, where 

the learner’s motivation to learn is stimulated by recalling previous experiences that have to do 

with the content to be learned, and the presentation stage, where the important expressions to 

be learned are presented to the learner. This is because the objectives of the two stages, one 

being to provoke interest and attention and the other being to prepare the learner to learn by 

recalling previous learning experiences and presenting new vocabulary, are clearly different. 

Experiential learning is the stage where the learners actually complete new tasks. The 

concrete experience, reflective observation, abstract conceptualization and active 

experimentation presented in experiential learning take place in rotation and can be sub-divided 

into planning, doing and reflection stages.  

Planning refers to the stage before actually completing the task where the learner plans 

language learning and small group activities for successful experiential learning. At this time, 

one-sided instructions by the teacher need to be minimized. Doing refers to the stage where the 

learner directly completes the task and participates in interactions with other learners. At this 
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stage, the learner internalizes the explicit rules as he goes through various trials and error while 

completing the concrete experiences and active experimentation. Reflection refers to the stage 

where the learner discovers language rules on his own and accumulates the expressions of 

other learners as his own language through reflective observation of his own or other learners’ 

completed tasks.  

 Language deepening is the stage where practice in order to improve fluency takes place. It 

can also be sub-divided into analysis, where the structure and meaning of the language 

acquired through experience is analyzed and practice, where repeated practice takes place. 

This coincides with the experiential factor of abstract conceptualization where the real 

experiences are stored as explicit rules.  

The final experience expansion stage is where language usage is expanded through 

additional experience activities related to the learned language. In the application sub-stage, it 

is important to make sure that the target language is used in rotation in the process of 

completing broader and more varied experiential activities in order to facilitate the internalization 

of the language and improve communication ability through experience activities. As such, 

deeper language experience learning activities must be designed so that a meaningful learning 

process is input accumulatively and for better language learning results. 

Virtual experiential learning of English proceeds according to the learning stages and the 

experiential factors of experiential language learning are in operation within. The stages and 

experiential factors of virtual experiential learning of English can be summarized as in [Figure 2]. 
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[Figure 2] The stages of Virtual Learning Environment Model for English 

 

 

Technology and Content for Virtual Learning Environment 

 

Technological requirements 

Devices for virtual experiential learning of English are basically the space and equipment that 

would allow interactions between learners and between the learners and the environment as 

well as allow them to share the learning with each other. In order to satisfy these conditions, we 

propose the development of separate devices for the use of individual, group and whole-class.  

The devices should be developed in ways to maximize learner experience so that the virtual 

learning environment reaches the goal for language education. Most of all, multi-sensory 

function is needed and it should be portable, operative for learners, markerless. And for learner 

experience, it should allow multi-users and have edutainment functions available.  

 

Content requirements 

Content for virtual experiential learning of English combine technical implementation with the 

actions of the learner. In other words, the environment and technical support required in the 
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process of completing the task given to the learner as well as the context provided in the task 

are both constituents of the content. This study aims to present a more concrete implementation 

plan by giving examples of content for each stage of virtual experiential learning of English. 

First, preliminary learning is the stage where motivation and guessing learned content is 

stimulated through activities such as expressing past experiences using various virtual 

experiential learning content and devices or guessing learned vocabulary. Here, the content of 

this preliminary learning stage is called “Guess-world” and the two representative technical 

factors required for implementation are the tangible user interface and voice recognition. It uses 

a tangible device, such as the SmartCube that the learner can interact with directly and has the 

technology to recognize the leaner’s input voice through the SmartCube’s microphone. For 

example, there are activities such as “Block Building” which involves using a SmartCube that 

displays letters of the alphabet and when the learner spells CAT using the SmartCube, a cat will 

appear and make cat sounds.  

In the stage of experiential learning, we can present separate requirements for content 

development for each of the most widely used English teaching methods; storytelling, role-

playing and quest. 

The experiential learning content of storytelling is called “Virtual-Story”. This content allows 

for multi-sensory activity based on audio-visual experiences in relation to the story through the 

learner’s interactions with the background, content and characters of the story given through 

the learning environment. For example, in the case of ‘Virtual Story’, storytelling implemented 

using touch interface, which is an electronic blackboard or touch screen based system, makes it 

possible for the learner to interact with the background and characters of the story. Here, by 

interacting directly with the background or characters, the learner is able to immerse himself 

more realistically into the story.  
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The experiential learning content of role-playing named “Face-Off”, must allow for the learner 

to express the role-playing in front of the entire classroom using technology that accurately 

recognizes the dynamic movements and reactions of the learner. Instead of the blue screen, 

“Face-Off” can be run using augmented reality image extraction technology which extracts just 

the images that correspond to the person from the background and combines it with the virtual 

environment. 

The experiential learning content of quest has been named “Mission Possible” and involves 

learning language by completing small tasks using the entire classroom in order to complete a 

larger combined task. The learner must be able to interact with the individual-type, group-type 

and class-type device. Therefore, by using motion tracking technology, it must be able to 

support the dynamic actions involved in completing the mission through interactions with tools, 

peers and the environment.  

In the stage of language deepening, the “Drill-Practice” content is required to practice the 

structure and expressions of the newly learned language using a variety of activities. Thus, the 

learner must be presented with activities that allow repeated contact with the newly learned 

language and must be given the opportunity to use the language and accumulate it into their 

own language. For example, the “Draw Touch” activity, where a drawing made with the hand 

will move in 3D, can also increase creativity of the learner by having him draw the image 

associated with the learned vocabulary.  

Experience expansion is the stage where language usage is expanded through creative and 

unique experiential activities in an interface environment that allows interactions with the 

environment. In the experience expansion stage, the learner expands experiences of 

communication through additional experiential activities related to the learned language, and 

learner-led activity is prominent. The content in this experience expansion stage is called 
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“Making-World”. Here, the learner, rather than the teacher leads in using language in a variety 

of methods including reading, writing and speaking.  

So far, a model and learning stages for virtual experiential learning of English as well as 

concrete activities and technical specifications were deduced through theoretical review. We are 

hopeful that language learning taking place in a virtual learning environment will not only 

improve the learner’s ability to communicate but will also show the educational efficacy of 

collaboration and experience. Moreover, preparation of the presented principles of the virtual 

experiential learning of English and content implementation is necessary when implementing 

virtual learning environment in the classroom setting, in order to maximize the effectiveness of 

the learning. 

Discussion and Implications for future research 

 

This study was carried out in order to present a model for experiential learning of English in a 

virtual learning environment and to suggest a plan for concrete learning activities and technical 

implementation for the implementation of this model in the classroom setting. Characterized as 

a next generation learning environment, the virtual learning environment not only provides the 

learner with experiences and environments that are difficult to experience in reality, it also 

allows for the creation of the optimal learning environment for a specific learning target by using 

various technical implementations. In particular, for Korean elementary school students who 

study English as a second language, it is very difficult to find an English speaking environment 

outside of the classroom. Therefore, we are hopeful that through virtual experiential learning of 

English, we will be able to provide tasks and context that spark the interest of the learners and 

ultimately improve their ability to communicate in English. 

The virtual experiential learning of English model is made up of the four stages of preliminary 
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learning, experiential learning, language deepening and experience expansion and each of 

these stages are made up of sub-stages. Our aim was to go beyond just theoretical 

explanations of each of these stages and to increase usage in the classroom setting by 

presenting content and device implementation principles for tasks, such as storytelling, role-

playing and quest, which are used most in English education. 

In anticipation of movements for the virtual learning environment to be introduced into 

classrooms, it will be necessary to conduct further research taking into account a wider variety 

of curriculums. In addition, because the usage of virtual environments in education is technically 

only in the beginning stages, it is necessary to come up with a more concrete plan regarding 

educational efficacy by developing and test running a prototype. We are not only hopeful that 

the virtual experiential learning of English model plans for its implementation of this study are 

introduced in the classroom setting but also that future research regarding implementation of 

virtual learning environments is vitalized.  
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In this session, presenters will focus on the linking of developmental courses (English, Math, and 
Reading) with a credit course (Film Appreciation) for the purpose of student success and 
retention at a community college.  Demonstrations include argumentative essay writing, 
statistical data collection, summarization, and film research culminating in a final project.   
 
Description:   

In our continuing effort to enhance student success and retention, Tarrant County College 
South Campus developed a four-way learning community linking three developmental courses 
(English, Math, and Reading) with a credit course (Film Appreciation).  We wanted our students 
to see the connections between the four academic areas and start applying that knowledge to 
college life as a whole and the benefits to themselves after college.  Students took the classes as 
cohort group and during a five day a week block schedule.  To finish the semester, students 
worked on a culminating, cross-discipline, common themed project that connected all four 
disciplines.  Adding the credit class to the learning community has been very appealing to our 
student because they can earn transferrable college credit along with fulfilling TSI requirements.   

Students chose a movie in the film appreciation course (Film component), worked on 
research skills and summarization techniques (Reading component), developed an argumentative 
essay on a controversial issue from the film (English component), and developed a survey and 
graphed the results of a question based on the controversial issue (Math component).   A final 
power point project, combining the four components, connected all the classes at the end of the 
semester.   

The four learning community instructors collaborated to gather information on student 
completion rates of individual classes.  Instructors also held formal and informal conferences 
with students throughout the semester to discuss academic progress and personal issues.  
Students will be tracked in the Fall of 2009 for continued course completion.   
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Research, perspectives and various roles of the academic dean in higher education will be 
described.  A dean with over two decades of experience and an associate dean with one decade 
of experience will share research and their perspectives on the roles and avenues to success of 
academic deans.  Research on the leadership of experienced deans will be provided.  Discussion 
is sought with other deans and faculty within universities who are interested in the topic of 
leadership and the academic dean. 
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skills and abilities and their link to success in the educational institution.  These studies and 
perspectives will be shared along with the perspectives of the co‐authors of this paper. 
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Industry-Based Precision Manufacturing Technique 

Competence Indicators of Applied English  

at Technological College Level 
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  National  Changhua University of  Education,  Department of  
Industrial  Education and Technology in Taiwan 

Abstract 
The objects of mechanical technology and mechanical engineering should be different. 
Unfortunately, the difference is getting invisible. The purpose of this study is to find 
applied English competence indicators based on the need of industry for  
technological college. According to the applied English competence indicators, this 
study will develop teaching materials, teaching strategies, achievement test for 
applied English. By way of educational experiment, this study will evaluate learning 
achievement. Hopefully, this study will develop a model of curricula, industry-based 
teaching materials. The findings of this study could be a reference for technological 
college to cultivate mechanical technologists. In order to accomplish the purpose of 
this study, it will employ the document analysis, observation, in-depth interview, 
focus group, questionnaire survey and Delphi. Moreover, the subjects of this study 
will include the directors of precision manufacture industry, Department of Technical 
& Vocational Education in the Ministry of Education, Taiwan association of 
Machinery Industries, company of human resources, professors and students of 
precision mechanical manufacturing technical college. This study is planned to 
conduct for three years. The study will plan to accomplish a list of competences of 
applied English. Then planning to develop a curriculum, teaching materials of applied 
English, teaching methods, and instrumentation of evaluation of applied English. 
Finally, an experiment of cultivation model of the precision manufacturing technique 
will be conducted. According to the results of the experiment, the models of 
developing curriculum and model of teaching will be modified to meet the ultimate 
goal of the study. There are 4 levels, 24 dimensions and 168 competence indicators. 

Key word：Industry Based, Technological College, Students, Precision Manufacturing 

Technique, Competence Indicators, Applied English 
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Ⅰ.Introduction 
In the last 25 years inside the Taiwan machinery industry is a substantial growth, from 
the years 1982 to 1997 between the GDP by Growth to 80.6 billion NT NT 41.97 
billion, 15-year growth of understanding between 4.21 times more in 2000 reached 
4,447 million years the peak of NT, but the year 2001 by the global economic 
recession is not a stable political situation and the impact of the total production value 
of only NT 3,764 million, GDP growth in 2005 to 5,633 billion Taiwan dollars 
(Huang, 2005; Department of Investment Services Ministry of Economic Affairs, 
2007). In recent years due to consumer goods such as electronics and IT products, 
consumer goods, motor vehicles and people's livelihood, such as market demand, a 
gradual increase can be expected that the output value of Taiwan's machinery industry 
will continue to increase (Huang , 2005). 
In recent years the rapid development of information technology, network-based, 
organic, and with globalization the future pace of clinical and economic capital are no 
longer stressed on Hardware-shaped, but rather to establish the invisible knowledge, 
skills and brand. Future industry knowledge if it is to be combined with the industry 
itself, will have more big profit. So keep up with the global economic development, 
the Executive Yuan announced the latest economic development of "knowledge of 
economic development programs" that should speed up the future with the industry to 
combine knowledge, application knowledge and information to promote the 
development of new industries, the maintenance of existing the main power products, 
as well as research and development of traditional industries, marketing and financial 
management of the operational headquarters (Wu, & Huang, 2001; Council for 
Economic Planning and Development, 2002). Therefore, in line with the development 
of a globalize economy, knowledge will play a vital role in future industrial 
competitiveness has turned into a type of knowledge and brain power-chi of the war, 
industry, knowledge workers will also be the main power. And nurturing human 
machinery industry has been technology can not be nurtured by the previous model 
can be reached, there is the need to nurture future industry perspective with the 
machinery industry competitiveness human expertise. Taiwan's machinery exports to 
overseas-based in recent years the proportion of exports in the region access. Not 
identified in the region as a result of many factors, how to enhance the quality in order 
to spread to Europe and the United States market that is the machinery industry must 
face the issue. Therefore the quality of the pursuit of excellence, global competition, 
and customer first is the contemporary machinery of the cognitive operators are 
required. However, with nurturing the future competitiveness of the machinery 
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industry human expertise, should have thought of globalization, the international 
world of the macro-layout and planning, established in Taiwan in order to make 
enough in the world, including the international language with the basic ability , 
access to new information around the world, understand the world view of the 
emerging concept of management and the introduction of a new and suitable for their 
own system. Therefore, Taiwan's machinery industry technology international 
language of human ability to nurture the needs of the above, the necessary machinery 
in order to cultivate high-quality technical manpower, machinery technology to 
enhance human ability of the international language, a view to create machinery 
industry The success of Taiwan's economic growth. And Taiwan's "technical staff" 
the cradle of (vocational), positive clinical low English level the growing dilemma of 
implementation; and technical colleges of the English ability of students, worried 
about more order; and "fear" is that when we are not sleep is not known to allow 
vocational and technical colleges when the students give up the English, the advanced 
and developing countries, and even the people of the Third World has been in 
government policy planning, timely, and actively enhance the English learning 
environment and is expected to effectiveness in order to make full power for 
Economic Planning and Development to improve the environment, science and 
technology development, quality of life and the people, and gradually move towards 
implementing the long-term goal of internationalization (Li, 2006). 

Ⅱ.Purpose 

The main purpose of this study is to establish industry-oriented vocational skills 
Machinery Manufacturing Technology Academy students to use English to construct 
indicators and inspection power evidence of research into the functions of standard 
industrial machine-oriented curriculum goals, and objectives of the course in 
accordance with the development of teaching materials, teaching methods, assessment 
volume model. The purpose of this research are as follows: 
1.To explore technology-oriented vocational industry machinery manufacturing 
technology technical vocational institute students should have the ability to 
communicate in English.  

2.To explore industry-oriented vocational skills Machinery Manufacturing 
Technology Institute students on the application should have the ability to read 
English.  
3.To explore technology-oriented industry machinery manufacturing technologies    

vocational hospital should have the students writing ability in English.  
4.Construction industry-oriented vocational skills Machinery Manufacturing    

Technology Academy students to use English ability indicators. 
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Ⅲ.Methodology 

This study intends to explore the use of literature, document analysis, in-depth 
interviews and focus groups, to carry out the final questionnaire. As follows:  
1.Literature Review  
Research purposes in accordance with this study at home and abroad to collect first 
analysis of the ability of technical vocational school house mechanical application of 
manufacturing technology students English ability, and industry-oriented application 
of English ability, and ability in English curriculum objectives and outline the 
relevant theory as the theoretical basis for research.  
2.File Analysis  
According to research purposes, the official website of the collection of 
domestic-oriented industries ability in English, as well as vocational skills Machinery 
Manufacturing Technology Institute, Department of English ability of students to use 
statistical data and analysis, as the theoretical basis for research.  
3. In-Depth interview  
Analysis of access to power, machine-building experts and scholars, as well as 
vocational skills Machinery Manufacturing Institute of Technology professor of 
opinion and discussion to amend the outline.  
4.Convening focus groups  
Research purposes in accordance with selected technical colleges domestic workers 
professor in the Department of Technical and Vocational Education and curriculum 
experts, as this study was to build industry-oriented vocational skills Machinery 
Manufacturing Technology Academy students to use English with the ability to scale 
the object of discussion, depth technical and vocational Machinery manufacturing 
technology campus students should have the industry needs to address the application 
of the English ability of the project, as shown in Figure 1, while the development of 
the draft questionnaire. 
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Figure 1 Industry-oriented technical vocational school students in psychiatric hospital 
Micronesia Machinery Manufacturing applications of the model of ability in English 

Source: In this study, the entire management 
 

5.To conduct a questionnaire survey  
According to historical analysis of industry-oriented vocational skills Machinery 
Manufacturing Technology Institute, Department of English ability of students to use 
content, select the research industry Hospital-oriented vocational skills department 
machinery manufacturing technology experts and scholars, in view of the application 
of indicators for the English connotation of ability to carry out the amendment, and 
the development of objectives and outline of courses to develop curricula and 
teaching materials as a basis. 
 

Ⅳ.Literature Review 

Emphasis on English education has become more than the number of modern trends 
of education (Ministry of Education, 2003). It is also the traditional industries of the 
change with the times has been gradually replaced by precision processing industry. 
With practical experience in order to enrich the factory master or technical personnel 
are faced with the automation and digitization, the internationalization and 
globalization challenges. In needed for the scene is no longer a large number of 
manpower on the production line staff, replaced by the fully automated machinery 
and equipment. Therefore, Taiwan's vocational education in nurturing the talents of 
the relevant course content, the escalation of forces with the industrial structure 
change. Some scholar also considers that the future of industrial development which 
can be both multi-Mandarin speaker, will contribute to the professional capacity 
upgraded. They play an important role in the industry would be sufficient to influence 
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the development of future. Therefore, this study will explore is the current technical 
and vocational school graduates should have their own knowledge of the subject line 
and technical ability, but also must be nurtured and learning ability of other 
knowledge, to respond to industry demand ability. The following were the domestic 
technical vocational school to learn the status of the English, and professional English 
indicators of the importance of the views of industry, industry personnel should have 
the language skills such as literature review. 
 
Domestic technical college school to learn the status of the English  
Currently studying the status of English in the child care part of the trend is to allow 
parents to force children to do the heart to learn English as soon as possible in order 
not to not want their children to "lose at the starting line" and the market a variety of 
language learning also took the opportunity to add fuel to the flames, continually to 
emphasize the importance of learning English earlier (Chang, 2005). The table1 
shown the current stage of our study the age of the current situation in English in 
Taiwan. 
Table 1. Age of Taiwan's various stages of learning the status of English 
Ages  Status describes
Junior high 
school 
 

Urban areas of the environment students learn English, teacher 
training and learning resources are better, the parents of English 
and higher degree of input; and (remote rural area students in 
these sect has become more insufficient)

High School 
 

Hours a week teaching high school English in the Ninth 
Five-Year Plan the number of provisional outline of the overall 
norms of conduct, have a reduced than that in the past. 
Therefore, in a limited number of class four inside, on the one 
hand, high school English teachers to enhance students 
vocabulary volume, and to efforts to strengthen their listening, 
speaking, reading and writing ability in four balanced 
development, are often not free " common elbow catching lapel 
"sigh. Teaching high school English at this stage can only result 
to strengthen the ability-based reading and writing ability as a 
supplement.

Vocational 
school 

English classes per week the number was only 2-3 hours 

Source: Chang (2005). Various stages of Taiwan's English education - the current 
situation with the provincial thinking. Education e-monthly magazine in English, 20. 
Technical and vocational level of English is not good as early as a long-standing 
problem. In the time that developed rapidly, and convenient information age, 
information and knowledge transfer and to obtain a broad view of the world and 
towards the internationalization of the world like a global village, and technical and 
vocational system in this time of economic times to help boost nation-building and 
socio-economic, so that a person with global competitiveness, the international 
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language of English on the more important to understand (Lee, 1998). Mao song and 
Lin (1998) for comparative study pointed out that vocational education system due to 
small number of English lessons, as well as the importance not to be the school, 
resulting in the effect of not change. Shi and Lin (1999) explore the current Higher 
English course and lack of teaching materials and to improve the road, but also 
pointed out that vocational education system of the English ability of students in the 
vocational stage and there is a large gap between high school students to the 
University of also no progress. Currently from kindergartens, primary, junior high and 
high school level, the University attaches great importance until the adult has the 
ability to learn English, but learning at every stage of the English curriculum, teaching 
materials, learning environment, teachers and students of teacher quality and other 
factors are a lot of differences. National Education Fair in 2005 when the Central 
District Forum for the domestic situation of English education at the time to make a 
description: "children learn English, and crazy for GEPT, country-based measurement 
has two peaks, the impact of large urban-rural gap; vocational high school with poor 
English worsening located; learning motivation of university students still need to 
strengthen the technical colleges to enhance the effectiveness of learning to be; care 
examinations management generally does not think that English education should be 
reviewed with an open mind. Chang (2006) pointed out that the choice of Vocational 
school students in English-based performance measurement metropolis than the 
general manager does not want to, not enough due to congenital, acquired disorders, it 
is necessary to strengthen the vocational college students learning English, there are 
difficulties in the practical. And Yao (2006) analysis, vocational college students poor 
academic performance, and when the number of vocational courses relating to 
teaching; such as English, general high school a week, about 7-9 hours of English 
classes, vocational college students, only about 2-3 hours learning when the number 
of one-third of high school, the outside world can not be measured by the standard 
high school vocational graduates, but also because of the number of high school 
teaching, and relatively wide learning, deep learning and long-term cumulative 
ordinary high school students English ability, more than vocational college students, 
our country will be carried out in 2006 the Ninth Five-Year Class provisional 
vocational courses after the implementation of school-based curriculum to increase, 
hoping to strengthen a flexible academic ability; therefore, the general technical and 
vocational institutions have a metropolis English level of students is not good "total 
knowledge", which is not a student of "original sin", the school also does not give up 
education students, many lively programs designed to inspire student interest in 
learning. And Chao(2004b) believes that students choose to attend vocational, 
academic "inherent" weak, to attend the second special EC measure technology 
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university to high school students took the university entrance exam results of the 
assessment amount of future technical and vocational students into elitist myth the 
outside world should pay attention to technical and vocational areas and the 
professional ability of the technology; He also believes that to strengthening  the 
English ability of technical and vocational students can not from the "textbook" to 
proceed, it should be and look for students to "technical and vocational should have 
what kind of English ability? Above, higher vocational school English curriculum 
development in the coming years should focus on school characteristics, the various 
types of vocational courses leading domain content, the professional quality of 
teachers and students of the quality and level in order to design a line with the Higher 
degree students English teaching materials. However, the Ministry of Education in 
2006 to implement the key link vocational courses, I hope by the new vocational 
courses, vocational school students will enable the development of adaptive and lay 
students of the future ability to continue to develop. 
 
The views on the importance of Domestic and scholars of 
professional English in the industry  
English has always been regarded as the industry in the promotion, salary increase 
and improve the business rules, open trade and the internationalization of the most  
important indicators. Therefore, in the industry regardless of any of the industries, to 
enhance the English ability of all staff is one of the skills necessary to face up to. In 
particular, Taiwan's economic exchanged in the evolution of multi-premise, for 
enterprises with good English ability to meet the needs of human resources is full of 
infinite desire. However, the study mentioned in the English professional precision 
machinery parts, but also the study of the current hot one degree. Taiwan's vocational 
education system of the cultivated area of IT personnel and engineers can be said to 
be an over-abundance, but at the same time has excellent ability of foreign language 
and professional knowledge and skills, and it is very few. 
However, all of them in various fields have their professional jargon and terminology 
of English. Future graduates from technical and vocational institutions have the force, 
if only through the concept of simple English with a study of in-school technical and 
vocational skills, I am afraid that will not be able to show in the industry. Some 
scholars thought the first re-education reforms to enhance foreign language ability. To 
enable students in the workplace performance well, only more proficient in the 
language between the two countries can benefit. Which in addition to the foreign 
language-based communication, writing, speaking, listening reading, and also need to 
cover the part of professional English. Therefore, scholars think it’s necessary to 
develop technical and vocational courses should be both technology and content of 

2010 HICE Proceedings - Page 678



the employment requirements of the language. Based on the above point of view, 
technical and vocational students in Taiwan know that poor English is a fact, but it 
should be how to improve the English ability of students is indeed the most important 
current issue. As the precision machining industry is very broad, it specifically for this 
study were the precision machinery industry mold-depth investigation and 
understanding that the mold in order to further industry machinery for technical and 
vocational institutions, the competence of relevant departments of the demand for 
graduates. 
 
The language ability of Industry personnel   
A number of scholars and experts are aware of the domestic educational institutions, 
industrial and commercial business, and government agencies, from all walks of life 
are positive proposals to strengthen and accelerate the upgrade of training foreign 
personnel to enhance the country's competitive ability (Shi,& Lin , 1999) . In recent 
years and in response to changes in economic structure and technological upgrading 
needs, and actively planning to cultivate foreign language professionals have been 
carved not allow to wait, especially the Executive Yuan in early January through the 
84-year Asia-Pacific Regional Operations Center plan, the plan across the twenty-first 
century is based on economic construction as the goal of Taiwan's development as a 
manufacturing center, air cargo center, financial center, telecommunications centers, 
media centers, shipping and other functions of the cause of six centers. Lan and 
Sue(2001) think that is an inevitable international trend, the students want to work 
with than others, more power and competitiveness to survive, with the exception of 
profit flows have ability in English, many have pointed out that the personnel in 
charge, with the second foreign language other than English ability is also important; 
Therefore, the business community hope that university graduates in addition to the 
basic professional ability (qualitative work, mental work, and willingness to learn 
psychiatric team), the foreign language ability is also a win one of the important 
elements. Moreover, with Internet and multimedia technology, the rapid development 
of digital learning has become an effective teaching and learning to enhance the work 
of material. English in the development of the profession as a whole, the need to play 
a number of participants with different implementation of the roles and functions of 
common inputs, including teachers, curriculum design and teaching Material 
providers, researchers, in collaboration with those who take part in volume 
assessment (Dudley-Evans & St John, 1998). 
 

Ⅴ. Method and Research Framework 
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Method 
The plan of the research methods used in flow chart in Figure 2. Research steps are: 
pre-plan the development of industry observation, interview and focus group 
discussions the framework plan for in-depth interviews of experts, access to 
machinery industry-oriented technical colleges students to use the draft indicators in 
English after operating the Delphi 2 times feedback and revision surgery, the 
establishment of precision machinery industry-oriented applications required 
indicators in English after the validity of the experts, and experts to explore the forum, 
as amended, confirmed the ability to complete the module curriculum goals and 
curriculum content, the last completed the study. The plan of the research methods 
used as follows: 

Document ar y 
anal ysi s

Anal yzed dat a

Document  
Anal ysi s

I nt er vi ew
out l i ne

Sel ect ed 
i nt er vi ewees

Observations to the 
development of industry 

Depth-interviews of 
experts

A Study on the Construction and Verification of 
Industry-Based Precision Manufacturing Technique 

Competence Indicators of Applied English 
at Technological College Level

Plan to accomplish a list of competences of applied 
English for precision mechanical manufacturing 

technical college

Feedback & RevisionDel phi

Focus group Discussion & Revision
& Confirmation

Pl anni ng t o devel op a cur r i cul um,  
t eachi ng mat er i al s of  appl i ed Engl i sh,  

t eachi ng met hods,  and i nst r ument at i on of  
eval uat i on of  appl i ed Engl i sh.

Completed the study

 

Figure 2. Industry-oriented technical vocational school students in Manufacturing 
Technology of Precision Machine English ability to build and verification study of 
indicators of flow chart 
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Research Tools and Objects 
Industry Interview Outline: 
1.To engage in the process of mold manufacturing professionals who need to have 

hearing and speaking ability in English?  
2.Engaged in mold manufacturing process requires the professional ability to read and 

write in English?  
3.To engage in mold design or mold map rendering requires professional English 

listening and speaking ability?  
4.To engage in mold design or mold map rendering requires the professional ability   

to read and write in English?  
5.Assembled in mold with those who need professional English listening and 

speaking ability?  
6.Assembled in mold with those who need professional English reading and writing 

ability?  
7.In mold inspection professionals who need to have hearing and speaking ability in 

English?  
8.To carry out tests on the mold must have the professional ability to read and write in 

English?  
9.To die when the test mode requires professional English listening and speaking 

ability?  
10.In the mold when the test mode requires the professional ability to read and write 

in English?  
11.Supplementary explanation: in the mold industry, the use of professional time in 

English for that? Those staff more frequently used? 
 
Research Objects 
A total of six companies, seven respondents. The company between the scale of 
capital from 1 million to 1.626 billion NT, with a total staff .The number of people in 
the 10 to between 25,000, is located in order for the manager level and above. The 
first time Delphi technique to participate in the survey a total of 8 experts, and the 
second time Delphi technique to participate in the survey a total of 11 experts, the 
company attributes, including the domestic industry and export industry. 
 

Ⅵ.Data Analysis and Discussion 

This study is the use of Delphi technique expert survey data collected, and the K-S 

single sample test and Kruskal-Wallis One-Way ANOVA Test of Nonparametric Methods 
analysis to investigate and study level of analysis and discussion of results. First 
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describe the sample characteristics and distribution, followed by research purposes in 
accordance with the issue of and research findings are analyzed and discussed. 
Therefore, the total is divided into: (a) analysis of samples; (b) the first time Delphi 
technique survey of experts for the mold industry professional English analysis 
indicators; (c) the first time Delphi technique of experts with different backgrounds 
survey variables Professional English for the mold industry competence analysis 
indicators; (d) the second time Delphi technique survey of experts for professional 
English mold industry analysis indicators; (e) the second time Delphi technique of 
experts with different backgrounds survey variables Professional English for the mold 
industry competence analysis indicators; (vi) the ability to build the results of analysis 
of indicators. 
 
Sample   
The questionnaire of this study is through expert interviews and literature to explore 
and develop, so the first time Delphi technique survey of experts for research and 
development prior to the interview questionnaire on behalf of the manufacturers. In 
accordance with the basic information of the questionnaire respondents in the case, 
the encoded data input, data input, in order to calculate the main domestic and 
export-oriented industries in order to understand the samples in this study the 
distribution of the questionnaire, the first time Delphi technique a total of 2 companies, 
a total of two representatives (25%) to domestic-oriented firms, as well as the mold 4 
companies, a total of six representatives (75%) of export-orientated companies to 
accept questionnaire survey of pregnant patients, a total of 8 experts in the 
questionnaire. Delphi technique the second time a total of three, a total of four 
representatives (36%) to domestic-oriented firms, as well as the mold 5 companies, a 
total of seven representatives (64%) of export-orientated manufacturers accepted 
mold of Delphi technique survey, a total of 11 experts in the questionnaire. 
 

The first time Delphi technique survey of experts for the mold 
industry professional English analysis of indicators 
In this study, the main industry-oriented, inquiring on behalf of mold industry 
institutions for technical and vocational school graduates in mechanical engineering 
should be in English with professional advice and the ability to view indicators. 
Therefore, among the professional English listening, speaking, reading and writing for 
the four major areas of the main framework for the design of the questionnaire. In 
addition, read and write and then I heard broken down into four-oriented analytical 
ability, design competence, manufacturing competence, operating competence, testing 
capabilities and the ability to maintain the six indicators. Delphi technique by experts 
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in the first survey after data, the experts were on the indicators of the ability of 
opinions and views on the following analysis and description. 
The first time indicators of English Delphi technique survey analysis 
Delphi technique the first time the dimensions of the questionnaire scores and the 
standard deviation of the average case as shown in table 2 below for the listening, 
speaking, reading and writing opinions in the six indicators and analysis and 
description of views. 
Table 2 Delphi technique the first time of listening, speaking, reading and writing 
ability in the six indicators of scores 

Indicators N M SD 
Analytical 

competence 8 3.87 0.6313 

Design 

competence 8 4.24 0.3701 

Manufacturing 

competence 8 3.50 0.9317 

Operational 

competence 8 3.36 0.9319 

Testing 

competence 8 3.70 0.8642 

Maintenance 

competence 8 3.53 0.8305 

Different dimensions from each of these points that the differences between the 
average and standard, both in domestic market or for export on behalf of 
manufacturers, and the respondents for the mold industry professional opinion 
indicators in English is the mean of between 3.36 to 4.24 , and the standard deviation 
is between the range of .37 to .93. From this point of view, companies that mold 
industry representatives among the indicators of professional English level should be 
based on the design of listening, speaking, reading and writing ability. The lowest 
score is the process of manufacture and operation of literacy needs have heard, the 
experts think that it is for export or domestic industries, the production line with lower 
demand for English language ability, it is not as urgent as the demand for sex. In 
addition, the standard deviation of performance, is still based on the design level of 
the standard deviation of .37 minimum, experts said the design for the train I heard 
the literacy level has a high degree of consensus. Manufacturing and operational level 
in the literacy needs of heard, the more divergent views. 
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Indicators of English first Delphi technique survey of experts 
consistency analysis 
According to the current eight of the first phase of the recovery of the views of 
experts in a single sample Ke - the history of professional certification to conduct an 
overall indicator of the importance of English views of the test analysis showed that 
significant for its 0.518> 0.05 significant level, so that the eight experts opinion did 
not reach significant differences, which means that everyone's views tend to neutrality, 
is not preferred that the indicator is important. The results as shown in table 3. 
 
Table 3 The first time Delphi technique of the importance of the overall competence 
of a K-S single sample test  

Indicators N Most Extreme Z value 

（p value） Absolute Positive Negative 

Overall 

indicators 
8 2.88 2.88 -1.27 

0.816 

（0.518） 

*P<.05 **p<.01 

In addition, this study will be a professional mold industry is divided into indicators 
of English listening, speaking, reading and writing four main areas, and were used in 
its analysis, design, manufacture, operation, inspection and maintenance to explore 
the six-oriented . And a K-S single sample test for listening, speaking, reading, 
writing and other areas of the four indicators of the importance of professional 
English test found that eight of the views of experts tend to neutrality, did not show 
significant differences in the results of the analysis as shown in table 4. 
 
Table 4 The first time Delphi technique of listening, speaking, reading and writing 
ability in six sub-indicators of K-S single sample test 

Indicators N Most Extreme 

Z value 
Absolute Positive Negative 

Analytical 
competence 

8 0.247 0.247 -0.192 0.669 

Design 
competence 

8 0.337 0.337 -0.144 0.952 

Manufacturing 
competence 

8 0.163 0.163 -0.125 0.461 

Operational 
competence 

8 0.180 0.180 -0.125 0.509 
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Testing 
competence 

8 0.327 0.125 -0.327 0.925 

Maintenance 
competence 

8 0.270 0.270 -0.192 0.765 

*P<.05 **p<.01 

The first time Delphi technique experts of different background 
variables for the Mold Industry survey of professional English 
analysis of indicators 
This study was to explore the different business model for the mold industry of 
professional views and opinions in English, it will study the questionnaire is divided 
into mainly engaged in domestic and export-orientated industries to learn more about 
the different models for industry professionals on their use of English whether the 
demand for different degrees. This study was therefore carried out Kruskal-Wallis 

One-Way ANOVA to further explore the mode of operation of different industries for the 
tooling industry indicators professional English differences. As a result, as shown in 
Table 5 and 6 were found to engage in domestic or export-oriented industries for the 
construction of the mold professional competence indicators of the views of English, 
there is no significant difference.Test out their remarkable degree of evolutionary 
0.505> 0.05 significant level, it can be engaged in study, the export of mold industry 
in the ability of indicators of professional views in English, there is no significant 
difference, but the first time by the Delphi technique K-S test The results of the views 
of the experts do not have the consistency, it is in the g - W one-way ANOVA of data 
among the results obtained only as a reference, they are advised to conduct a second 
expert after further analysis. 
 
Table 5 The first time Delphi technique Kruskal-Wallis one-way ANOVA analysis 

Industry model N Rank 

Domestic 2 5.50 

Export 6 4.17 

Total 8  
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Table 6 The first Delphi technique Kruskal-Wallis one-way ANOVA summary table 

Industry model 

The importance of Overall indicator 

（df=1，χ2=0.444，p=0.505） 

（N） （M） （SD） 

Domestic 2 3.93 0.070 

Export 6 3.62 0.824 

Total 8 3.70 0.712 

 
The results from the above analysis we can see that eight of the views of experts does 
not have consistency. Therefore, relevant information will be required to aggregate 
and then a second after the second Delphi technique survey of experts. And discussed 
in depth by the research team after the resolution of industry experts to join the new 
and adjusted, the export industry of specialist staff, but also the first time Delphi 
technique survey of experts to remove the inappropriate questionnaires. 
 
Delphi technique expert second survey for the die industry 
professional English analysis of indicators 
In this study, mainly in industry-oriented, inquiring on behalf of mold industry 
institutions for technical and vocational school graduates in mechanical engineering 
should be in English with professional advice and the ability to view indicators. 
Therefore, among the professional English listening, speaking, reading and writing for 
the four major areas of the main framework for the design of the questionnaire. 
Delphi technique through the first after the implementation of the questionnaire 
survey, the research team discussed the subject was a few too many, and after a 
number of experts in the Delphi technique was first given to other professional 
competence of the recommendations in English, it should be listening, speaking , 
reading and writing to the entire four-oriented and analytical skills, design capabilities, 
manufacturing competence, operating competence, testing capabilities, the ability to 
maintain the six indicators, and then developed the second questionnaire Delphi 
technique expert. Delphi technique by experts in the second survey, after which data 
were experts on indicators of ability to make the following comments and views on 
the analysis and description. 
 
The scope of the six indicators in the scoring 
Recovery after samples of valid questionnaires by the statistics, the 11 expert 
respondents in each dimension of the average and standard deviation, as shown in 
table 7. 
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Table 7 Delphi technique the second time of listening, speaking, reading and writing 
ability in the six indicators of scores 

Indicators N M SD 
Analytical 
competence 

11 4.30 0.630 

Design 
competence 

11 4.33 0.653 

Manufacturin
g competence

11 4.35 0.871 

Operational 
competence 

11 4.45 0.513 

Testing 
competence 

11 4.41 0.596 

Maintenance 
competence 

11 4.42 0.508 

Different dimensions from each of these points that the differences between the 
average and standard in the domestic or export of experts on behalf of manufacturers, 
and the respondents for the mold industry professional opinion indicators in English is 
between the average of 4.30 to 4.45 , the Delphi technique than the first time the 
average score higher. Between the standard deviation is between 0.508 to 0.871. From 
this point of view, manufacturers representatives Delphi technique in the second mold 
industries that were indicators of the professional English should be strengthened in 
the operation and maintenance levels of listening, speaking, reading and writing 
ability. But still the lowest score in the analysis, design and manufacturing 
competence needs. From this point of view, the experts think that it is for export or 
domestic industries, the production line with lower demand for English language 
ability. In addition, the standard deviation of performance, is still based on the ability 
level of the operation and maintenance of the standard deviation of the minimum. 
 
Indicators of English second Delphi technique survey of experts 
consistency analysis 
According to the current recovery in the second phase of the views of 11 experts in a 
K-S single sample test of professional certification to conduct an overall indicator of 
the importance of English ability of the test analysis showed that significant for its 
0.041 <0.05 of significant level, so that 11 the views of experts in the results of 
significant differences, which means that everyone's views tend to consistency, and 
the importance of preferences is that indicators of important trends. Following are the 
results shown in Table 8. 
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Table 8 Delphi technique second time K-S single sample test results . 

Indicators N Most Extreme Z value 

（p value） Absolute Positive Negative 

Overall 

indicators 

11 0.408 0.091 -0.408 1.354* 

（0.041） 

*P<.05 **p<.01 

On the table make it clear that the biggest difference in the absolute value of its 
negative values significantly higher than the positive, so we can see that the experts 
agreed that the survey listed are very important indicators of belonging to the normal 
distribution of the state of negative skew ness .In addition, this study in the second 
Delphi technique will be to rearrange the survey and expert opinion collection, the 
industry will continue to mold professional indicators into English listening, speaking, 
reading and writing four main areas, and were used in its analysis, design, 
manufacture, operation, inspection and maintenance of the ability to explore the 
six-oriented. And a K-S single sample test for listening, speaking, reading, writing 
and other areas of the four indicators of the importance of professional English test 
found that 11 of the views of experts in the design, manufacture and operation of the 
ability to achieve significant, said experts consistency, and in the analysis, inspection 
and maintenance did not show significant differences in the results of the analysis as 
shown in Table 9. 
 
Table 9 the second time Delphi technique of listening, speaking, reading and writing 
ability in six sub-indicators of a K-S single sample test results  

Indicators N Most extreme 
Z value 

Absolute Positive Negative 
Analytical 
competence 

11 0.312 0.091 -0.312 1.034 

Design 
competence 

11 0.412 0.091 -0.412 1.367* 

Manufacturing 
competence 

11 0.525 0.091 -0.525 1.742** 

Operational 
competence 

11 0.364 0.182 -0.364 1.206* 

Testing 
competence 

11 0.343 0.091 -0.343 1.139 

Maintenance 
competence 

11 0.343 0.091 -0.343 1.139 
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The second time Delphi technique experts of different background 
variables for the Mold Industry survey of professional English 
analysis of indicators 
This study was to explore the different business model for the mold industry of 
professional views and opinions in English, it will study the questionnaire is divided 
into mainly engaged in the domestic and the export-orientated industries, in order to 
further understand the different business model for industry professionals on the use 
of English whether their needs are different degrees. This study was therefore carried 
out Kruskal-Wallis one-way ANOVA to further explore the mode of operation of 
different industries for the tooling industry indicators professional English differences. 
As a result, as shown in table 10, also found that engaging in domestic or 
export-oriented industries for the construction of the mold professional competence 
indicators of the views of English, there is no significant difference.  
Test out their remarkable degree of evolutionary 0.571> 0.05 significant level, it can 
be engaged in study, the export of mold industry in the ability of indicators of 
professional views in English, there is no significant difference. 
 
Table 10 The second time Delphi technique Kruskal-Wallis one-way ANOVA 
summary table 

Industry model 

The importance of Overall indicator 

（df=1，χ2=0.571，p=0.571） 

（N） （M） （SD） 

Domestic 4 4.41 0.753 

Export 7 4.36 0,500 

Total 11 4.38 0.567 
The results from the above analysis we can see that the attribution of 11 experts in 
their views of the mold industry, and there is no significant difference. Therefore, as a 
result of the experts in a K-S single sample test line in the results can be learned, 
whether it is engaged in domestic or export of the mold industry are that the 
professional training of English is a matter of no delay grams, and its importance not 
to mention. 
 
Analysis of construct indicators 
In this study, oriented to the demands of industry to learn more about those who die 
industry Vocational Technical Institute for the precision machining technology 
professional English department students construct indicators of the views and 
opinions. The course of the study were to explore the use of literature, expert 

2010 HICE Proceedings - Page 689



interviews Delphi technique questionnaire designed to explore the tool on behalf of 
the industry indicators for the professional ability of consistency in English, after the 
first and second Delphi technique survey found that competence to construct 
indicators of the results of analysis are as follows described. 
a. Delphi technique expert survey results to build the competence of indicators 
This study was part of die industry professionals into English listening, speaking, 
reading and writing four main areas, the first time in the Delphi technique will be 
subdivided into four major areas of analysis, design, manufacture, operation, 
inspection and maintenance of six subject-oriented design a questionnaire. To be 
recovered eight of the views of experts found that their views have not been 
consistency. Therefore, the research team decided to implement the second Delphi 
technique questionnaire. Delphi technique for the first time, the topic of the survey to 
the whole and will be a similar indicator of the ability of integration into the same 
category in order to reduce the number of questionnaires on the subject. In addition, 
from the original six-oriented, with expert advice will be increased to some views of 
the six-oriented. The first time in the survey analysis process of respondents high 
heterogeneity be deleted industry experts and experts from the original eight to 11 to 
enhance the validity of experts and seek their views on the consistency. The second 
analysis found that Delphi technique; the views of expert’s consistency, and by the 
statistical tests revealed that the majority of scholars think that the ability to construct 
indicators for the industry is needed to present professional English. 
b. The ability of experts to the views of the importance of indicators 
Through literature review and expert interviews obtained by the precision machinery 
industry mold professional English guide is divided into 42 indicators, divided into 
listening, speaking, reading and writing the analysis, design, manufacture, operation, 
inspection and maintenance of the competence of six indicators. And the use of 
Delphi technique investigation, engaged in, the export industry on behalf of the mold 
after the first and the second Delphi technique a total of 19 experts (first and second 
duplication experts) and after the revised survey, carried out opinions and views on 
the consultation, and through the K-S single sample test found that the ability of 
experts for the view of the importance of indicators. Test results showed that the 
competence of 42 indicators in total, "can have a variety of mold types of health 
professionals have heard the word reading and writing skills," "can have various types 
of mold design principle of the professional content heard in English reading and 
writing skills" and "to mold components with a chart or chart group legislation 
professional vocabulary of English reading and writing skills have heard "the 
competence of less than three significant that all the experts the ability to view the 
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three agreed there was no trend, so be removed, the remaining competence of the 
view that it has unanimously endorsed the trend. 
c. Different industries on the ability of the expert-oriented indicators of the 

importance of the views 
In this study, different industries in order to understand the mode of application for 
the ability to mold a professional English indicators to explore different views, and 
therefore  Kruskal-Wallis one-way ANOVA level to engage in the test, the export of 
the mold industry experts the ability indicators for the view of whether there are 
significant differences. It was found that among the 42 indicators and a competence of 
no significant difference, meaning that no matter shows, the export of the mold 
industry experts the ability of these indicators for the application of the views of the 
English line. In addition, the export-oriented in the mold industry experts "to have the 
characteristics of various types of mold have heard the content of professional English 
reading and writing skills", "can have a professional mold structure of the vocabulary 
of English reading and writing skills have heard", "to have the mold Tolerance 
professional vocabulary of English reading and writing skills have heard "," can have 
three views of the die design of the professional vocabulary of English reading and 
writing skills have heard "," can have a professional mold design map heard the 
English vocabulary of reading and writing skills " , "can have all of the design 
commonly found in professional English reading and writing symbols have heard of, 
able to smooth professional English conversation to foreign customers of company 
products mold operation and use", "can have the mold tested by the found that lack of 
professional errors or heard described in the English reading and writing skills,  able 
to smooth professional English conversation to foreign customers of company 
products mold inspection methods and processes "," professional English vocabulary 
to foreign customers to die location and the reasons for failure "," can be a 
professional English vocabulary and content of that mold troubleshooting methods 
and procedures "," English can be a simple process with staff to discuss the mold 
operation manual in English in professional content "," able to write Letter 
professional or mail to the foreign customers to introduce products and the structure 
of the die company "and other indicators of the competence of 13 is higher than the 
average level of domestic-based expert opinion. Possible reason is that export 
companies will focus on services, thus higher than the degree of the domestic industry 
for the ability to communicate with customers indicators. By the domestic industry 
mainly focus on the manufacture, operation and inspection etc. degrees. The main 
reason is that the contact characteristics of the industry, so in the analysis, the design 
of low demand. 
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d. The competence of the main and sub-indicators in detail the importance of the 
ability of the sort 

In this study, indicators based on the application of English reading and writing will 
be heard, such as divided into four main areas, and will integrate it into the analysis, 
design, manufacture, operation, inspection and maintenance of the ability of the six 
dimensions, the Delphi technique after a survey of experts found that the competence 
of the main sub-items and important details of the extent of the ability to sort, as 
described below. 
(1) Die-oriented industry experts believe that in the six major aspects of the 
importance of sub-dimensions of the sort of "operating competence" at the top, and 
then is "the ability to maintain", "ability test" and the "manufacturing competence" , 
"design competence" and "analytical ability", as shown in table 11. 
 
Table 11 Application of mold industry professional English the importance of the 
main indicators of degree of order 

Indicator phase  Importance of order 

Operational competence 1 

Maintenance competence 2 

Testing competence 3 

Manufacturing competence 4 

Design competence 5 

Analytical competence 6 

(2) In addition, this further sub-divided into six sub-dimension indicator of the 
importance of the ability, in the professional part of the application of analytical skills 
in English to "to write a professional Letter or mail to the foreign customers to 
introduce products and the company dies structure, "the most important, followed by" 
can have a professional mold structure of the vocabulary of English reading and 
writing skills have heard", " to have the mold material of a professional heard about 
Vocabulary English reading and writing skills "and" to have the mold tolerances 
professional English vocabulary I heard the reading and writing skills "," able to 
fluency professional English conversation to foreign customers, the company 
introduced the mold of the structure and function of "the competence and, finally," 
can have the characteristics of various types of mold professional content heard in 
English reading and writing skills ". 
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(3) Application in the professional competence of the English part of the design as 
"business as customers need to have good interaction with the professional reading 
and writing skills in English heard that" the most important, and then were "able to 
have the CAD / CAM used among professional heard of the English vocabulary of 
reading and writing skills "" to have three views of the die design of professional 
English vocabulary heard the reading and writing skills "," can have a professional 
mold design map heard the English vocabulary of reading and writing skills "," can 
Professional fluency in English conversation to the foreign customers to introduce 
products company mold design principle "and" to have all of the design commonly 
found in professional English reading and writing symbols have heard of. "  
(4) The application of English in the professional part of manufacturing competence 
in order to "work as a competent person at the scene should have on foreign 
customers the competence of the manufacturing process of the conversation," the 
most important, other were "able to have the manual process by which professional 
heard of the English vocabulary of reading and writing skills "," a mold 
manufacturing process can be used in the tools or equipment of a professional heard 
of the term in English reading and writing skills "," will have to die mold hole 
measurements have heard of a professional English reading vocabulary the ability to 
write "," English can be a simple process with staff to discuss the operation of manual 
mold professional English content "," Die allowed to deliver the application to use 
during the specification of fixtures and contents of professional English vocabulary 
"," could have mold automation process of a professional heard about the English 
vocabulary of reading and writing skills "," can have a professional mold 
manufacturing processes content heard in English reading and writing skills "and" to 
have the mold manufacturing equipment used by professionals have heard of the 
English vocabulary reading and writing skills ".  
(5) The application of English in the professional part of the operating competence in 
order to "to the professional English fluency, or mail a letter written to the foreign 
clients of the company operation and mold products to use" the most important, other 
were "able to fluency the Professional English conversation to foreign customers of 
company products mold operation and use "," to have the mold on the formal 
operation of the use of professional terminology in English reading and writing skills 
have heard", " a mold used to process the application of professional English fixtures 
vocabulary and content literacy heard "," to mold material with the relevant technical 
expertise of the English vocabulary and content literacy heard "," Die parade of 
imports allowed to deliver the manual mode of operation of a professional English 
vocabulary and content "and "to die in the group have used mold professional 
vocabulary of English reading and writing skills have heard" . 
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(6) Applications in the professional part of the English test the ability to "be able to 
fluency professional English conversation to foreign customers of company products 
mold inspection methods and processes," the most important, other were "to die with 
the relevant specifications of professional English vocabulary and content literacy 
heard "," can have a professional mold inspection equipment used in the English 
vocabulary of reading and writing skills have heard "," could have found mold test 
error, or lack of professional English reading and writing skills have heard described 
in "and" to have the mold in the test mode to use when heard of a professional English 
reading and writing vocabulary. "  
(7) Ability to safeguard the professional part of the application in English to "to have 
the general mold used in the maintenance of professional English vocabulary and 
content literacy heard" the most important, other were "able to have the mold of 
maintenance professional English vocabulary and content literacy heard "," fluent in 
the professionals to the English letters or mail to the foreign customers of company 
products mold troubleshooting methods and procedures "," can be a professional 
English vocabulary and content that die failure excluded from the measures and steps 
"," can be a professional English vocabulary to foreign customers of the location of 
mold and the reasons for failure "and" to have the mold when the repair and 
maintenance of tools and equipment used by professional English vocabulary and 
content literacy heard . " 
 
Competence indicator 
In this study, indicators of the ability to construct the results shown in Table 12.  
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Table 12 industry-oriented vocational skills of students house precision machinery 
manufacturing technology applications in English list of indicators 

Level Dimensions Number of items 

Professional English 

listening ability 
 

Analytical 7 
Design 8 

Manufacturing 8 
Operational 8 
Testing 5 

Maintenance 6 

Professional English 

speaking ability 
 

Analytical 7 
Design 8 

Manufacturing 8 
Operational 8 
Testing 5 

Maintenance 6 

Professional English 

reading ability 
 

Analytical 7 
Design 8 

Manufacturing 8 
Operational 8 
Testing 5 

Maintenance 6 

Professional English 

writing ability 
 

Analytical 7 
Design 8 

Manufacturing 8 
Operational 8 
Testing 5 

Maintenance 6 
Total 24 168 

 

Ⅶ. Conclusion 

The purpose of this study to explore the industry-oriented point of view of precision 
mold machining industry professional applications of the construction of indicators of 
English as the future development of technical and vocational institutions precision 
machining in accordance with the relevant departments of the course. After Mold 
industry expert interviews and the Delphi technique to develop a questionnaire survey 
of experts, and then carry out a number of statistics which of  Nonparametric 
Methods of the K-S single sample test in order to understand the experts in English 
for professional view of the consistency of indicators. In addition, in grams - 2 Watt's 
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one-way ANOVA model to further explore different industries (domestic and 
export-oriented) indicators for the professional ability of the English view of whether 
there is any difference there. The following was addressed to the institute on the 
conclusions and recommendations are as follows: 
a. The use of Delphi technique contribute to the formation of a consensus 
(1) The K-S single sample test of the first and second time back to back to Delphi 

technique experts compared the results of a questionnaire survey found that the 
experts back in the second questionnaire to achieve the same views, but also in 
the ability of indicators than the average score higher.  

(2) After Kruskal-Wallis one-way ANOVA was found to engage in domestic sales and 
exports of tooling industry experts indicators for the professional ability of the 
English views, are that the professional English training tool industry is the 
trend of the times, there is no significant difference of view. English even in the 
professional orientation of the main aspects of the grade points average is also 
engaged in higher domestic sales, shows that companies engaged in domestic 
mold that wants to enhance productivity and increase competitiveness, the 
industry is bound to be upgraded in English. 

b. Experts specialized in the overall indicator of English views of the line 
(1) After the two times Delphi technique surveys of experts found that the 

professional English listening, speaking, reading and writing in four main areas 
in the overall competence of Nonparametric Statistics K-S single sample test of 
significant differences. Experts said the overall competence of indicators in view 
of consistency.  

(2) After the two times Delphi technique survey of experts found that the professional 
English listening, speaking, reading and writing in four main areas in the overall 
competence of Nonparametric Statistics of Kruskal-Wallis test did not reach 
significant difference. Experts said the overall competence of indicators in view 
of significant differences does not exist, it means that regardless of one expert 
each from the main to domestic or export-oriented industries of the overall 
ability to mold the views of line indicators are that the training Die industry 
professionals important indicators of English. 

c. Experts in various professional English sub-indicators of the convergence of 
views 

(1) This study will be divided into indicators of professional English listening, 
speaking, reading and writing outside the four main areas, but also to integrate 
into the analysis, design, manufacture, operation, inspection and maintenance of 
the ability dimensions of the six indicators. Nonparametric Statistics in the K-S 
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single sample test of significant differences. Experts said that in its competence 
indicators of the consistency of views.  

(2) After the two times Delphi technique survey of experts found that the professional 
English listening, speaking, reading and writing in the four areas of analysis, 
design, manufacture, operation, inspection and maintenance of the competence 
of the competence of the six indicators, such as the number of non-mother 
Statistics of Kruskal-Wallis test did not reach significant difference. Experts said 
the overall competence of indicators in view of significant differences does not 
exist, it means that regardless of one expert each from the main to domestic or 
export-oriented industries of the overall ability to mold the views of line 
indicators are that the training die industry professionals important indicators of 
English. 

d. The sub-indicators importance of English   
Die-oriented industry experts believe that in the six major aspects of the importance 
of sub-dimensions of the sort of "manufacturing competence" at the top, and then 
compared with the "design competence", "analytical ability" and the "operational 
competence", "test competence "and" the maintenance of competence. " This shows 
that the experts believe that mold industry in the application of which English has to 
serve the customer-oriented "manufacturing competence" the most important 
indicators. At present, whether as a result of domestic or export of the mold industry 
are that the provision of customer service and communication technology is the most 
important indicators of the business, as at other levels of competence, it is considered 
that the application of a professional if there is no English translation staff personnel 
can do to address related issues faced. 
  

Ⅷ.Suggestion 

a. Select the Delphi technique experts should be more representative of the 
experts to find 

Since the main purpose of this study is to conduct industry-oriented professional 
precision machinery industry mold applications of the construction of indicators of 
English. As a result, experts should be selected and then select the area of the vendors 
on behalf of more representative. As a result of this study was the first Delphi 
technique survey of experts found that there are many experts disagreed, so some 
experts be removed when the second Delphi technique. Therefore, the second meeting 
of experts to participate in a survey of the objects have relatively large adjustment, 
although the research findings so that line, but still has its own research have created 
the possibility of error. In addition, part of the domestic industry of specialists, the 
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companies are required to select the direction of the mold export industry 
development company, so the ability to think in English more than the importance of 
indicators of the company in export industries. Therefore, the Kruskal-Wallis one-way 
ANOVA and opinions which can not be demonstrated, the difference in export 
companies. 
b. Should select the manufacturers export more of the expert questionnaire 
Delphi technique by a the second time survey of experts found the mother by the 
non-statistical analysis of the number of Kruskal-Wallis one-way ANOVA results 
show that, to engage in, the export of mold industry in a professional competence 
indicators of the views of English and there is no significant difference in this study 
with the assumption that the original gap slightly. Therefore, after the inquiry found 
no significant difference caused by the reasons for the proportion of manufacturers 
and domestic manufacturers and export order of magnitude, so by the impact of 
differences in sample size and does not lead to significant differences in views. 
c. Completing the questionnaires the experts can select the direction of 

diversification to discuss differences in their views of the situation 
As a result of this study is carried out, the export tool industry indicators for the 
English professional differences of view the test results have been found between the 
two and there is no significant difference. Therefore, if the test after the other experts 
can be the difference between the views, such as the research object can be divided 
into industry in charge of the management and staff views of the scene are able to 
consider the direction of the research to learn more about the different ranks of 
experts indicators of English professional differences of views. 
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Test Evaluation System Via The Web
Using The Item Response Theory

Hideo Hirose*, Takenori Sakumura
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Abstract

Although the superiority of the test method using the item re-
sponse theory (IRT) over the classical test method is valid for regular
examinations such as the midterm and final tests in universities and
colleges, the IRT is not known to teachers in universities and colleges.
To enhance the chance of use of this new method, we have developed
a test evaluation system via the web for university teachers. By sim-
ply dragging an EXCEL file in which 0/1 scores of the test result are
stored, teachers can obtain students’ abilities and parameters for each
problem attached in that EXCEL file. By using the IRT evaluation
in tests, we have found that: 1) we can include high and low level
test items together so that we can assess the student abilities more
accurately and more fairly; we do not worry about providing easier
problems which will make the lecture level decline; in other words, we
do not care about finding the most appropriate problem levels to each
student. 2) students do not raise claims about their scores; they are
satisfied with this way of testing.
Keywords : test evaluation; item response theory; e-learning; web
system.

1 Introduction

In Japan, the number of young people has been on the decline as compared
to the growing number of universities and colleges. Almost half of the 18-
year-old high school graduates can be enrolled in universities and colleges.
Therefore, Japan’s academia are supposed to accept a variety of students
in the academic levels. For effective evaluation to such students, the item

1

2010 HICE Proceedings - Page 700



response theory (IRT) [5],[6],[8] may enhance the students’ skills and evalu-
ate their abilities more accurately if several adaptive e-learning systems [9]
and test methods are appropriately used. A student self-learning system em-
bedded in the e-learning system, Moodle [10], is introduced [11], and a new
adaptive test method is also proposed recently [7] where the up-and-down
method by Dixon and Mood [4] and the stratified adaptive test method by
Weiss [12] are incorporated together to perform the optimal test.

Although the IRT has been widely used to test systems such as the Test
of English as a Foreign Language (TOEFL), it is not well known to teachers
in universities and colleges. The superiority of the IRT over the classical test
method is also valid for many subjects in universities and high schools.

The IRT is new in the sense that it can assess the abilities of the ex-
aminees along with the difficulties of the problems (items). This method
has often been used in many fields; TOEFL and TOEIC (Test of English
for International Communication) are typical examples applying this theory.
Examinees in tests for English can solve many items in a certain time pe-
riod, e.g., in two to three hours. Thus, the method can effectively and easily
be applied in such kinds of tests. However, those who take examinations in
universities cannot solve as many problems in such a short time. It would
be ideal if we can use fewer problems with higher evaluation accuracy in ex-
aminations. This paper aims to achieve this objective with much an easier
method.

To enhance the chance of use of this new evaluation method in university
teachers, we have developed a test evaluation system via the web. By simply
dragging an EXCEL file in which 0/1 scores of the test result are stored,
teachers can obtain the students’ abilities and parameters for each problem
attached in that EXCEL file. By using the IRT evaluation in tests, we have
found that teachers and students are both satisfied with this new system.

2 Item Response Theory

In the IRT, we assume a student i having ability θi takes a problem j. If the
student is successful in giving the correct answer with probability P , such
that

Pj(θi; aj, bj) =
1

1 + exp{−1.7aj(θi − bj)}
, (1)

2
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the likelihood for all the students, i = 1, 2, . . . , N , and all the items, j =
1, 2, . . . , n, will become

L =
N∏

i=1

n∏
j=1

Pj(θi; aj, bj)
δi,j · (1 − Pj(θi; aj, bj))

1−δi,j , (2)

where δi,j denotes the indicator function such that δ = 1 for success and δ = 0
for failure; aj and bj are constants in the logistic function, and they are called
the discrimination parameter and the difficulty parameter, respectively; the
larger the value of aj, the more discriminating the item is, and the larger the
value of bj, the more difficult the item is. In a statistical sense in common, Pj

in Equation (1) is a logistic probability distribution function with unknown
parameters aj and bj; the random variable is θi. However, aj, bj, and θi are
all unknown here.

By maximizing L in Equation (2), the maximum likelihood estimates may
be obtained. However, it is not easy to obtain the item parameters and the
students’ abilities together. There are 2× n + N unknown parameters to be
estimated. Therefore, the item parameters are first estimated by using the
marginal likelihood function by eliminating the students’ abilities such as

L(U |a, b) =
N∏

i=1

[
∫ ∞

−∞
g(θ)

n∏
j=1

L(uij|aj, bj)dθ], (3)

where g(θ) denotes the ability common to all the students (usually a standard
normal distribution) and U denotes all the patterns of uij, taking the value
of 0 and 1. The EM algorithm [3] is usually used in such a case [1]. Then, the
students’ abilities are obtained by maximizing the corresponding likelihood
function. To circumvent the ill conditions so that all the items are correctly
answered or incorrectly answered, the Bayes technique is applied [1].

3 Test Evaluation System Via The Web

Although the superiority of the test method using the IRT over the classical
test method is valid for regular examinations such as the midterm and final
tests in universities and colleges, the IRT is not known to teachers in univer-
sities and colleges. There may be some reasons: 1) despite the availability
of test evaluation programs using the standard IRT such as Bilog [2], there
are still difficulties in using the programs, 2) due to the unknown tuning pa-
rameters in EM algorithm and Bayes method, the estimated values become
slightly different, 3) many teachers adopt giving partial points to one test

3
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item such that 5 points to item one with full score of 10 points; they are not
familiar with 0/1 evaluation.

To overcome these obstacles, we have developed a test evaluation sys-
tem via the web. The specification is: 1) teachers provide the score matrix
(column: student id, row: problem id) consisting of 0/1 element; whether
an answer by a student is correct or not to each item should be decided in
advance with 0/1 evaluation, 2) in response to the submission of the score
matrix to the web, the system gives the estimated parameters; the student
abilities are automatically converted to standard scores used in universities
and colleges. This concept can be seen in Figure 1. Input and output images
are also shown in Figures 2 and 3.

By using the IRT evaluation in tests of statistics and numerical analysis
for several semesters, we have found the following: 1) we can include high
and low level test items together so that we can assess the student abilities
more accurately and fairly; we do not worry about providing easier problems
which will make the lecture level down; in other words, we do not care about
finding the most appropriate problem levels to each student. 2) students do
not raise claims about their scores; they are satisfied this way of testing. An
example of the item characteristic curves is shown in Figure 4.

4 Concluding Remarks

To enhance the chance of use of the IRT method, we have developed a test
evaluation system via the web for university teachers. By simply dragging
an EXCEL file in which 0/1 scores of the test result are stored, teachers can
obtain students’ abilities and parameters for each problem attached in that
EXCEL file. By using the IRT evaluation in tests, we can include high and
low level test items together so that we can assess the student abilities more
accurately and fairly, and students are satisfied with this way of testing.
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Figure 1: Concept of the web system using the IRT method

Figure 2: Input image to the web system
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Figure 3: Output image to the web system

Figure 4: An example of the item characteristic curves
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Proposal 

 
Caring, Community, and Culture:  International Teaching Experiences for Students 

Dr. L. Brenda Clayton  
University of Wisconsin-Whitewater 

 
This Presentation will discuss the Licensure International Program for Student Teachers at the University of 
Wisconsin-Whitewater.  The program will include information about setting up international programs, creating 
community before, during and after the experience and reflections from students and faculty. 
 

The goal of this program is to provide student teachers in physical education, elementary education, and secondary 
education an opportunity to teach in an international setting. 

 Student teaching has been and continues to be one of the most important and exciting experiences in any 
teacher preparation program.  A major part of this experience is regarded as a time of transition from 
university student to becoming a part of the professional community of teachers.  This transition requires 
that student go beyond planning and teaching lessons to understanding the individual differences of 
students, including the communities which shape their lives.  Student teachers who participate in 
international experiences have the opportunity to broaden their understanding of content and what it 
means to participate in and international community of educators. 

Physical education, elementary education and secondary education student teachers and university supervisors and the 
University of Wisconsin-Whitewater have been impacted by these experiences.  In addition, university, 
college and public school teachers in other countries have been impacted by this program and subsequently students who 
have had contact with these teachers. 

 When teachers and students are provided different types of opportunities that enrich their understandings 
of the influence of the social and cultural context of education, they may broaden their understanding of 
what it means to live “in community”.  Because communication and acceptance are key characteristics of 
building positive relationships, which are essential in a “community of learners” and a “caring classroom” 
the personal challenges that students experience in international settings has the potential to heighten their 
awareness and sensitivity. 

The International Program for Student Teachers in the College of Education at the University of Wisconsin-Whitewater is 
designed to provide students with a four to six week teaching experience in another country as part of their student 
teaching experience.   

 The program is designed to ensure the social, emotional, psychological, and physical safety of the 
students by providing on-site supervision by a university supervisor from the University of Wisconsin-
Whitewater.  This supervision is complemented by collaborative relationships with the school staff in the 
host country who work along with the student teachers in that country.  The university supervisor 
provides cultural emersion experiences for the first two weeks and then students remain with teachers and 
principals of the host country for additional weeks depending on the country. 

The presentation will include the challenges and the benefits for student and faculty in both countries.  Reflections from 
students and the impact of the experiences on their lives will be shared. 
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Strategic Planning:  An International Practicum for Teacher Education Students 

Virginia Hicks, Ph.D.  

Shepherd University P. O. Box 5000, Shepherdstown, WV 25443-5000 

vhicks@shepherd.edu  

ID Number 1194 

 

Shepherd University received a grant from the West Virginia Higher Education Policy 

Commission to develop an International teaching practicum to broaden the perspective of 

students in education and to globalize their experiences. 

 Students taught at Knox High School and Knox Junior School in Spaulding Jamaica.  

This practicum was the first international experience that had been offered in the Department of 

Education at Shepherd University.  As a small liberal arts university, there was minimal 

infrastructure in place to facilitate international experiences for students. 

This presentation will highlight the strategic planning that occurred to make the 

experience possible for the students. As part of the strategic planning process, a SWOT analysis 

was used to develop the teaching practicum course.  

One of the first priorities was to develop a collaborative agreement between Shepherd 

University with both  Knox High School and Knox Junior School in Spalding, Jamaica.   As 

another priority, a thorough syllabi with well defined goals with outcome based  objectives was 

created.  Also, a solid assessment plan was developed and implemented.  Students participated in 

fund raising, prepared for the trip by attending seminars and successfully participated in the 

teaching practicum in Jamaica.     
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As part of the final evaluation, the students provided a powerful power point presentation 

with reflective comments of their entire international teaching practicum experience.  This final 

evaluation presentation included their teaching experiences, their day-to-day experience with 

Jamaican culture and how this opportunity had influenced them. They  included their thoughts on 

globalization and how they planned to integrate this into their own teaching inWest Virginia. The 

strategic plan and syllabi will be shared at the presentation.   
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Mythologies and the media: Examining whiteness in physical education and 
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Brown, Seth 
Massey University College of Education 
School of Arts, Development and Health Education, PN 900 
Massey University College of Education 
Private Bag 11 222 
Palmerston North, Aotearoa/New Zealand 4442 
S.Brown.1@massey.ac.nz 
 
Racial stereotypes, intolerance and bigotry are evident in sports globally, which is 
contrary to the popular belief that sport is free from racism (Carrington & McDonald, 
2001; Coakley, 2007, 2009; Gardiner, 2003). The role of the media in the 
reproduction of racism in physical education and sports is both implicit and explicit in 
perpetuating racial hegemony. This presents a growing concern for physical educators 
in the field who want to challenge racial stereotyping and racism in sports. The 
purpose of this study is to examine whiteness in physical education and sports in the 
media. Whiteness is a theory used to examine the normality of being white. Being 
white becomes the focus of attention, along with the examination of white privilege. 
Often Eurocentric ways of knowing and doing shape our practice as teachers and the 
curriculum, as we teach what is comfortable. This study offers teachers a practical 
way in which to use whiteness theory in their teaching and reflect on their current 
practices as teachers. I also will use Barthes (1957) theory on mythologies. Barthes 
published a collection of essays on mythologies; modern myths created from social 
value systems. He interrogated the meanings of cultural practices and artefacts—the 
taken for granted assumptions we make everyday or believe to be common sense or 
true. I give practical examples of using both whiteness theory and Barthes (1957) 
theory on mythologies to analyse professional sports and the media and assist teachers 
in teaching students to critically analyse race and the media in sports. Finally, this 
study argues for scholars and teachers to embrace pedagogies that challenge and 
contest the status quo and racial stereotyping in sports and physical education. Such 
pedagogies offer teachers and students ways to critically analyse attitudes, values, and 
behaviours that contribute to conflict and identify ways of creating more harmonious 
relationships.   
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Teaching and Research Collaboration: 

Regional Collaboration in Supervision of Design Research Students 
 

 

Kin Wai Michael Siu 

The Hong Kong Polytechnic University 

 

School of Design, The Hong Kong Polytechnic University, Hunghom, Kowloon, Hong 

Kong. Email: m.siu@polyu.edu.hk 

 

 

Abstract 

 

Teaching and research collaboration in supervising research students has been 

more important among institutions in different regions over recent years. 

There are significant advantages for collaboration, including improved use of 

resources, and better quality of supervision achieved through collaboration by 

different experts. On the other hand, there are some limitations and difficulties 

in this kind of collaboration, particularly the management of teaching and 

research activities. This paper reviews the needs of and trends in regional 

teaching and research collaboration in supervising research students. Taking a 

joint-supervision scheme involving design research students in both Mainland 

China and Hong Kong as a case study, this paper identifies and discusses the 

advantages and limitations of this kind of regional collaboration. The paper 

also identifies and discusses some possibilities for further development and 

research that may enhance regional collaboration. 

 

Keywords: regional collaboration, design research, joint-supervision, co-

supervision, postgraduate 
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Introduction 

 

The quality of graduate research studies (also called postgraduate or higher level research 

studies in Europe) has received more attention in recent years (Boud & Lee, 2009; Siu, 

2009; Zuber-Skerritt & Ryan, 1994). In addition to the quality of student-intake and the 

planning and administrative management of graduate programs, the quality of 

supervision is also an important and red-hot issue (Barlett & Mercer, 2001; Denholm & 

Evens, 2007; Graham & Grant, 1997; Remenyi & Money, 2004; Smith, 2001; Wisker, 

2005). 

 

Over the past two decades, teaching and research collaboration in supervising research 

students among institutions in different regions has become a new trend in higher 

education. There are significant advantages to the collaboration. For example, institutions 

can effectively use their teaching and research resources, and establish additional 

collaboration networks. Supervisors can gain wider scope and richer experience in 

student and project supervision. Supervisors and students can gain more tangible research 

outputs, including joint-publications. Students can also gain more research experience in 

and from different cultural and social contexts. 

 

On the other hand, there are some limitations and difficulties in this kind of collaboration. 

For example, it is not easy to have effective management of teaching and research 

activities due to the educational, social and cultural differences in different regions. 

Geographical constraints are another key limitation to instant and continuous supervision. 

Sometimes, the roles of supervisors are not easily or adequately defined. Arguments can 

also occur about conflict of interests and the benefits from research outputs. 

 

Nevertheless, more researchers believe that regional teaching and research collaboration 

in supervising research students is both a needed and a useful trend. In the following 

paragraphs, this paper takes a joint-supervision (or, co-supervision) scheme involving 

design research students in both Mainland China and Hong Kong as a case study. It 

identifies the advantages and limitations of this kind of regional collaboration, and also 
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discusses some possibilities for further development and research that may enhance 

regional collaboration. 

 

 

Need for and Trends in Regional Collaboration in Teaching and Research 

 

Changes in the nature and scope of research studies indicate both a need for and trend 

towards regional collaboration in teaching and research. Due to globalization and the 

increasingly close relations among different regions, more students (and their supervisors) 

want to conduct comparative studies on regional matters. This situation means that a 

single supervisor in a particular place is unable to give sufficient supervision to a student. 

Joint-supervision by supervisors from different regions is therefore appropriate and 

effective (Barlett & Mercer, 2001; Siu, 2009). 

 

In the same way, there is a trend for universities to expect more inter-regional 

collaboration in research (for justification and success factors related to inter-institutional 

collaboration, see also Czajkowski, 2006). This kind of collaboration can generate more 

comprehensive findings, as well as wider and more sustainable outcomes. It is also why 

increasingly large-scale research funds have been provided under the economic and 

educational collaborations that have emerged among different countries and regions since 

the 1990s. While research students are an important part of the manpower necessary to 

carry out research projects, regional joint-supervision of research students' studies is both 

the means of and and catalyst to fulfilling the need and trend. 

 

In addition, an increasing number of universities has noticed that the resources provided 

or secured for the development of teaching and research work are always not sufficient, 

even though governments have always claimed that they are increasing budgets for 

higher education (Anderson, Briggs & Burton, 2001; Berthelon, 2003; Coleman & 

Anderson, 2000; Higher Education Funding Council for England, 2007; Siu, 2009; see 

also Schultz, 1972; McMahon, 1974). In particular, in recent years many universities 

have wanted to expand graduate level research programs in order to generate graduates at 
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higher levels who produce higher quality research outputs. Exploring "new" resources is 

one of a critical strategy for the sustainable development of universities. Among the many 

possible ways to access new resources, one of them is to share resources with other 

universities and thereby maximizing the use of available resources (Remenyi & Money, 

2004; Zuber-Skerritt & Ryan, 1994). 

 

 

Case Study of Joint-supervision between Mainland China and Hong Kong 

 

Since the early 2000s, several joint-supervision schemes have been implemented in Asia, 

including those in Singapore, Japan, Korea, Philippine, Thailand, Taiwan, Macau and 

Hong Kong. One of these regional joint-supervision schemes was initiated by The Hong 

Kong Polytechnic University (PolyU) in Hong Kong. The scheme encourages and 

supports regional joint-supervision between supervisors in mainland China and Hong 

Kong. A research student supervisor in the PolyU can apply for support from the 

university to work with a supervisor in mainland China to supervise a student who most 

of the time stays in the mainland. The student is required to spend a significant period of 

time (e.g., one year) in Hong Kong to carry out his/her research. At the beginning of the 

implementation of the scheme, the joint-supervision was limited collaboration between 

the PolyU and a small number of universities in mainland. Several years after 

implementation, the scheme now extends to most interested universities in China that 

offer good standards for working with the PolyU. 

 

The School of Design of the PolyU has participated in the scheme, allowing design 

research students in mainland in China to apply to the school so that they can carry out 

part of their research studies in Hong Kong. Supervisors in mainland China and Hong 

Kong jointly supervise the students. Instead of the narrow scope of design disciplines 

prevalent at the beginning of the implementation of the scheme, since the mid 2000s 

students now come from a wider scope of design disciplines, including environmental 

design, industrial and product design, and interactive design. 

 

2010 HICE Proceedings - Page 716



From 2006 to 2009, a case study on joint-supervision of design research studies reviewed 

and identified the advantages of and limitations to joint-supervision of teaching and 

research. The study was expected to identify possibilities for development and further 

research on the topic. As the number of students and supervisors involved in the joint-

supervision scheme was relatively small compared to other programs, qualitative and in-

depth study was a more appropriate approach to the topic. The research methods included: 

 

• A review of the scheme, and with a brief comparative review of other similar 

schemes in Hong Kong. 

• In-depth semi-structured interviews with the supervisors involved in the scheme 

(interview content included three aspects: planning and arrangement, process, and 

output and experience) 

• In-depth semi-structured interviews with the students involved in the scheme 

(interview content included three aspects: overall change of the study, process, 

and output and experience) 

• Review of the research outputs of the supervisors and students involved in the 

scheme. 

 

 

Findings and Discussions 

 

Since the findings were based on the case study, and the number of informants was small, 

the results should not be considered as significant for an entire generation (see David, 

2006; Gerring, 2007; Simons, 2009; Siu, 2007; Yin, 2009). However, the findings 

discussed below are expected to provide inspiration for further attention and action, as 

well as to indicate directions for further investigation that could improve the quality of 

both the supervision of and the outputs of the design research students . 

 

Advantages 

 

• The universities and departments can establish more and practical collaboration 
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networks. 

• The universities and departments can effectively use their teaching and research 

resources. This situation is particular important, since there are a significant 

discrepancies between the resources available in different regions (e.g., available 

grants, quantity of education investment, living standards). 

• The universities and departments can form a stronger alliance or team for both 

teaching and research. Most of the time, this kind of collaboration confers advantages 

and support when applying for national and international competitive grants. 

• The universities and departments can gain experience and support for exploring and 

developing new teaching and research directions. This situation is more significant in 

recent years, because comparative research has become more important and 

globalization has made relationships among regions more coherent. 

• The universities and departments can generate opportunities and have strong 

incentives to explore and develop new teaching and research directions. 

• The universities and departments can begin collaborating in the form of a trial at a 

relative lower level and small scale, and then establish higher levels and larger scales 

of collaboration. This situation is important for inter-institutional collaboration, since 

most of the time, universities in different regions are constrained by their individual 

regional contexts and resources for teaching and research. 

• The universities and departments can establish a better quality assurance system in 

teaching and research by using the strengths of the universities and departments 

working together. 

• Supervisors can gain wider scope and richer experience in research and project 

supervision. 

• Supervisors can maintain a better quality of supervision in teaching and research, by 

using up-to-date approaches, methods and tools, and in addition by exploring new 

directions. 

• Supervisors can gain more tangible research outputs, including publications. This 

situation also generates both increased opportunities and greater incentives for 

supervisors to be more active in research. 

• Supervisors can explore and establish more and further collaborations with 
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researchers in other universities. 

• Supervisors can have the opportunity to work collaboratively or exchange teaching 

and research activities at other places. 

• Students can gain more research experience in and from different cultural and social 

contexts. 

• Students can have more opportunities to visit other places to enrich their research 

experience, in particular to work with supervisors and students under different social, 

cultural and environmental contexts. In particular, in the design disciplines, some 

resources and opportunities are only available in a few locations, which students must 

visit if they want to carry out specific research. For example, the production industry 

is fading in Hong Kong. If a student wants to research the design production industry, 

one of the best places to carry this research is mainland China, where many 

international corporations have located their production branches. 

• Students can gain more tangible research outputs, in particular co-authoring 

publications with experts (supervisors) from a wider academic arena. 

• Students can explore and establish collaborative networks with researchers and 

students in other universities. Most of the time, students are the motivators who help 

other students seek opportunities for establishing their own networks. 

• Students can explore and establish connections to further their studies and research at 

other universities, e.g., postdoctoral research. 

 

Problems and Limitations 

 

• Most of the time, the planning, review and approval processes require collaboration. 

Sometimes, this takes a long time and involves difficulties in different areas and at 

different levels, due to the concerns of different regions, universities and departments. 

These administrative procedures sometimes hinder the operation of well-intended 

plans and objectives (Graham & Grant, 1997; Siu, 2009). 

• Of all other considerations in a collaboration, resources most easily become the 

problematic issue. The situation becomes more serious if a clear plan for resource 

management has not been well defined from the beginning. However, some 
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professors and researchers in China are quite traditional, and are not willing to go into 

details at the beginning of collaboration, in particular talking about the arrangement 

of "money". On the other hand, even after a long planning and discussion process, 

many joint-supervision schemes have not been realized, due to long and complicated 

discussions of resources. 

• Different universities and departments may have their own plans and views on 

teaching and research directions. It is sometimes difficult to forge an alliance or 

further a collaboration network by using the opportunities generated by joint-

supervision. 

• Sometimes a supervisor may have his or her own expectation about joint-supervision 

with a supervisor from another university that may not be what his or her own 

university intends or plans. Such differences in outlook sometimes cause serious 

conflicts and arguments in the university, department and/or among faculty. 

• If it lacks a good plan for implementation and management at the beginning, a joint-

supervision project can sometimes produce poor results, which in turn produce a 

negative effect instead a positive outcome. In such cases, further collaboration will be 

hindered and discouraged. 

• Different universities and departments most of the time have different educational 

objectives, approaches and quality assurance systems. For example, the examination 

process for PhD study differs between Hong Kong and mainland China. Although a 

student registered to a university usually follows the regulations of that university, 

this kind of difference sometimes still causes problems for the student's research work. 

Sometimes this situation makes students feel confused about their direction and 

approach to research. 

• It is not easy to have effective management of teaching and research activities in the 

context of the educational, social and cultural differences among different 

departments, universities and regions (that operate under different educational 

policies). More seriously, sometimes these differences generate conflicts that have 

negative effects on the collaboration, as well as difficulties and embarrassing 

consequences for students trying to make decisions in the context of the different 

views of their supervisors. 
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• Geographical constraints are a key limitation for instant and continuous supervision, 

particularly if supervisors are in distant locations with differing time zones. 

• The quality of supervision may not be guaranteed, because of to the difficulty of 

maintaining consistency among different kinds, levels and requirements for both 

supervision and of the requirements for students' performance. Some students prefer 

easy (and approachable) tasks from one supervisor over different tasks required by 

another supervisor. Since students are always the main medium for communication 

between and among supervisors, the supervisors do not notice such inconsistencies in 

time to correct them. 

• It is sometimes difficult to define the roles of supervisors. A few arguments have 

occurred due to conflicts of interest in and benefits from research outputs. 

• Supervisors may change their overall planning during the collaboration. For example, 

a supervisor may leave his or her workplace, or incur some other time-occupying 

work. Such situations affect the original plan and quality of supervision. If the 

changes are not handled well, the situation may become very serious. 

• Credit for outputs from the joint-supervision is an important issue which may 

generate serious negative results and cause bad relationships among universities, 

departments and supervisors. Chinese tradition and culture can be the reason why the 

arrangements are not well identified at the beginning of the collaboration. However, 

such kind of tradition and culture most of the time cause problem at the end. 

• Students are easily placed under pressure by different and sometimes contradictory 

expectations and requirements from different supervisors. Different supervisors may 

ask a student to finish different tasks or work with different emphasis. 

• Students come under increased pressure as additional supervisors impose more 

requirements. 

• If students are required to stay in different places to carry out research, the difference 

in living standards always causes difficulties for the students who come from a less 

affluent location. 

• Students may face difficulties in carrying out research when they are away from their 

university. They can become homesick, or feel uncomfortable due to the social, 

cultural and environmental differences. 
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• Some students may quit their original study (e.g., depart from the original supervisors) 

because they have identified a new and better opportunity from their new supervisors. 

This situation may cause serious negative results that can compromise both continuity 

and further collaboration in joint-supervision. Sometimes negative results can cause a 

ripple effect onward to other collaborations and relationships between universities, 

departments and supervisors. 

 

Possibilities and Directions for Development and Further Research 

 

Based on the advantages, problems and limitations identified by the joint-supervision 

case study, some possibilities and directions for development and further research can be 

identified. They affect each university, department, supervisor and student, whose 

concerns are all linked together, even though they sometimes differ. Cutting across these 

individual concerns are the larger conceptual issues of policy, implementation and 

management. 

 

What follows is a check-list addressed to those who are planning and implementing 

effective joint-supervised research. 

 

• Is there an effective planning, review and approval process? 

• Is there a resource management plan that identifies the necessary resources from the 

start? 

• Is there a collaboration alliance that will lead to a growing collaboration network that 

does not impinge on the particular practices, preferences and considerations of 

individual universities, departments and supervisors? 

• Are the incentives and expectations of particular universities, departments and 

supervisors consistent, or at least without conflicts? 

• Is there a plan to ensure that the outcomes of individual joint-supervision do not cause 

negative and unfavorable consequences to further collaboration and relationship 

among the universities, departments, supervisors and students involved? 

• Is there a mechanism to eliminate or at least reduce students' confusion during to the 
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joint-supervision process? 

• Is the overall plan, implementation process and requirements for the students 

consistent? 

• Is there an effective management process that addresses planning, implementation, 

and quality assurance? 

• Is there a process to reduce or eliminate conflicts and negative effects at the level of 

policy, implementation, and management? 

• Is there a practical method that will reduce or eliminate supervision difficulties such 

as geographical constraints?  

• Are there good communication channels between supervisors, and between 

supervisors and students? 

• Are the specific roles of different universities, departments and supervisors agreed 

upon and documented unambiguously? Are these roles well and clearly defined at the 

beginning? If there are unforeseen problems, what mechanisms are in place to ensure 

the quality of supervision roles? 

• Are there mechanisms to ensure consistency of supervisors' requirements on students' 

research? 

• Is there a plan to ensure the consistency in the running of further joint-supervision 

activities at the end of the current design research students' studies? If there are 

changes (such as a supervisor leaving), what actions must be taken to ensure the 

quality of joint-supervision? 

• Is there a well-defined credit acknowledgment system for joint-supervision that takes 

account of differences in social, cultural and educational matters? 

• Are there measures to ensure that joint-supervision has a positive effect on students' 

research? 

• Are there specific arrangements that address the needs of students who have to 

conduct research in a different place or university, in particular with respect to the 

difference of social, cultural, environmental and financial matters? 

• Are there safeguards against the joint-supervision requirement causing negative 

personal effects on students? 
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The interviewees stated that the policy, implementation and management of joint-

supervision are not static. They are changing all the time due to societal change and 

educational development. For example, few people considered regional joint-supervision 

of design research ten years ago. Design research programs were not popular at that 

moment, and developments in design education went in individual and isolated directions. 

Moreover, design educators and students could not see the advantages and possibilities in 

regional research collaboration as well as joint-supervision. Over the past ten years, all 

this has changed. Many educators now believe that without regional joint-supervision, 

design research in China cannot advance in a timely and successful way that produces the 

design research outcomes that are highly valued by foreign countries. 

 

 

Conclusions 

 

Teaching and research collaboration in supervising research students among institutions 

in different regions has significant advantages for the development and achievement of 

design research. Collaboration offers advantages for policy, implementation and 

management. The overall education system ― universities, departments, supervisors and 

students ― can all benefit from joint-supervision. Due to its multi-disciplinary nature, 

design research in particular needs input and support from a various of sources, 

specifically, from different supervisors. Since cost-effectiveness is increasingly at issue in 

education, joint-supervision can maximize this aim in terms of quantity and quality. 

 

On the other hand, most of the time, the problems and limitations of joint-supervision 

derive from the advantages that are expected from it. Over-confident and excessive 

expectations can lead to deficient planning, implementation and quality assurance process. 

In such cases, joint-supervision may incur drawbacks that ruin the original goals and then 

generate negative results. For example, without carefully identified roles and pre-agreed 

sharing of credits among supervisors, joint-supervision may lead to bad relationships and 

arguments not only among supervisors and students, but even at departmental and 

university levels. 
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Responding to the advantages, problems and limitations discussed above, this paper 

identifies some possibilities and directions for development and further research. These 

possibilities and directions aim to realize better and more well-organized joint-

supervision activities through better plans, clearly stated goals and objectives, well 

defined roles, established ways to share credit among different universities, supervisors 

and students, and managed implementation and quality assurance process. Obviously, 

good continuous management leading to further exploration can maximize the advantages 

and minimize the problems and limitations of joint-supervision of design research 

students in the continuous changing society. 
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The Vocational Education and Training (VET) sector has been heralded as “the 
Cinderella of the education sectors” (Mouhtouris, 2005, p. 8). VET refers to the 
learning of skills, knowledge, competencies and attributes in a wide range of work 
environments (Ministerial Council on Education Employment Training and Youth 
Affairs, 2001). The Queensland Studies Authority (QSA previously known as the 
Queensland Board of Senior Secondary School Studies - QBSSSS) has introduced a 
new stream of vocational education, the Study Area Specification (SAS) in Recreation 
that sits juxtaposed to Senior Physical Education and Senior Health Education 
(university entrance subjects). The purpose of this paper is to provide a discourse 
analysis (analysing the purpose, rationale, structure and content) of the Recreation 
document and transcripts of interviews with the writers. The findings indicated that 
the Recreation document perpetuated a hyper-masculinised version of physical 
education with a focus on competition and physicality. Furthermore, the Recreation 
document only strengthened the divides between theory/practice and 
academic/vocational with the purpose of the document focused on producing human 
capital. The paper concludes that Recreation provided narrow career pathway options 
to students and that the learning focused on the completion of competencies with an 
emphasis placed on getting students certified.  
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Abstract 
In 2006, I began research on current issues in rural education.  Participating teachers recounted 
narratives of teaching that included a lack of qualified teachers, only being able to offer bare 
bones curriculum, being limited in their offerings of extra-curricular activities, and having to 
deal with issues of school consolidation, teacher job security and bussing.  This paper provides a 
brief overview of the study with a focus on two specific issues: (1) the need for rural research 
and (2) the need for system administrators to have an understanding of the nature and value of 
rural education and of small schools. It is knowledge that can play a significant role in 
determining future curriculum design, curriculum implementation, and teacher training which, in 
turn, could have a positive influence on teacher recruitment and retention. 
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Introduction 

In 2005, I taught a distance education graduate course on current issues in rural education where 

teachers recounted issues concerning their teaching experiences in rural communities.  They 

included such challenges as: an inability to offer a wide range of courses; being able to sustain 

extra-curricular activities; the affects of bussing on students and staff; participating in distance 

education; and employing multi-aging, multi- grading, and multi-coursing as teaching strategies 

to deal with small enrolments.  From these discussions emerged a broader set of outcomes.  

There was a sense that rural education and rural communities are a burden to “progressive 

educational reform”.  Participants used such words as isolation, inequality, discrimination, 

problematic, targeted for reform, and described a sense of disconnectedness from the remainder 

of the education system.  In 2006 I began a process of research to explore some of these issues. 

  

Framing the Research 
Participants in the study were certified teachers enrolled in a distance education graduate course 

focused on current issues in rural education.  The research centered on three questions: (a) What 

are the current issues of education in the community in which you teach? (b) How do these 

issues compare to the literature? (c) What do you think supporting agencies need to be doing to 

advance rural education?  The inquiry design and implementation were grounded in theories of 

constructivism and personal practical knowledge.   

 

Constructivism is rooted in the meanings that we construct and attach to everyday life (Glesne, 

2006).   Personal practical knowledge is a knowledge that is embedded in the professional lives 

of teachers and allows us, as researchers, to talk about teachers as knowledgeable and knowing 

persons (Connelly & Clandinin, 1988, p. 25).  Both constructivism and personal practical 
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knowledge position teachers as holders and makers of knowledge.  From this perspective, 

teaching becomes part of teachers’ professional lives “to be understood...in terms of its 

significance and value in an ongoing narrative of personal and social experience” (Clandinin and 

Connelly, 1995, p. 25) and is connected to learning and research. 

 

Significance 
The graduate course provided an avenue through which practicing teachers could share their 

experiences and beliefs on rural education.  This is founded on the belief that such a dialogue can 

make a contribution to the knowledge base about rural education and schooling.  Second, 

teachers, as graduate students, become producers and disseminators of knowledge that can play a 

significant role in determining curriculum design, curriculum implementation, and teacher 

training.  Hence, the research should be of importance to ministries of education, universities, 

and to school districts.  Such research also has the potential to build relationships between 

university and schools.  Universities are sometimes seen as places of theory while schools are 

described as places of practice.  A distance education seminar course approach as one of the 

means to research helps forge praxis between theory and practice and provides graduate students 

an opportunity to have a voice in issues of rural education.  There is an important message 

inherent in this kind of teaching-researching process, teachers’ experiences do count.   

 

Research Limitations 

This study is limited in that it relies on responses from practicing teachers working towards a 

graduate degree, placing them in dual roles as university students and as participants in research. 

Traditionally, there is something inherently different between student as learner and student as 

research participant.  Yet, if one takes the position that knowledge is social and that it is inherent 
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in teacher practice to work out ways to communicate with others, to learn from one another, and 

to validate one another’s experiences, then using such dialogue to advance research may be 

viewed as part of the natural progression of learning.  Second is my dual role as course instructor 

and researcher.  Similar to Carson and Sumara (2001), I found myself inserted “into the space 

that Jerome Bruner calls ‘culture making’ through such actions as” making suggestions and 

introducing theory as a means of making sense of things.  In short, as instructor, I engaged in the 

responses of the students with responses of my own, creating “inevitable participation” (Carson 

& Sumara, 2001, p.309) into the research.  To balance the two roles, I attempted to maintain a 

split existence.  My responsibility between January and April, 2006 rested with teaching the 

course.  Once all required evaluations were submitted to the University, my focus shifted to re-

visiting the postings of consenting students as a researcher.           

 

Research Summary 
Evidence from the research indicates that there exists a literature in support of rural-based 

theory.  The voices of the participants support the literature.  Overall, the message within the 

data is clear, there is a need for rural research and those involved in the educational system such 

as government departments, institutions responsible for the training of teachers, and school 

districts need to understand the value of rural education and of small schools, a value which 

needs to be demonstrated through consistent, positive actions.  My research calls for a re-focus 

on schools, which is inclusive of rural-based theory and equates it as a self-supporting 

educational concept (Barter, 2008).  By that I mean, it has adequate enough positive outcome to 

be studied as a separate phenomenon from urban education with professional and practical 

knowledge that could be beneficial to both. It is a focus that acknowledges the need for research 

that sustains rural schools and rural communities, framed in the context of rural models and 
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values.  This paper provides a brief overview of the study, presents a historical perspective on the 

need for rural research, and discusses the need for system administrators to understand the nature 

and value of rural education.  The intent is to initiate a dialogue that expands understanding of 

rural schools and rural education. 
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Abstract 

 
 
One cannot stress the importance of screening all children to provide effective 
intervention, without adding a commitment to find all children, from birth to five years, 
who will profit from it.  Research conclusively shows that it is critical to identify all 
young children with potential problems as early as possible so they can be referred for 
further diagnosis and determination of early intervention services.  The sooner children 
with developmental delays are identified and provided remedial services, the better the 
chance they will overcome their developmental delay.   
 
This workshop will offer the historical development of two early childhood 
developmental screening tools designed to meet this need.  The power point format will 
explore and discuss: 
.       

• The importance of screening all children  
• Provide 15 criteria for selecting screeners  
• Present historical and statistical development of two published 

screening tools that meet the above criteria.   
• Overview: Validity, Reliability, Sensitivity, and Specificity 

 
Handouts will include charts of a select group of developmental screening tools. The 
criteria will separate various screening tests currently available into categories that make 
them either acceptable or not acceptable for a particular population of children. 
There will be a Question and Answer session to summarize interpretations and options 
for follow up actions for parent and caregivers. 
 
 
 
 
 
   
 
 
 
 
 
 
 
 
 
 
 
 

2010 HICE Proceedings - Page 738



 
by 

Dr. Barbara Stein-Stover 
 
Strategies and Techniques to Develop Effective Behaviors and Peaceful Classrooms 
 
I realized at a very young age that distraction was the key to not having to listen to 
someone talking about something I was not interested in hearing. From my  back corner 
of the classroom where I was frequently placed for poor behavior I learned many lessons 
about teachers. I learned that once the teacher became angry or frustrated teaching would 
stop.  I learned that my teacher didn’t see what was going on and that she was 
programmed to respond.  I learned she reacted the same way to many different events and 
each one would get her off the lesson.  I learned that things were not fair and that if you 
didn’t say what she wanted to hear you would be silenced. My biggest lesson was that 
asking questions was not good and that if you wanted to find success in school you did 
not talk. These lessons had to be unlearned by first bringing them to my conscious 
thought, practicing new experiences and then through self-reliance developing a new 
foundation for my beliefs about teachers.  
 
Many classrooms across the world house deep pockets of tension, students who are 
depressed, angry, neglected and under achieving. Teachers are faced with violence, high 
drop out rates, large class sizes, under staffing, low test scores all while school   leaders 
are trying to develop peaceful leadership and safe schools.  Understanding the effects of 
violence or the steps to poor decision-making helps teachers but doesn’t always provide 
the teacher with the essential tools that lead to effective response.   Under stress and 
pressure encased by endless distractions some teachers resort to negative behaviors, or 
repeating behaviors that they learned as students.  These observed behaviors of their 
teachers fighting for control may be harmful foundations for false beliefs about new 
situations.  The lessons learned when the teachers were students are embedded within the 
unconscious yet quickly surface upon the demand of discomfort. Behaviors that have 
been learned by role models and reinforced by frequent experiences in school are very 
hard to uncover. Expert after expert has struggled with theories that can provide teachers 
with solutions and techniques that address behaviors diminishing non-productive teacher 
response. No one has successfully developed a technique to solve the problems we face 
within school classrooms. After hundreds of hours observing teachers and twenty-five 
years of working within the  public schools my assessments have confirmed “ Teachers 
who are successful in handling crisis intervention and effective student response focus on 
the now and let go of their self-talk.”   They do not evaluate the moment with 
learned ideas, rules of the trade or categorizing the event.  The successful teacher 
leader breathes, waits and thinks before they respond.  This teacher forgets who is 
on top, their rank or position but reacts one human being to another with clear, 

2010 HICE Proceedings - Page 739



respect and patience. This teacher has planned for possible occurrences, thought 
about what if and feels compassion for others.  This teachers has self-assessed their 
learned beliefs and behaviors, reflected on experiences as a student, and is 
convinced of their self reliance.  This is much like being engaged in the now while 
doing anything of tremendous importance such as driving.  Drifting off into a past 
experience or into the rules of driving may result in an accident with delayed response to 
the immediate need.  Reverting to thoughts of childhood lessons about dogs may or may 
not be helpful during responding to a dog attack.  One must stay completely within the 
moment, breathe, relax and respond with self-assurance and confidence of thought for 
effective response.  
 
Social learning theory demonstrates the power of role modeling and the importance of the 
adults in charge.  Albert Bandura called modeling the imitation of others behavior.  He 
felt that much of human learning is not shaped by its consequences but is more efficiently 
learned directly from a model (Bandura, 1986:Schunk, 2000). One major concern within 
classroom education is that the models of teaching learned in the past may not be models 
that by today’s standards are effective or work. To control and instill discipline is a goal 
of the past and found to be of a very low level of learning with little thinking. Students of 
the 21st century are exposed to massive information much earlier, teachers are highly 
educated and there has been an abundance of current research to support the power of 
choice, needed environmental factors and modeling to produce effecting learning.  Daily 
contact with adults who display on-going proof of their beliefs in concern for others, who 
let children know that aggressive solutions to problems are unacceptable, and who 
provide acceptable alternatives (Kong, 1995) develop prosocial behaviors in students.  
We also have current information on long-term learning and realize the levels required to 
fully understand a concept.  Information is at the lowest level and without the time to 
synthesize, analyze and evaluation one may not realize the information either given or 
observed.  If you are a student observing a teacher’s behavior each day for many hours 
you may very well take in information that was not intended by the teacher and without 
dissection or dialogue this may remain incorrectly within your memory. It is these 
memories and perceptions that shape your beliefs and the “this is what happens” There 
are necessary steps to unlearn this memory or to develop an awareness that that may not 
have been the reality but just what was observed.  The next level would be your reflection 
on what works per individual and what works for you to exhibit different behaviors that 
are needed.  There is not a one size fits all and a technique or method of intervention that 
works for one teacher may not be possible for another.  Developing behaviors that 
become habits of mind and that work is an extremely individual process and cannot be 
duplicated into a solution for all classroom teachers. Psychologists define motivation as 
an internal process that activates, guides, and maintains behavior over time (Murphy & 
Alexander, 2000: Pintrich, 2003: Schunk, 2000: Stipek, 2002). Therefore in order for us 
to find sustainable behaviors/habits and want to continue to use and reuse them we must 
find motivation within to do such things.  This motivation is shaped by experiences that 
have developed into beliefs about schools, teachers and students.  
 
There is a basis theory of behavioral learning theories that a behavior that exists over a 
long period of time is one that is reinforced.  If teachers have acquired behaviors that are 
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reinforced by their memories of their experiences. their conversations with other teachers 
and there lack of self-assessment these behaviors will continue within our classrooms.  It 
is clear that in spite of the hundreds of techniques for behavioral management we have 
not found what works.  There is far too much violence, fighting, acting out and suicide to 
say that this is an area of success. 
 
Teachers who work with students of all ages need to display respect; consideration for 
individual needs and value inquiry if we want world change.  Teacher-leaders who learn 
to stay within the moment and react to the behaviors of the current situation breathing 
and relaxing modeling peaceful humans. This requires tremendous planning, self-
awareness, awareness of others and your environment, on-going reflection and unlearning 
what you have seen. New beliefs require new experiences leading to new habits of mind. 
 
Over my past 25 years within public K-12 Education I have observed the greatest 
teachers all hold several common traits.  The one that stands out is their ability to work in 
the moment and connect their lessons to the student’s life.  They wait to respond, breath 
appear to enjoy what they do and through tremendous efforts see each student as they are. 
On-going research confirms that young people are not futuristic and are intense about the 
now.  It is the successful teacher who performs within this presence. 
The question is how do we let go of the learning and get into the moment creating trust, 
clear thinking and effective response? 
 
 
Cybil Gilbertson a professional dancer with Santa Barbara Dance Theater in her eleventh 
season of dance with an in-depth background in dance, yoga and Pilates explained to me 
what is needed for staying in the present moment.  “Much of my profession is based on 
extreme concentration methods to be able to extend my body and mind as one” 
Gilbertson has traveled all over the world both observing and performing as a dancer in 
addition to two years of study at Esalen Institute to increase her knowledge of conscience 
mind training and body mind interactions.  She expresses the need for both mental clarity 
and physical agility is needed as well as an EXTREME need for relaxation.  Our endless 
conversations about teaching and the need for the classroom teacher to perform at their 
best and within the moment has led us to the development of our mutual research and 
techniques on getting into the present and Cybil’s theory of Fresh Breath (Gilbertson, 
2007) 
 
It has become quite clear to me as an educational leader that teachers must train 
individually to face the challenges of today’s students and school environments.  They 
are performers who must act with both their body and mind in synch.  The emotional 
demands of the position, the incredible media influences, the academic pressures and the 
nature of students require peaceful experts who are prepared.  It is not enough to be 
peaceful, model peace with our actions and know the content information it must be 
completely internalized and a part of every expression of your communication.  Each and 
every teacher must be self-reliant, demonstrate self-assurance and be able to make quick, 
natural decisions about each moment of the day.  Teachers must be prepared to deal with 
the here and the now and assess the moment for safety, peaceful outcomes and 
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productivity.  It is essential for classroom teachers to become acutely self-aware of their 
learned biases and UNLEARN the messages of their past. 
 
Over the years I have had many conversations with students that are afraid to come to 
school.  They are harassed and judge by both other students and some teachers.  Many 
students have expressed a learned hopelessness and others have fallen into the self-
fulfilled prophecy of dropping out or failure. In many cases students have told me stories 
of teachers pushing them beyond their limits, teachers turning their heads when faced 
with violence between students and teachers who are afraid of the students.  The teachers 
I have known and observed who help students and provide safe and peaceful learning 
environments are teachers who are alert, aware and in the moment.  They have 
UNLEARNED harmful behaviors, they have developed a sophisticated wait time before 
they react, they have learned cultural sensitivity and feel good about themselves.  Their 
classrooms reflect planning of systems that support each individual’s understanding of 
peaceful relationships, sharing of ideas and a communication of healthy diversity.    
Respect surrounds every interaction, the curriculum and all lessons. Each person is 
valued and taught the importance of breathing, relaxation and personal care as the teacher 
carefully facilitates conversations, inquiry and leads learning. 
 
Learning is emotional and with each word and action ideas are both developed and 
transferred.  Joel Kramer author of The Passionate Mind talks about how one can find 
only what is within their experiences. “Ideas are nothing but the creation of thought-
which is always old. Thoughts can rearrange themselves to appear new, yet these 
products of imagination are not really new.”(The Passionate Mind, Kramer, Joel 1983pg. 
16)  This seems to support the need for unlearning the experiential learning as a student 
that lives within the memory and replacing this with a natural reaction to the event.  
Training you to be with the actual moment breathing to support thought and the ability to 
see the danger or need without conflict.  To be able to think clearly and to move without 
fear or conflict is true peace.  The teacher who can see the need and react peacefully 
without retrieving old ideas and values but the teachers who can act within the present to 
the present need one respectful human being to another. This teacher must be completely 
aware of their limits, feelings and consistently practice being in the moment without 
thought to be able to see the here and now. 
 
There are numerous programs for classroom discipline and behavioral management 
available.   Discipline refers to methods used to prevent behavioral problems or to 
respond to existing behavioral problems so as to reduce their occurrence in the future (see 
Charles, 2008;Levin & Nolan, 2007;Marzano, 2003) I have witnessed over and over the 
power of an interesting well-planned lesson and the engagement of learners with little or 
no behavioral distractions. As a prevention model and one that supports health and 
growth modeling engagement in the task and staying with the moment I believe is a 
critical step to successful teaching. If and when there is an event within the classroom 
that deviates from the lesson it is best to have the teacher react to the moment and as 
quickly and peacefully return to the task on hand.  The reaction does not set off a chain of 
reactions and develop a greater problem.  The event does not become an event of the past 
or an event in which the previous expectations or lessons are repeated.  This is not the 
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time to replay the memory tape instilling fear and conflict.  It is the time to calmly 
respond to the event, breath and continue. In dealing with routine classroom behavior 
problems, the most important principle is that a teacher corrects misbehaviors by using 
the simplest intervention that will work (Gathercoal, 2001;Kyle & Rogien, 2004) Study 
after study has shown the loss of learning when behavioral problems interrupt the lesson. 
Additionally there is the chance of escalation of the problem when if the teacher responds 
with a programmed response and not to the current situation. 
 
The theory of Fresh Breath (Gilbertson, 2006) encourages a look at the pre-problem and 
the setting the stage for successful interactions.  This is an emphasis on self-awareness 
and self-control. It is an attempt at self-reflection and a promotion for throwing away the 
tapes and unlearning the damaging ideas using your natural individual breath. The plan is 
designed and implemented by you and will cost you only the  development of your  self-
reliance! 
 
Barbara Stein-Stover, Ed.D. 
Assistant Professor of Education 
Director of Teacher Education, HSOE 
Alliant International University, San Diego, California 
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Description:  A descriptive study was conducted to record beliefs about 
undergraduate African-American students’ foreign language learning beliefs.  The 
study used a modified version of Horwitz’s (1988) Beliefs about Language Learning 
Inventory (BALLI), and data was analyzed through identifying trends in how African-
American undergraduate students’ beliefs may affect language programs. 

Abstract:  Foreign language learning is a topic where everyone has an opinion on 
the subject, as well as a remedy for achieving higher level language competence.  
For example, in an average layman’s conversation, while the subject of foreign 
language learning may be discussed in general terms, typically the message that 
yields from the discussion is not conveyed well.  On the other hand, you have 
scholars and pedagogues who can spend hours discussing strategies that students 
use to learn another language, as well as their implications of the students’ beliefs 
and attitudes about learning a foreign language.  Such discussion would yield the 
development of appropriate learning activities which would ensure language learners 
success in language learning. 

Studies regarding foreign language learner beliefs have examined foreign language 
learners in various cultural contexts [Horwitz (1988); Kern (1995); Oh (1995); Yang 
(1992); Truitt (1995); Park (1995); Kunt (1997); Diab (2000)]; however, there are no 
studies that have specifically addressed the language learner beliefs of African-
Americans.  The purpose of the study was three-fold:  first, to identify their language 
learning beliefs; second, to examine the differences and similarities from a gender 
perspective; and third, discuss the impact of their beliefs and the implications on 
future foreign language pedagogy.   The present study examined 180 African-
American undergraduate students at the University of Texas-Austin, where a 
modified BALLI (Horwitz 1988) was administered to collect and analyze data.  

Results indicated while both male and females are fully aware of the importance of 
learning a foreign language, as well as the time one must invest to learn a foreign 
language, there do exist some sharp contrasts in gender when it comes to the 
expectations and motivations to be successful in learning a foreign language, and 
the cultural agency that comes with learning a foreign language.   
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Abstract 

 

The importance of encouraging language skills in early childhood has been well documented. 

Educators who are responsible for children in daycare services have many opportunities to 

use rich and stimulating educational practices that support language acquisition. The purpose 

of this study was to assess the language-support practices used by 22 educators in ECE 

centers with 174 children (87 girls and 87 boys) aged 55.7 months on average (SD = 4.2). 

The Teacher Interaction and Language Rating Scale (TILRS) developed by Girolametto, 

Weitzman, and Greenberg (2000) was translated and adapted for use in French. Analyses 

reveal the heterogeneity of language support provided to four-year-old children attending 

early childhood education centers in Québec (Canada). Results are discussed in relation to the 

importance of the educational setting and specific training on language skill development 

provided to educators around promoting language skills in children, a fundamental 

prerequisite for educational success. 
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The Unrelenting Positive Belief in the Existence of Autonomous Literacy: ESL Teachers-

Educators Tell their Stories 

 In this study of teacher education practices utilizing a life history methodological 

approach, I examine the development of ESL teacher educators’ professional teacher 

knowledge with regards to literacy.  In addition, I explore the influence of the participants’ 

life experience-based knowledge as well as the impact of the socio-political context (the 

university environment) where their teaching practices are situated to better understand 

the construction of their professional teaching knowledge.   

 The broad purposes of this study are as follows: first, to better understand  how 
 
teacher educators’ lived experiences, including their underlying knowledge, attitudes, 
 
values and beliefs influence the development of their professional knowledge regarding 
 
 literacy , as expressed in the way they teach in their classrooms.  Second, to discern the 
 
 influential role of the socio-political/institutional context in supporting or constraining the  
 
expression of these ESL teacher educators’ professional teaching knowledge.  Third, to  
 
come to an overall broader understanding of how ESL teacher educators as a  
 
professional group develop their teacher knowledge, and the role of context in the  
 
expression of this knowledge in their classrooms, thus contributing to the development  
 
of collective knowledge regarding ESL teacher educators and ESL teacher education.  
 
 Three experienced ESL teacher educators participated in this collaborative study.  

Over a period of eighteen months, each participant took part in the following data 
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gathering activities; five to six audiotaped life history interviews; a written 

autobiographical literacy history; a collection of artifacts; a reflective journal written over 

the course of a fourteen week academic term; and two retrospective recall protocol 

interviews based on two videotaped classroom teaching sessions. 

 Data analysis involved three levels of analysis, an intrapersonal level of analysis, an 

interpersonal level of analysis, and a relational/contextual analysis. The findings from the 

study reveal, first,  the presence and importance of life experienced-based knowledge in the 

construction of the three ESL teacher educators’ professional knowledge regarding 

literacy, as expressed in their educational practices; and second, the profoundly negative 

impact of the socio-political context of the university in constraining the participants’ 

personal-professional growth.  

 The findings have implications for ESL teacher educators, the ESL teaching 
 
profession, ESL teacher education programs, and future research in the area of ESL  
 
teacher/educators lives 
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Abstract 

The purpose of this article is to examine the language of girls and boys between 8 and 30 

months of age, using the Quebec French version of The MacArthur Communicative 

Development Inventories. The findings from this parental report measure confirm those 

of earlier research, which showed the linguistic superiority of girls over boys at a young 

age. More specifically, the results show that girls produce significantly more words than 

boys; their utterances contain a greater number of grammatical forms, and are more 

complex syntactically. On the qualitative level, the data illustrate distinctive 

characteristics associated with gender in the acquisition of the first 100 words. These 

findings suggest that caution is necessary when assessing young children in order to 

interpret performance in light of factors that may contribute to it, including gender. These 

results are discussed in light of whether separate normative data are warranted for young 

boys and girls learning Canadian French.  
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Title: Friendships in Dyadic relationships between a Young adult with a            
Developmental Disability and a Non-disabled peer. 
 

Abstract: Friendship is a treasured aspect of our experience of being human.  The 

purpose of this study was to understand the nature and experience of a friendship 

of a young person who has a developmental disability with someone in his or her 

peer group who does not have a disability. Also, what is the friendship like for the 

person who does not have a disability? I explore two relationships, as well as the 

reciprocity of the feelings shared. Another person’s point of view is included, who 

has impacted the relationship that discusses the various aspects of the relationship, 

as well as his or her involvement in facilitating the relationship. Inclusive 

education, students with developmental disabilities who are included within 

regular classes with non-disabled peers provide the opportunity for relationships 

to flourish.  
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Friendship 

 Friendship is a treasured aspect of our experience of being human. Friendship for 

anyone is a place of refuge and understanding. It is a place where we go when we require 

time away from the onslaught of daily life and the sufferings that we all endure from time 

to time that need to be sorted out and discussed. In that place of being, or through that 

portal, much laughter, joy, and strength gather. 

 A friend is all that and much more, which is in no way easily described or 

defined. It is altogether a human thing to bond with someone, to want to share with 

another and to be together with that person in ongoing active and wonderful encounters. 

When one considers what life would be without friendship, it would be something we 

could not endure. 

Purpose 

The purpose of this study is to understand the nature and experience of a 

friendship between a young person who has a developmental disability and someone in 

his or her peer group who does not have a disability and to describe what the friendship is 

like for the person with a disability, as well as for person who is non-disabled. I explore 

two dyadic relationships, the rewards and shortcomings of the relationship, and the 

reciprocity of the shared feelings. Within the pairs of friendships that are featured within 

this study, the participants that have disabilities are developmental disabilities in nature. 

One of the participants has an intellectual impairment, and the other participant’s 

mobility is affected. Defined, a developmental disability affects over the life span, 

intellectual and/or a physical ability to function. People who have a developmental 
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disability have problems with life activities such as language, mobility, learning, self-

help, and independent living. 

The following questions are explored. What is friendship? How did the friends 

meet? What do they do together? How long have they been friends? What do they think 

is important about friendship? Are the friendships satisfying for both partners? Are these 

relationships similar to others between two individuals without disabilities, or does the 

disability of one partner necessarily make the relationship unique? 

It is difficult to find a definition that encompasses all of what friendship can be, 

but perhaps it can be described as a “social relationship between two people that is 

reciprocal, rewarding, and fun for both parties see (Barber & Hupp, 1993). Friendship is 

characterized by multiple voluntary contacts and shared experiences across weeks, 

months, or years” (Hendrickson, Shokoohi-Yekta, Hamre-Nietupski & Gable, 1996, 

p. 4). Furthermore, as Wolfensberger (2000) found: 

Social associations can strongly convey role messages. There are innumerable 
folk sayings about how one is defined by the company one keeps. More 
specifically, when persons with the same impairment are juxtaposed to each other, 
the idea that all such people “belong together” is conveyed to, or reinforced in, 
observers. (p. 1) 

Friendship: Inclusive Education 

 Over the past couple of decades, increasing numbers of students with 

developmental disabilities have been educated in regular classrooms. This trend toward 

inclusive education provides more opportunities for friendships between students with 

and without disabilities: 

So what is inclusion or inclusive education? First, it is an attitude—a value and 
belief system—not an action or set of actions. Once adopted by a school or school 
district, it should drive all decisions and actions by those who have adopted it. 
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The word included implies being a part of something, being embraced into the 
whole. (Villa & Thousand, 1995, p. 6) 

 There are many definitions of inclusion, but as early as preschool, kindergarten, 

and elementary school, students will enter increasingly inclusive and diverse classrooms. 

Academics are only one part of what school offers students; within the community of the 

school they will also gain important skills in socialization as they learn how to be a part 

of the world as it unfolds. Peer modeling is a powerful learning tool for all students. It is 

even more important for students with disabilities to be immersed in social contexts 

where they will gain important life tools. Inclusive school experiences prepare students 

with disabilities for adult life as a member of the community. Segregated school 

experiences can only prepare students with disabilities for segregation in adult life. 

The regular school experience offers persons with developmental disabilities the 

opportunity to meet others who are not disabled and to form friendships with them. 

Friendships are important for the well-being of individuals who have a disability and, if 

others embrace them, may also offer security at a later time in their community. This 

security may take many forms, for example, employment opportunities, formal and 

informal recreational activities, and adult friendships. Furthermore, when good friends 

surround a person, he or she lives a fuller and richer life. 

According to Alberta Learning (2004), “Inclusive setting/inclusion means 

specially designed instruction and support for students with special education needs in 

regular classrooms and neighborhood schools” (p. 3). Friendship on a deeper level gives 

us much more than a learning experience: It has far-reaching implications for all students, 

beyond what is taught in the classroom. The friends that students make early in life are 

important connections because they may offer the person with a developmental disability 
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protection in some measure or buffer the onslaught of marginalization and isolation. 

Perhaps most important, however, friendship empowers all of us and gives us a sense of 

belonging. We gain strength and courage, happiness and joy from being with our friends. 

Proximity 

Falvey, Forest, Pearpoint, and Rosenberg (2002) noted: 

one of the key characteristics of building connections and friendships is being in 
close proximity to people and having frequent opportunities to interact with each 
other (Asher, Odem & Gottman, 1977; Hartup, 1975; Howes, 1983; Lewis & 
Rosenblum, 1975). . . . Research has demonstrated that in order for children and 
adults to form the necessary bonds for friendships they must have frequent access 
to one another. This access is facilitated when students are in close proximity to 
one another on a regular basis. So, it follows that students who attend the same 
schools as others who live in their neighborhood are more likely to form bonds 
that are strong enough to result in friendship. (Grenot-Scheyer, Coots & Falvey 
1989). (p. 29). 

As students with developmental disabilities continue to be included within regular 

classrooms, they require support as they endeavor to develop friendships with their peers 

who do not have disabilities. This is also true of students who do not have disabilities. 

“As classrooms become increasingly diverse, new strategies are being developed to 

ensure that students with disabilities are more than simply present” (Kunc & Van der 

Klift, 2002, p. 21). These strategies include several tools that have been developed “to 

facilitate such connections and eventual friendships,” such as “Circle of Friends, Making 

Action Plans (MAPS), and Planning Alternative Tomorrows with HOPE (PATH)” 

(Falvey et al., 2002, p. 30). It is important to note that these tools provide support for 

inclusion, but the foundation for them is based upon being people centered and the 

development of friendships and many varieties of relationships that is possible. 
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Overview of the Problem 

Relationships allow us to grow and develop, and without them, students with 

developmental disabilities are at risk. It may be difficult for students with developmental 

disabilities to reach out to others, and, similarly, it may also be difficult for their peers 

without disabilities to reach out to them. As one high school senior stated, “I have the 

right to experience human diversity in my school” (Fisher, 1999, p. 62). Peers without 

disabilities must recognize that their peers with disabilities are individuals with similar 

needs and desires, and the importance of forming relationships with them cannot be 

underestimated. Still, many educators do not see the value of educating persons with 

developmental disabilities within a regular education environment, although a growing 

body of research has shown evidence of the gains that these students make both 

academically and socially. Moreover, students who do not have developmental 

disabilities also reap the rewards of the influx of students with developmental disabilities 

into the regular education system. Also, Tapasak and Walther-Thomas (1999) noted that 

there were increases for students with disabilities in social and in self-perceptions of 

cognitive competence for both students with and without disabilities, but specifically 

students with disabilities had “increased rates” of and “higher perceptions” of their 

competencies (p. 221). Additionally, students reported when talking about their 

friendship with a student with severe disabilities that “between 55% and 65% of the 

respondents also indicated that they themselves would benefit from these friendships 

(e.g., “I would feel good about myself” and It could be fun.” “We might have common 

interests and I could learn about disabilities”) (Hendrickson et al., 1996). 
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Significance of the Study 

Further investigation is required as we begin to understand the nature of young 

adults who have developmental disabilities and their friendships with nondisabled peers. 

Research must seek an understanding of the nature of friendships and the experience of 

the people involved in them. It is also important that current research support the 

inclusion of students with developmental disabilities within the regular education system. 

Strategies are available to create friendships and bonds amongst students, but isolation 

may continue to be a factor in the lives of students with developmental disabilities and 

may also occur in inclusive situations if the development of friendships with nondisabled 

peers is not supported. Studies that report difficulties in friendships between the two 

groups have cited various reasons that students from the two groups cannot form bonds 

with one another (Cuckle & Wilson, 2002). It is important to examine examples of dyadic 

relationships comprised of students with a developmental disability and peers without 

disabilities to overcome the belief that these students do not belong together or cannot 

form meaningful relationships with one another. It may well be, however, that students 

are not given the opportunity to create friendships, that people who could support these 

friendships do not, and, consequently, that those young people continue to be 

marginalized within the population of the school or postsecondary educational setting. 

Studies on the nature of relationships are necessary to illuminate what is possible 

between diverse student populations when they have the opportunity. It seems that if 

relationships can be further understood and if students’ value and embrace each other, 

then relationships may form more often. These relationships are fundamental to the 

empowerment of persons with developmental disabilities to foster their well-being and 

2010 HICE Proceedings - Page 757



inclusion within mainstream society. The ongoing concern continues to be, for many, a 

life without friends and without being valued by others. Everything possible must be 

done to alleviate this burden for the most vulnerable members of our population. 

The central exploration of this study is to examine friendships between 

individuals with and without disabilities by the use of a basic interpretive video 

interview. Through an audiovisual medium, I hope to be able to understand more about 

the friendships, as video footage may convey relevant information through observing 

interactions within the dynamic of the friendships, and through basic interview questions. 

Communication may also be a concern for the people who are being interviewed, 

as the person may not easily articulate his or her views. To find alternative 

communication means is a way to understand more that may not revealed through a basic 

interpretive interview. It is through seeing people interact, what people do and how 

people are together that is telling about the relationship. Through observation we may 

come to understand more. Visuals can be a powerful medium, where we can see and 

glean for ourselves some of the essential aspects of the relationship. This window may 

reveal what is important within the relationship. 
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Abstract 

 
In 2006, I began research on current issues in rural education where I heard teachers 
recounting narratives of teaching that included the lack of: qualified teachers, diversity in 
student programming, and student access to extra-curricular activities.  Teachers urged 
that there is a need for rural research conducted by people who know and understand the 
education system and that those involved in the educational system such as government 
departments and institutions responsible for teacher training need to understand the value 
of rural education and of small schools. This paper presents the key findings with a focus 
on what participants saw as current issues and how those compared to the extant 
literature.  It is knowledge that can play a significant role in how educators and system 
administrators think about rural education. 
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Introduction 
Research in rural education has a long history dating back to the classical social theories 

found in the works of Tonnies (1957), Durkheim (1984), and Weber (1964, 1970).  

Although their writings demonstrate epistemological differences, there was commonality 

in their challenge to understand what was happening as a result of a shift from rural to 

urban styles of living, and how personal relationships and community life pre-industrial 

revolution were affected. Theirs may well have been the first call for a rural sociology.  

Although the United States took up the call, critics (Hofstader 1966, Newby 1980) claim 

that American research has been primarily oriented towards either urban society as ideal, 

or rural issues from a social policy perspective.  

 

DeYoung, for example, asserts that much of the literature on the needs of rural schools 

focuses on ‘more and better data-based studies on rural schooling dynamics’, or ‘on 

administrative issues … in the operation of these institutions’ (1987: 129).  Much of the 

quality research on issues in rural schooling is being carried out by anthropologists and 

historians (DeYoung 1987), ethnographers and sociologists (Khattri et al. 1997), and 

through fictionsl and non-fictional literature (Chambers 1999).  And, although research 

from these fields may prove to be beneficial to rural educators, it has been argued 

(DeYoung, 1987; Theobald & Nachtigal, 1995; Bauch, 2001) that educational researchers 

need to take the lead in advancing such research. This literature and student discussions 

in Education 6675, a distance education graduate course I was teaching, led me into 

research which I began in 2006. 
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Overview of the Study 
The principle thesis questions were: (a) what are the current issues of education in the 

community in which you teach? (b) How do these issues compare to those pointed out in 

the literature? (c) What do you think supporting agencies such as governments and 

universities need to be doing to advance rural education?  The inquiry design and 

implementation was grounded in theories of constructivism (Glesne, 2006) and personal 

practical knowledge (Connelly & Clandinin, 1988).  Both position teachers as holders 

and makers of knowledge.  In thinking about educators from this perspective, teaching 

becomes part of teachers’ professional lives “to be understood...in terms of its 

significance and value in an ongoing narrative of personal and social experience” 

(Clandinin & Connelly, 1995, p. 25). 

   

Significance 
The research is of significance in that teachers, as graduate students, become producers 

and disseminators of knowledge, knowledge that can play a significant role in 

determining curriculum design, curriculum implementation, teacher training, and teacher 

recruitment and retention.  As such, the results of this study provide opportunity to 

inform rural education as it pertains to teacher knowledge and practice.  Also, such 

research has the potential to build capacity between university and teachers in schools.  

Universities are seen as places of theory while schools are described as places of practice.  

A seminar course approach as one of the means to research helps bridge the gap between 

theory and practice.  Such a union provides practicing educators as graduate students an 

opportunity to have a voice in issues of rural education, not only for accreditation 
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purposes but also for the public advancement of knowledge in that area.  Further, as 

indicated earlier, issues of rural education are often seen through policy or sociology 

perspectives.  This study offers an entry point to teachers’ interaction with these 

perspectives. 

 

Research Limitations 

There are limitations.  The foundation of this study relies on responses which come from 

students working towards a university graduate degree in education.  This places them in 

dual roles, one as students the other as participants in research. A second issue is my dual 

role as university instructor and researcher.  As an instructor, I find myself engaging in 

the responses of the students with responses of my own.  Hence, there is “inevitable 

participation” (Carson & Sumara, 2001, p.309).  Although this is not uncommon practice 

in either role, the combination raises issue.  It places a responsibility on me, as both the 

instructor and the researcher, to pay attention and acknowledge my place in the teaching-

learning-research process. 

The Data 
The data derived from three sources: small group discussions of practicing educators 

enrolled in the course, individual discussions of small group responses, instructor’s 

questions and responses arising from the first two.  Each week small groups of students 

were presented with a specific topic focus for which they had to cover assigned readings 

and respond to a set of guiding questions.  Topics derived from course content as well as 

issues students raised throughout the course.  These topics were discussed in small groups 

with a composite answer being posted by a group leader.  Once posted, the responses 

were open for the class (as groups as well as individuals) to read and discuss.  As students 
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progressed through the course these topics were left open for them to make further 

contributions.  Finally, as facilitator, I offered a weekly “Instructor’s Response” and 

shared in the dialogue built by the students, reflecting, questioning, examining, and 

offering examples.  Students also responded to my postings making the dialogue 

reciprocal and interactive. Once the course was completed with marks submitted, the 

discussions of consenting participants were read and theme color-coded in priority of the 

intended outcomes that answered the three research questions.  Other themes, which 

students added through reflection, were reported as unintended outcomes. 

 

Purpose 
The purpose of this paper is to present the key findings of the study with a focus on the 

first two research questions: (a) what are the current issues of education in the community 

in which you teach? (b) How do these issues compare to those pointed out in the 

literature? Accepting that the study represents “a largely localized instance of curriculum 

research in the area of rural education” (Barter, 2008, p.469), participant responses are 

used as a stepping off point that may serve to highlight issues which can be expanded to a 

wider audience. The intent of the presentation is to initiate a dialogue amongst conference 

participants that leads to further understanding about rural schools and rural education. In 

short, I want to resurrect the issues. 
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A Study OF MATH CURRICULA FOR FIRST GRADE 
CLASSES IN TAIWAN AND THE UNITED STATES 

 

ABSTRACT 

This  s tudy was based on the theory of  curr iculum orientat ions by 

Schubert（ 1997）  to  analyze the curr iculum or ientat ions in  Taiwan and 

the United States .  We used the nat ional  s tandards ,  teaching mater ia ls ,  

and the features  of  curr iculum as  the  judgements  of  curr iculum 

orientat ions.   

We chose  the comparat ive research as  our  main research method 

and the descr ipt ive research as  the second method.  Firs t ,  we chose a  

f i rs t  grade class  in  Taiwan and another  one in  the United States  to  

observe the proceeding of  curr icula.  Second,  we presented the nat ional  

curr icular  s tandards and learning sheets  re la ted to  these two classes .  

Final ly,  by this  informat ion,  we compared curr iculum orientat ions for  

f i rs t  grade class  in  Taiwan and the United States .   

The resul ts  indicated:  1)  Taiwanese mathematic  curr iculum has  

more categoies  of  mathematic  concept ion and deeper  contents ;  2)  

Taiwanese mathematic  curr iculum is  more complete  in  framework,   

p lanning,  and implementat ion of  teaching mater ia ls ;  3)  Taiwanese 

teachers  prefer  to  use  s tandardized tes ts  as  the  assessments ,  and 

emphasize  parct ice  of  the  content  knowledge;  4)  American mathematic  

curr iculum pays more at tentat ion to  the difference of  s tudent’s  learning,  

and nurtures  s tudent’s  self-cof idence and empower;  5)  In  teaching 

mater ia ls ,  American mathematic  context  quest ions have closer  

re la t ionship with s tudent’s  dai ly  l i fe experience.  In  conclusion,  the  fi rs t  

grade mathematic  curr iculum orientat ions  in  Taiwan lean to the  

Inte l lectual  Tradi t ional ism [IE]  and Social  Behavior ism [SB];  the  

mathematic  curr iculum orientat ions  in the  Uni ted States  are  incl ined to  

the Experient ia l ism [E]  and Cri t ical  Reconstruct ionism.  [CR] （ Schubert ,  
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1997）。  
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In a world in which knowledge is changing at a rapid pace and technology is 
providing access to vast amounts of information, the challenge of English as a Second 
Language (ESL) teachers is not merely to provide learners the communicative 
competence which includes grammatical, sociolinguistic, discourse, and strategic 
competencies. With the advent of  computer age, ESL teachers’ challenge is to hone 
students’ critical thinking skills and to familiarize the ESL learners with the language of 
critical thinking which empower the students to become productive members of the 
global society. In acquiring critical thinking skills, students can make sense of the 
information explosion from different sources around the world and put factual 
information into proper perspective and context and become careful and skillful decision 
makers. 
 

In connection with the above statements, the researcher designs a structure that 
can be used by ESL teachers on how to infuse critical thinking into their subject matter. 
But infusing critical thinking into ESL topics presupposes the need for teachers  to be 
clear on the meaning of critical thinking for it is impossible for one to teach something 
without being clear on it. Hence, an elaboration of the definition of critical thinking will 
be included in the course of the presentation. After settling the crucial issue of the 
definition of the said construct, aspects of critical thinking that have to do with the 
dispositions and abilities will be explained well. These critical thinking aspects are the 
essential components of critical thinking that can be integrated both in the teaching and 
testing ESL. 
 

 
 
 
 
 
 
 
 
 
 
 
 

2010 HICE Proceedings - Page 769



Below is the designed framework on how to infuse critical thinking into ESL: 
 
 
                                     I. THINKING OPENER 

INTRODUCTION TO CONTENT AND CRITICAL THINKING (CT) PROCESS 
Teacher's comments to introduce the content objectives 
 The lesson introduction should activate students' prior knowledge of the content and establish its 
relevance and importance. 
Teacher’s comments to introduce the critical thinking process and its significance  
The lesson introduction should activate students' prior experience with the critical thinking skill/ process, 
preview the CT skill/process, and demonstrate the value and usefulness of performing the CT skillfully. The 
introduction serves as an anticipatory set for the CT process and should confirm the benefits of its skillful 
use. 
 
 

II. INPUT 
Text Presentation (Reading) 

These are forms of text (editorial, news article, opinion, letters, etc.) which serve as reading 
selection for each lesson. This input provides stimulus materials for activities (the infusion of critical thinking 
process and content), a topic for interaction and opportunities for learners to use their information 
processing skills as well as their existing knowledge both of the language and the subject matter. 

 
 

III. THINKING VOCABULARY 
 Students are asked to define unfamiliar words by using different types of context such as the 
semantic clues, syntactic clues, and presentation clues. They are going to explain as to how they come up 
with the answer. Students are asked to tell in class which word from the selection are still not clear to them 
which may hamper their full comprehension of the text.  
 
 

IV. THINKING ACTIVELY 
Active thinking prompted by teacher questioning, graphic organizers, and thinking strategies 

The main activity in the lesson interweaves the explicit critical thinking skill/process with the 
content. This is what makes the content lesson an infused lesson. Teachers guide students through the 
critical thinking activity by using questions phrased in the language of the critical thinking skill/process, by 
using graphic organizers, and thinking strategies. Collaborative thinking activity is the highlight of this part of 
the lesson. 

 
 

V. THINKING ABOUT THINKING 
Distancing activities that help students think about the critical thinking process 
 Students are asked direct questions about their thinking that prompt them to reflect about what kind 
of thinking they did, how they did it, and how effective it was. This is the metacognitive part of the lesson. 
 
 

VI. APPLYING YOUR THINKING 
Transfer activities that involve student-prompted use of thinking skill in other examples and topic 
similar to the lesson 

2010 HICE Proceedings - Page 770



 Near transfer 
 Application of the thinking process within the same class session, or soon thereafter, to content 

similar to that of the initial activity in the lesson. Decreased teacher prompting of the thinking is 
involved. 

 Far transfer 
 Application of the thinking process within the same class session, or shortly thereafter, to content 

different from that of the initial activity in the lesson. Decreased teacher prompting of the thinking is 
involved. 

 
 

VII. REINFORCEMENT THINKING TASK 
Students are asked for written performance of the effective use of the critical thinking 

abilities/dispositions or process to content similar to the topic of the lesson. This is a take- home activity 
where learners put together the things they have learned inside the class as a way of reinforcing the learned 
critical thinking process along with the text discussed. Reading assignment is given in preparation for the 
topic of the next lesson with the application of the CT process learned from other past lessons. 
 
 
 

A constructed and tried out sample lesson will be shown using the above designed 
infusion structure where the four major language skills (listening, speaking, reading, 
writing) and a certain aspect of critical thinking together with the subject matter are 
infused as one. 
 

The developed lesson and infusion framework can be used not only by ESL 
teachers but it may also serve as a template for other content area teachers to follow and 
modify the structure of critical thinking lesson designed for ESL. 
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Abstract 
 
Keywords: discipline, pregnancy; girls; children; rights; responsibility; sex education 
 
The rate of teenage pregnancy is slowly but surely becoming a thorn in the flesh for 

most schools in South Africa. It is evident that if brakes on not put on its spread, it’s 

bound to throw the normal functioning of schools into disarray. Public schools in 

particular, have recently experienced an alarming increase of such incidences. Could 

these be the consequence of (arguably) a hasty decision in enforcing the children’s 

rights without necessary preparatory work being done first? Has sex education filtered 

down sufficiently for it to make a required impact on the behavioural patterns of these 

learners?  Albeit the two questions serving as the basis for this article, further 

exploration of the pronouncements of numerous policy issues on this subject will be 

made, as well as some recommendations on the effective management of this new 

malady for schools. 
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Abstract:  This paper describes an educational endeavor in which an imaginal approach to 
learning invites students to evoke image-making capacities and thereby transform their 
experience of the curriculum from an intellectual project to one in which symbol 
becomes legitimized, a pathway for multiple layers of reality.  Matter and mind meet in 
the mundus imaginalis as students experience learning through the language of image 
creation and dramatic dialogue with imaginal figures.  School becomes a locus where 
past moves fluidly into present and the symbolic emerges, pointing to multi-vocal, multi-
valiant realities.   An example is given to show how imagination in schools begins with a 
different approach to graduate teacher preparation through a course titled, “Bringing 
Imagination to the Curriculum” and moves to a 10th grade setting.   Consideration is 
given to emerging views towards inquiry that include a more lively collaboration between 
psyche and schools.    Four elements of the imagination course include 1) the teaching of 
relevant analytical psychology concepts—the transcendent function, the anatomy of the 
psyche, imaginal figures, and the archetypes,  2)  experiences of the imaginal realm, 3)  
the place of the unconscious in school curricula, and 4)  experimentation of imagination 
in K-12 classrooms.  
 
Key words:  imagination, symbolic, education, transcendent function, curriculum, 
imaginal figures, mundus imaginalis, psyche. 
 

 

Introduction 

If we want to bring imagination to the schools it seems that the best way to start is with 

the teachers.    I have an opportunity to do just that each winter and summer when I teach 

a popular graduate course titled, Bringing Imagination to the Curriculum.  I would be 
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cheating if I said that the course was designed by me, because it wasn’t really designed at 

all.   It was imagined through me.   

 

My graduate students who teach K-12 students of their own, learn that the images created 

by music, literature, dance and the visual arts bring about what analytical psychologist 

Carl Jung (“Two Essays” 80) labeled the transcendent function.  He explains this function 

as the process of coming to terms with the unconscious.  Through the symbolic language 

of image, the unconscious has the capacity to create a curriculum that becomes more real, 

and more alive, a curriculum where the past moves fluidly into the present, becoming 

relevant for our students, a curriculum which becomes its own vital world inhabited by 

imaginal beings.  

 

 Corbin (“Alone with the Alone”  3) following in the tradition of 13th century mystics, 

calls this vital world the mundus imaginalis, or the realm of imagination.  Imagination is 

re-claiming its place in a modern view of teaching, learning and scholarship.  Richard 

Tarnas (406) professor of philosophy and depth psychology explains this participatory 

relationship among Psyche, matter and mind  as the intimation of a new world view in 

which imagination serves as a creative act, allowing men and women and  I would add, 

young learners to enter into a more open ended epistemological equation, one that 

transcends the limitations of  intellectual rigor.   

   

For further evidence of the vital place of imagination in teaching and learning my 

students don’t have to look far.   Robert Romanyshyn’s (“Wounded Researcher”; ch. 3 ) 

2010 HICE Proceedings - Page 775



is a groundbreaking new text describing an imaginal approach to research.  Within its 

pages Romanyshyn explains how exploration of the gap between conscious and 

unconscious experience, Jung’s transcendent function, can lead to new epistemologies.  

Not surprisingly, the vehicle Romanyshyn offers for this exploration is imagination. 

Suggesting that a re-imagining of curriculum is both essential and timely, I offer my own 

teacher preparation course as one of several points of entry.   

 

A Description of the Course Titled, Bringing Imagination to the Curriculum 

Perhaps the best way to understand this class is to eavesdrop on the students and me 

during the beginning minutes of our first session.  I want them to realize what they are in 

for and to have an opportunity to change their minds before they get in too deep.  My 

introductory comments follow:   

If you think that this course is about teacher creativity and imagination in its more traditional 

sense you may be in for a surprise.  This class, as the word “imagination” might imply, is not 

about learning new art techniques, nor is it about creating material things out of art supplies for the 

sake of doing art.  What I aim to bring to the class is an opportunity for each of you to go to a 

world that analytical psychologists refer to as the mundus imaginalis, a real world in which the 

human condition, yours personally and that of the broader culture, exists in symbolic image.  

Within this world lay deep truths about the topics you teach in school.   

 

Using imagination, your students can explore the curriculum as they never have before.  There is 

one catch, however.  It is not enough for you to theoretically understand analytical concepts like 

archetypes, the collective and personal unconscious, or the idea of the complex--the stuff of the 

imaginal world-- you must experience these things.  So while one part of our coursework is 

learning about analytical psychology and its ideas, another part of the work is to experience the 

imaginal realm through two of its open doors:  your personal dreams and the dreams of the culture 
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in which we all reside (myths and fairytales).  Once your personally interact with your own 

symbolic life, meet Her images, act upon them, be acted upon by them, then you will be ready to 

lead your students to this world.  So get ready for the ride of your life. (Harrell, “Journal” 

unpaged)  

I’d like to continue with a description of the four components of my course, followed by 

a glimpse of an illustrative project that one of my students did with his own 10th graders.          

Part One: A Foundation in Jung’s Analytical Psychology 

The first segment of the course involves 20 hours of analytical psychology.  The 

following questions are answered: Where is analytical psychology situated within the 

field of psychology? What is the anatomy of the psyche as explained by Edinger (2) ?  

How does individual and cultural unconscious material affect what occurs in school 

cultures?  Why is it important to tend to the unconscious in school curricula as well as in 

classroom or school cultures?  What happens when teachers and other school leaders fail 

to address unconscious issues?  

 

 Students focus on four Jungian, or analytical, ideas in Two Essays on Analytical 

Psychology by C. G. Jung :  first, individuation, or psychological growth (155),  second,  

the transcendent function--the psychological function by which the conscious mind 

bridges the unconscious (80), third,  imaginal figures--dream images, feelings, 

perceptions, etc. (131), and fourth,  the archetypes which are defined as infinite patterns 

of human experience like: mother, father, life, death, teacher, engulfment, and erotic love 

(65).  All of these ideas play out in individual psychological life.  More importantly for 

educators they play out in the world of school cultures and curriculum treatment.      

Part Two: Experiencing the Realm of Imagination 
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The second aim of the course titled, Bringing Imagination Back to the Curriculum is to 

give graduate students direct experience with unconscious reality.  We know from Mary  

Watkins (126)  that the unconscious (or “Psyche” as she is called in the frame of 

analytical psychology) speaks in dream images, fairy tales or active imagination, a 

process by which one “dreams” with ego consciousness, students begin recording dreams 

and “working” them.  In other words, students receive dream journals on the first day of 

class and begin writing dreams, listing images, making associations and noticing current 

life situations which may be linked to the dreams.  Students learn of the structure of 

dreams, types of dreams and central psychological process which dreams tend to address.  

Some examples of these processes  are those which the societal consciousness and the 

individual tend to repress, such as   greed, sexuality, aggression, power, shame, anxiety, 

and especially issues of death or destruction.  There is an emphasis on dream analysis 

because one experiences dreams as reality and to feel the resonance one feels when a 

dream is successfully interpreted tends to be a most powerful experience of the imaginal 

realm.  Students develop an understanding of Corbin’s view, that imagination is the 

unconscious space between the domains of matter and mind (“Voyage and Messenger” 

124-125) ; they understand this domain as real, as vital to well being as breathing is to the 

material body.   

Part Three: Using Imagination to Make the Invisible Visible 

The third focus of the course is to explore the many ways in which schools, in their 

tendency to overvalue rational intellectual knowing over instinctual knowing, contribute 

to a marginalization of the unconscious, in both curricular and socio-emotional arenas. 

Issues of race, gender, sexual preference, disability, class, and  the minimizing of the 
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inner world of our students are all implicated.   Unfortunately in schools, too little is said 

about how such marginalizing of reality unwittingly links to social injustice.  By 

example, students learn about the many positive features brought to the culture through 

industrialization but too little is said about the cost to waterways or the pollution of the 

air and more importantly little is said about the exploitation of the poor and how such 

exploitation continues by those in power today.   

 

While these types of justice issues are taught and often grasped in teacher preparation 

institutions, the public school culture itself tends to prevent those intellectual 

understandings from manifesting in a more balanced school environment.  A central aim 

of my course is to correct this problem by inviting imagination to speak on behalf of the 

invisible.  

Part Four:  Graduate Students Bring Imagination to their K-12 Classrooms 

As a fourth and final focus, my graduate students are required to explore a particular unit 

of study, a classroom dynamic, or a single concept in terms of bringing its imaginal 

aspect to light in a more real way.  They are required to create developmentally 

appropriate projects utilizing image as the primary means of exploration; the idea being 

that schools will move toward a mediation of a historical tendency to overvalue intellect, 

reason, and linearity. Image is defined as literature, rhythms, dance, theater, three 

dimensional art, etc. At this point of the course my students are beginning to fully 

understand imagination as an avenue to a more real experience of classroom curriculum 

through a balanced union of intellect and instinct (mind and body).     
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Some of their more successful projects include poetry, personification, collage, murals, 

and three dimensional art, as well as the imagery of literature, song and rhythms.  It is 

through the projects that my graduate students experience their “aha” moments.  As they 

witness the energy and excitement of their K-12 students, my graduate students are able 

to let go of vestiges of doubt about the ability of imagination to successfully partner with 

intellectual ways of knowing. 

Learning Through the Creative Act of Imagination 

 It is important to note that in my course, I make the distinction between real imagination 

and imaginary activities.  To explain, real imagination as understood by Coleman (22) 

and by me, involves the ability to engage in symbolic thought, in other words, the ability 

to play with reality without denying it.   

 

Real imagination unlike the imaginary activity of fantasy, does not attempt to negate or 

repress reality.  In imagination (or the imaginal realm), the symbol or the symbolic figure 

points to something other, something that is not present and yet is a new, ambiguous 

third.  By example in the learning project I discuss herein, students create an image of 

hunger.  While hunger is not literally present,  students’ visual and poetic images render 

her more alive than the mental construct that might define her; in this sense hunger is 

both present and absent in the student project because imagination renders her ensouled.           

 Rather than being experienced as dark and dreary the curriculum illuminates the learning 

space with deepened reality and vitality.   

 

One Student Project: An Imaginal Approach to Learning 
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Perhaps the work of Tom, one of my graduate students and some of his 10th grade 

students might help us better understand a curriculum that is experienced through the lens 

of imagination. Tom teaches in a transitional high school program in Liverpool, NY.  His 

students tend to have difficulty being successful in mainstream classrooms.  They are 

known to be poor achievers with marked behavior problems or learning disabilities.  

Unfortunately in some ways, they are the “underside” of the educational system, those in 

the margins, the ones often unnoticed by many in the broader school culture. Yet for the 

imaginal project titled, “Imagining Global Issues” each student shows a remarkable 

understanding of his or her chosen world issue and brings it to light in a dramatic and 

moving way.          

 

For four days Tom’s students work on a global issue of choice.  Some examples are 

poverty, racism, world hunger, teen pregnancy and global warming.  The students 

research their issue, find three to five web sites that address the issue, and develop what 

Tom calls a “Significant Statement” including examples of the impact of the world issue.  

Their reports include history of the issues, causes, and the way in which each issue is 

currently being addressed.  To communicate the deepest level of reality found in their 

research, they employ their own organs of imagination, creating original poetry and 

visual art through which the issue is personified.   

 

Finally the 10th grade students present these images, these symbolic pictures if you will, 

to the class.  What matters to Tom is that formerly reluctant students become captivated 

by the project.  Imagination at work can be fully appreciated in a reflection of a particular 
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group’s student-rendered image--a large poster depicting world hunger.  At first glance 

one sees to the right of the drawing a rather expressionless, obese man, mouth open wide, 

gorging himself on a slice of dripping, cheese-laden pepperoni pizza. His image fills the 

right side of the poster, from bottom to top. Beside him students have drawn a large, high 

table topped with an oven roasted turkey and bowl of fresh homemade bread. What one 

might miss because of its tiny dimensions and position at the very bottom of the sketch is 

a group of three starving figures, emaciated and too weak to stand.  One is captivated by 

the sketch and is compelled to take a moment to study the attitude, size, movement, and 

gestures of the several figures within the poster rendering.  The poignancy of these 

figures evokes the desperate reality of hunger and the powerless stance of its victims as 

student written reports alone cannot.     

 

The image is powerful, showing both the marginalized nature of the victims of hunger 

and the large capacity of greed to continue feeding itself.  This image is an example of 

intuitive as well as intellectual intelligence at work in the learning process.   The 

skeleton-like bodies, tiny and abandoned show as words alone cannot, that the students 

explore the issue deeply.  Both the students and the figures themselves expose the crime 

of starvation within bounty, and in doing so they bear witness to a reality that cries for 

awareness and can only be mediated through conscious regard.  These figures are of 

course, symbols for hunger, they are not concrete literal skeletons yet, paradoxically, they 

are real.  These are the ambiguous inhabitants of imagination. Though they exist in a 

neither/nor reality, they do exist.    
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Tom and his students know that hunger is much more than a concept to be learned. 

Hunger is an archetype, a pattern of human experience.  The act of focusing on its 

imaginal figures in art is the transcendent function that Jung talks about, the act of living 

consciously in the tension between what is and what is not.  

 

But hold on, these 10th grade students are not finished yet. The following poem, from the 

second part of their presentation, allows hunger to exercise her own voice, in essence 

creating another layer of imaginal reality.  With this dialogue between hunger and her 

audience she transcends, once again, her existence as an abstract concept and becomes 

more real.  Hunger, in Jung’s (“Structure and Dynamics”  p.274; par. 521) mundus 

imaginalis, becomes an autonomous liminal being, a shift changer existing as a subtle 

body between the sensible world of matter and the reasonable world of mind.  

Hunger 

I am hungry and malnutrious (sic). 

I am always sick and pass it on to my children. 

I am not healthy and very non-active due to my hunger.  

I am yet to have access to the food I need. 

You may be next.   

You and I are both a part of this major issue. 

I am malnutrious(sic) which causes 

low birth rate to my babies. 

You could suffer from health diseases that  

may lead to death.   
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I am one of the millions of hungry people 

dying today. 

You may have deficiencies that could lead to  

retardation, blindness, brain damage and worst  

of all death. 

You may also have coronary heart disease 

diabetes, high blood pressure in adulthood. 

I am an undeveloped region, most 

malnourished.  

You are a low birth-rate baby. 

You are an expectant mother with iodine  

deficiency causing mental retardation in your 

baby.  

You are losing money because of malnutrition.  

I am a pre-mature death.   

 

Doesn’t this poem vibrate with the wish for a dramatic reading?  I’m already seeing 

Sharon Kane (273) author of Literacy Learning in the Content Areas smiling, knowing 

that Tom and I are taking her suggestion to teach students how to read Joyful Noise: A 

Poem for Two Voices (1988) and moving it a step further. Tom’s students have created a 

student authored two-voice poem to illuminate the issue of hunger in a deep and 

meaningful way.  Performing the poem is a natural next step.  Tom and his students 

clearly understand that a world abundant in food holds at the underside a devastating 
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hunger.  Tom’s students are no longer disengaged learners but part of a curriculum that 

has erupted with vitality.  

 

From a more traditional intellectual standpoint the students meet two learning goals. 

First, they find meaning in the problem of world hunger and second, their work  

demonstrates an integration of analysis and real-life drama.  The current world concepts 

that Tom wants his students to learn have become real, just as imagination in its truest 

sense is real.  

Conclusion  

We learn from Zabriskie that artistic creations, like the one discussed in Tom’s classroom 

might best be seen as both “inquiries and responses to the world” (235).  Cast in this light 

they become legitimized in a world that otherwise, might consider the hard sciences as 

somehow more essential.  In recasting the unconscious (Psyche) as image-maker, the 

symbol becomes important, it becomes the pathway to multiple layers of reality. 

Subsequently, imagination and Her infinite symbolic figures become the birthing place 

for truth for our students.   

 

 To underscore my claim that imagination in the schools is a necessary vehicle for 

enlivening out classrooms, I quote Zabriskie, “Imagination is then a laboratory, not a 

fantasy, a flight, avoidance, or defense, but a vector toward actualization, a way station 

between what is and could be” (236).  Poetry, images, rhythms, paintings all become 

metaphors for individual and universal processes, just as the grand formula e=mc2 was 
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first imagined and even now continues to undergo testing against the wall of the physical 

world.  Imagination not only reflects the world, but creates and recreates Her.  
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eachers to build trusting human connections with each other and with students. 
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As school curriculum documents in many parts of the world become increasingly 
focused on preparing students to participate in a post modern age of globalisation, 
critical pedagogical strategies need to be developed that are relevant and responsive. 
While there is now a vast body of literature that demonstrates effectiveness in the 
teaching of critical thinking skills, there seems to be less documented projects that 
centre on developing action competencies for social and environmental justice. The 
purpose of this presentation will be to outline factors that have contributed to action 
competency. Implications for teachers seeking to employ a critical pedagogy that is 
action oriented will be discussed.  
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Writing from Whole Being 

Abstract 

Students' emotions are part of the classroom.  Their moods and stress levels affect how they 

learn.  Instead of ignoring them, teachers need to use them. When they do, writing becomes a 

liberating experience for them.  Allowing our students to bring their emotions into their learning 

experiences may be one of the most important things we can do.  The writing class can be a place 

where students express their emotions, evaluate emotions as they write about their experiences, 

identify and accept the emotions of others, perhaps finding even that emotions are something that 

all of us have in common, and perhaps become more emotionally adept.  Evidence for the 

effectiveness for the writing for the whole being curriculum was established through a 

pretest/posttest non-equivalent control group design.  A behavioral measure using participants 

writing samples and a self-report measure the Affective Cognitive Writing Survey were used.  

An analysis of the behavioral measure demonstrated significant increases in emotional 

connections to writing.  Likewise, between pre and post course, students had significant 

increases in their scores on the Affective Cognitive Writing Survey. 
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Writing from the Whole Being 

 A colleague of mine insists that our students emotional lives should not be part of what 

we do in the classroom.  "We are there to teach their minds," she says.  I asked her why she 

pursued a career in history.  She told me about a high school teacher who made history fun, 

which, I believe, is a way of saying she became emotionally engaged in learning history.   That 

kind of engagement gave her a career! 

Our students' emotions are part of the classroom.  Their moods and stress levels affect 

how they learn.  Instead of ignoring them, we need to use them.  When they emotionally connect, 

writing becomes a liberating experience for them.  Allowing our students to bring their emotions 

into their learning experiences may be one of the most important things we can do.  Daniel 

Goleman (1994) in his book Emotional Intelligence writes that 

people who are emotionally adept--who know and manage their own feelings well, and 

who read and deal effectively with other people's feelings--are at an advantage in any 

domain of life, whether romance and intimate relationships or picking up the unspoken 

rules that govern success in organizational politics.  People with well-developed 

emotional skills are also more likely to be content and effective in their lives, mastering 

the habits of mind that foster their own productivity. (36)   

The writing class can be a place where students express their emotions, evaluate emotions as 

they write about their experiences, identify and accept the emotions of others, perhaps finding 

even that emotions are something all of us have in common, and perhaps becoming more 

emotionally adept.  To tap students' emotional engagement, I use narrative writing.   

I begin my first class each semester with narrative writing.  Once the whole class has 

learned everyone’s name, I have them do a free-write.  There are always groans. “We have to 
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write?”  I explain what free-writing is, writing without stopping, passing over the mistakes, not 

worrying about punctuation or whether the word is right, but just trying to get the story down.  

Technically, what I have students do is a focused free-write because I give them a topic:   

o Beginnings.  Pick a moment in your life, a first, the first time you went to school—first 

grade, middle school, high school, college—the first time you drove a car, got a job, got 

kissed, played a recital, got a paycheck, lived alone, fell in love, or broke up with someone, 

put your pet to sleep, made an important decision on your own.  Find the most significant 

moment in that story and put us there.  Put down what people said.  Write what happened.  

Let us be in that scene with everything that was there—the sounds, smells, tastes, sights, 

textures, of things.  Put the thoughts down that went through your mind then.  Tell us what 

you were thinking and feeling then, and what you think and feel about this event now. 

When they have written for about 15 or 20 minutes, I put them in groups of three and have them 

read what they wrote to each other.  I ask everyone in the group to say what they liked about that 

person’s story and whether it triggers in them a similar story.  I want to communicate to my 

students that I value their stories, their experiences and the meaning those experiences have for 

them, that I value writing, that their writing is wonderful enough, even as a free-write, to be 

shared with someone else and enjoyed, and that their writing has to come from their whole being, 

their thoughts and feelings, their past and present, their bodies (sensories) and souls 

(sensitivities), their understanding and their perplexity. 

I know that personal disclosures to strangers may be too threatening for many of my students, 

so the first major writing project doesn't begin with self-disclosure.  I have four writing projects:   

o Writing about Others—the wounds someone carries, the absurdities or joys that a person has 

experienced, or the passions for something 
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o Writing about Self— the wounds you carry, the absurdities or joys you have experienced, or 

the passions you have for something 

o Writing for Social Change—what you see at work or school, at any service agency (doctor, 

dentist, hospital, government office) or concern (church, business, social group), with any 

behavior or method, with anything that you see is wrong and know that something has to 

change, something has to be done to make it better 

o Writing about Your Writing—reflections about yourself as a writer drawn from your history 

of writing experiences, from different kinds of writing you have done (notes, e-mails, poems, 

journals, diaries, essays), from the journal you kept about the writing you have done this 

semester, from the comments you received about your writing 

Once we establish the classroom as a community of writers by writing free-writes and sharing, 

my students are willing to take more risks with their writing.  I also don’t want to restrict the 

writing to traumatic experiences.  Writing from the whole being means students need to select 

those subjects they care deeply about, the events that have intensely affected them, which may 

include the comic and the joyful, or it may be the things that interest them on the level of having 

a passion for it.  I want students to write about events they or others have already gone through.  

I am not a therapist or counselor.  I will not be able to help them process current issues such as a 

divorce or grief over a death.  With experiences which they have already come to terms, we as 

readers benefit by learning how those involved healed, or coped with that event (see Table 1).   

After students write down about three topics, I have the whole class share their topic ideas.  As 

they are sharing, I encourage them to add topics that come to mind because of what other 

students in the class have listed.  Then students select one topic, and I give them this prompt: 

o Write with your whole being.  Put both your thoughts and feelings down.  Give us some moments.  

Put down your sensory experiences (what you heard, or smelled, the feel of what you touched or what 
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touched you, the taste of things, the look of things).  Put down what you thought at the time and what 

you think now as you look back.  The same with what you were feeling--then and now.  Include 

dialogue.  What did people say?  What did you say?  If you can't remember exactly what people said 

or what sensory experience you had, make it up.  Guess what it must have been.  Don't worry about 

punctuation or spelling.  None of that matters at this point.  You will have time much later to make 

corrections.  What matters is that you write as fast as you think.  Get your thoughts onto paper. Don't 

worry about whether it is any good or not.  You will earn points for doing this.  Write without 

stopping  If possible include these four aspects in your narrative (see Table 2): 

After writing two stories, I have students settle on the one they will turn into a research 

essay.  First they bring wholeness to the story they are telling.  I use the Narrative Medicine 

Wheel to help them do that.  I also teach Native American literature and have found this 

medicine wheel structure in Shoshone creation stories.  This narrative structure is a fine way to 

bring balance to the story.  Before using it, I noticed that students who wrote about being in an 

abusive relationship tended to dwell on the abuses.  Having to write about the wonder helps 

students move to other aspects of the experience.   

Using the Writing Community to Transform Narrative into Expository Writing 

"The teacher's role in establishing an environment that builds trust and care and facilitates 

the development of sensitive relationships among learners is a fundamental principle of fostering 

transformative learning" ("Transformative Learning in Adulthood").  Jack Mezirow (1991) in his 

book Transformative Dimensions of Adult Learning identifies four features of adult learning.  I 

don't think there is a magic age when individuals become adult learners.  I suspect aspects of this 

learning process apply in some degree to children and certainly to teenage learners as well:   

o Self-directed learning:  Mezirow found that adults like to take control of their own learning, 

setting their own goals, choosing their own methods.  Choice is important to the writing 

2010 HICE Proceedings - Page 796



process in my classroom.  I give points, but not grades, for the preliminary writing students 

do.  They need to write a number of stories so they can choose which one has the most 

meaning for them.   

o Experiential learning:  Mezirow discovered the importance of experience to adults.  Not 

only will the adult value his or her own experiences more than what some authority says, the 

adult learner seeks hands on experience--internships, case studies, simulations, role playing 

or games.  Students need to do the writing, and we need to talk less about writing.  Do we 

really need to read six novels in a writing class, which is what one of my colleagues has 

students do?  Will weeks of pre-writing lectures on usage and punctuation or ethos and 

pathos really embed themselves into our students' skills?  

o Critical Reflection:  Because adults value their experiences, Mezirow found that adults 

process every thing they learn by checking it against their own experiences; they do not 

accept everything an authority figure tells them; instead, they regard those assertions as 

claims and check them against their own common sense wisdom; Mezirow believes we 

engage in critically reflection naturally when we face a "disorienting dilemma."  We are open 

to learning when the new no longer fits into our experiences.  I hope to create that 

disorienting dilemma through the discussion circles.  If not, Barbara J. Daley (1997) -in her 

article "Transformative Learning:  Theory to Practice Links" says that narrative writing itself 

leads to reflective thinking:  "I have found that one of the key elements in fostering this kind 

of reflection is to work with learners on developing a record of events so that they have 

something upon which to reflect.  It is often difficult for learners to reflect on events unless 

they have first created a record of the event."      
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o Learning to learn:  Mezirow also found that adults are aware of what is happening to them 

as they learn; they know when instruction doesn't fit their needs and when it does; they 

process this experience as learning how to learn; as they learn, they develop insights into 

their own habitual ways of learning. In my last writing project, I have students write their 

Results 

 Evidence for the effectiveness for the writing for the whole being curriculum was 

established through a pretest/posttest non-equivalent control group design.  A behavioral 

measure using participants writing samples and a self-report measure the Affective Cognitive 

Writing Survey (Fischer, Fischer & Jain, 2008) were used.  Reliability for the behavioral 

measure was computed using six professors who read the Beginnings and Letting-go samples 

written by the treatment and  control group (see Table 3 for rubric used for rating writing 

samples).  Each writing sample randomly presented to raters received two separate, 

independent  ratings.  The Spearman Brown correction formula was used to compute 

reliability estimates of the averaged behavioral ratings (Cohen & Swerdlik, 2005).  For the 

142 ratings, the Spearman Brown estimate was .62.  An ANOVA comparing treatment and 

non-equivalent control group’s total ratings at pre- and posttest resulted significant 

differences between groups F (3, 138) = 21.67, p < .001.  Post-hoc Scheffe’s F-test results 

indicated a significant increase in total ratings from pre to posttest for the treatment group.  

Note that no increases were recorded for the non-equivalent control group (see Table 4).  To 

determine which of the four factors comprising the writing sample rubric were significant 

and if there were significant differences pre/posttest, a MANOVA was computed and 

significance was reported Wilks’ Lambda F (12, 357.49) = 7.59, p < .001.  All factors were 

significant as seen in the table 5.  Pre- and posttest post-hoc Scheffe comparisons of the 
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treatment and control group on the four factors reported significant increases of the posttest 

ratings for all four factors as seen in the Table 5. 

I also gave students a survey to determine whether they needed an emotional connection 

to their writing in order to write well, whether they expressed emotions in writing, or 

experienced emotional satisfaction by writing.  The same ten instructors who evaluated my 

rubric also evaluated the survey questions for relevance.  I gave this survey before and after they 

had my course, and I gave it to a non-equivalent control group in another instructor's class.  A 

total of 142 people participated in the study (see Table 6).  Between pre and post course, students 

who took my course changed their responses on overall on the Affective Cognitive Writing 

Survey, giving a higher response than they did at the beginning of the semester and a higher 

response than students from those students who were not in my course.  Since the groups were 

not equivalent at pretest comparison of gain scores (posttest scores minus pretest scores) over the 

course were computed and compared (see Table 7).  The above research results provided 

evidence of the effectiveness of the Writing with Whole Being curriculum.  

 Writing from the Whole Being has changed how I teach and how my students write.  I 

enjoy reading their essays, and I enjoy my part in helping them shape their writing.   I confess, 

my course doesn't teach students to be good summarizers.  It does help them identify what is 

important to them, to let go of their easy understandings of their stories, and to take their creation 

of meaning to a deeper level, to that place where they are exploring new understandings of 

themselves and the people they know.  In this view, education is more than learning content; 

education is transformational. 
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Table 1 

Writing Topic Prompts 

   

Other 
Wounds others bear from 
illness &  
     & how they cope  
Wounds others bear from  
accident  
     & and how they cope
  
Emotional wounds others 
bear  
     & and how they cope
  
Mental wounds others bear  
     & and how they cope
  
Wounds from crime others 
bear  
     & and how they cope
  
Wounds from trauma 
others bear 
     & and how they cope
  
Wounds from 
entertainment or  
     sports others bear & 
and how  
     they cope  
Wounds from 
discrimination others 
      bear & and how they 
cope 
Wounds from work others 
bear  

     & and how they cope
  

Self 
Changes in your family 
life  
Changes in your career
  
Changes in your 
relationships 
Changes in your self-
definition 
Changes in your habits 
Changes in your interests 
Changes in the way you  
work 
Changes in the way you  
     communicate 
Changes in the way you 
relate 
Changes in lifestyle 
Changes in the way you 
behave 
Any topic from the 
"Other" list  
     that you have 
experienced 
Any passion topic from the 
"Social" 
      list 
 
  

Social 
Changes you want to see 
made in 
    any institutional, 
political, social 
     or work practice    
Passion for hobby 
Passion for sport or 
entertainment 
Passion for science 
Passion for a celebrity, 
famous  
    person 
Passion for a process 
Passion for an activity 
Passion for a place 
Passion for a cause 
Inquires into the mysteries  
of being 
     human 
Analogies for how one 
process     
     applies to another 
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Table 2 

Narrative Medicine Wheel 

 

 

 

 
Wonder 
Something  
wonderful 
involved in this 
event

Horror 
Something  
negative, harsh 
or frightening 

Transformations 
A change that  
takes place 
before or after or  
because of this 

t

Reciprocity 

 

 

 

 
Something  
given up in 
order to receive 
something else
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Table 3 
 

Rubric for Evaluating "Beginnings" & "Letting-go" Writing Samples 
 

 1 2 3 4 5 
Describes 
Events of 
Story 

Summarize
s what 
happens in 
a story.   

Relates 
some 
scenes in 
the story 
by giving 
dialogue. 

Gives 
sensory 
descriptions 
and 
dialogue to 
tell the 
story. 

Creates the 
tension of 
what 
happened 
and conveys 
character of 
the people 
involved; 
uses 
dialogue 
and sensory 
descriptions
.  

Uses flashbacks within 
the story to give a sense 
of character or context; 
conveys tension and 
character; uses dialogue 
and sensory images.  

Makes 
Meaning of 
Story 

Fails to find 
a meaning 
in the story. 

Relates a 
meaning 
as if it 
were a 
moral. 
  

Explores 
meaning 
and irony of 
the event.
  

Relates 
conflicting 
thoughts; 
creating a 
then (at the 
time) and 
now 
reflection 
on meaning. 

Relates then and now 
meanings; expresses 
conflicted thoughts; sees 
multiple meanings for 
the event.  

Expresses 
Personal 
Emotional 
Reactions 

Doesn’t 
indicate 
emotions 
were 
involved, 
either at the 
time or 
now. 

Identifies 
the event 
with one 
emotion 
(sad, 
happy, 
angry, 
frustrated)
. 

Identifies a 
variety of 
emotions 
involved in 
experiencin
g the event. 

Identifies 
conflicted 
feelings 
associated 
with this 
experience. 

Identifies a variety of 
emotions, including 
conflicted feelings,  then 
and now.  
   
  

Identifies 
Character’
s Emotions 

Fails to 
identify 
emotions 
that other 
people 
involved in 
this story 
expressed 
or had.  

Identifies 
some 
emotions 
that other 
people 
involved 
in the 
story 
expressed.
  

Explains or 
understands 
the 
emotional 
responses of 
other people 
involved in 
the story.
  

Notes the 
changes in 
emotional 
reactions 
that other 
people in 
the story 
experienced 
and 
expresses.   

Evaluates the character’s 
emotional state(s) as 
appropriate/inappropriat
e or whether the 
character is controlled 
by emotions or in 
control of them.  
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Table 4 

Beginnings and Letting-go Writing Sample Results 
 
 Pretest Posttest 
M (SD) A 

Treatment 
B 

Control 
C 

Treatment 
D 

Control 
A 7.72 (2.84)  1..02 3.72* .15 
B 6.71 (2.36)   4.75* 1.16 
C11.45 (3.44)    3.58* 
D 7.87 (2.25     
*p < .001 
 

Table 5 

ANOVA Table for Four Writing Rubric Factors Across Treatment and Control Groups 
Pre/Postest 
 
Factor Source df  SS MS F 
Describes 
Events of 
Story 

Between 
Groups 

3 38.80 12.94 17.83* 

Within 
Groups 

138 100.10 .73  

Makes 
Meaning of 
Story 

Between 
Groups 

3 39.39 13.13 19.16* 

Within 
Groups 

138 .94.55 .68  

Expresses 
Personal 
Emotional 
Reactions 

Between 
Groups 

3 43.39 14.46 21.45* 

Within 
Groups 

138 93.04 .67  

Identifies 
Character’s 
Emotions 

Between 
Groups 

3 18.30 6.10 8.07* 

 Within 
Groups 

138 104.32 .76  

*p < .001 
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Table 5 

Pre- and Posttest Post-hoc Scheffe Comparisons of Means (standard deviations in parentheses) 
of Treatment and Control Groups 
 
Variable Pretest Posttest Scheffe 
 Control 

(1) 
Treatment 

(2) 
Control 

(3) 
Treatment 

(4) 
 

Describes 
Events of 
Story 

1.32 
(.61) 

1.63 
(.78) 

1.21 
(.55) 

2.53* 
(1.03) 

1 2 3 < 4 

Makes 
Meaning of 
Story 

1.85 
(.80) 

2.13 
(.75) 

2.34 
(.70) 

3.17* 
(.93) 

1 2 3 < 4 

Expresses 
Personal 
Emotional 
Reactions 

2.03 
(.54) 

2.43 
(.60) 

2.84 
(1.15) 

3.49* 
(.96) 

1 2 3 < 4 

Identifies 
Character’s 
Emotions 

1.50 
(.71) 

1.52 
(.69) 

1.46 
(.94) 

2.25* 
(1.04) 

1 2 3 < 4 

*p < .001 
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Table 6 
 
Affective Cognition Writing Survey 

 
Survey Question Mea

n 
Standard  
Deviation 

1. Writing lets me express my feelings 4.15 .89 
2. Writing gives me a clearer understanding of the feelings I am 
having 

3.73 1.04 

3. I tend to use a specific form of writing to express my 
emotions (i.e., a journal, or poetry or e-mails, or letters, or a 
diary, etc.) 

3.55 1.12 

4. Writing allows me to share my feelings with others. 3.69 1.16 
5. I include personal experiences that I feel are important in my 
writing. 

4.10 .72 

6. Writing helps me process my feelings. 3.82 .99 
7. I usually enjoy my writing experiences. 3.46 1.00 
8. I enjoy writing when I am expressing the things I care about. 4.24 .84 
9. I enjoy writing when I am exploring the things related to my 
life. 

4.03 .85 

10. I try to find a way to feel some satisfaction even when the 
writing project has little appeal to me 

3.54 1.08 

11. I enjoy writing because of the insights that come to me 
while I am writing. 

3.57 1.08 

12. I usually feel pleased when I complete a writing project. 3.81 1.02 
13. When writing, I try to use both emotional appeals and 
logical reasoning to make my points. 

3.90 .79 

14. The success of my writing depends upon the emotional 
energy I bring to it. 

3.99 .86 

15. When writing, I allow myself the freedom to contradict 
myself. 

3.70 .91 

16. In my writing, I mention my doubts by stating the things I 
have questions but no answers for. 

3.70 .94 

17. I can risk writing things I have doubts about because I can 
always make qualifying explanations on those views as I write. 

3.56 .89 

18. Writing helps me build relationships with others 2.78 1.01 
19.  I write with an audience in mind 3.33 1.06 
20. I imagine how a reader will respond to my writing 3.54 1.03 
21. I re-write or re-word things that will likely offend my reader 
so they come out less offensive. 

3.46 1.02 

22.  When making strong points, I purposely write in a way that 
holds my reader’s attention long enough to read all of what I 
have to say. 

3.85 .70 
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Table 7 

Comparison of Treatment and Control Group Pre- and Posttest Gain Scores (standard 
deviations in parentheses) on the Affective Cognitive Writing Survey 
 
 Mean Standard 

Deviation 
Gain Score 

Posttest Minus 
Pretest Score 

Mann-Whitney 
U Comparison 
of Gain Scores 

Pretest 
Treatment 

78.27 9.4 7.81 (SD = 
6.61) 

-4.30* 

Posttest 
Treatment 

86.46 3.44   

Pretest 
Control 

84.29 8.47 -.50 (SD = 
1.29) 

 

Posttest 
Control 

83.79 8.24   

*p < .001 
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Brigitte Te Awe Awe-Bevan 

Te Wānanga o Aotearoa 

Papaioea Campus, 142 Botanical Road, Palmerston North 

New Zealand 

 

 

He āhuatanga ako, he āhuatanga māori – a way of learning, a way of being 

 

Within society there are many varieties of teaching and learning environments.   Questions and 

answers as to what environments suit the diversities of learners are integral for the meaningful 

acquisition of knowledge.  New Zealand is a country where it has been evidenced that a 

majority of a people can fail in a system where teaching and learning is not conducive to their 

way of learning or being.  Therefore the environment in which teachers are trained is one 

solution to providing a more conducive environment for personalised learning and therefore 

meaningful learning. 

 

In this article teaching and learning methodologies are identified through the Diploma of Adult 

Education offered by Te Wananga o Aotearoa, one of New Zealand’s indigenous tertiary 

institutions.  Environments are exampled along with indigenous values such as manaakitanga 

(to nurture), manaaki tangata (to care), aroha (respect), whanaungatanga (relationships) and 

whānau (family) which pervade throughout the programme.  Student centred learning is 

emphasised, with indigenous teaching and learning methods such as ako (where the teacher 

becomes the learner and the learner becomes the teacher), and tuakana \ teina (the more 

knowledgeable assisting the less knowledgeable in a certain area, and vice versa) being 

prevalent, and throughout the programme students are expected to apply their learning to their 

own teaching and learning practice. 

 

These insights align with indigenous theoretical and conceptual frameworks, which is core to 

the Diploma of Adult Education.  It is a contribution of consequence towards providing quality 

education that is progressive and significant.   
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7. ABSTRACT 
 
Language is not merely a means of communication. Language, thinking and learning are 
inextricably linked. When children are forced to study through a language they cannot fully 
understand in the early primary grades, they face a serious learning disadvantage that can stunt 
their cognitive development and adversely affect their self‐esteem and self‐confidence for life. 
This is especially severe in deprived socio‐economic situations where there is little exposure to 
the school language, outside the school. This gets further exacerbated when the children’s 
culture, along with their language, is completely excluded from the classrooms.  
 
The education system in India has not been able to respond to the complex cultural and 
linguistic diversity in the country. Language‐in‐education policies have attempted to provide 
some standardized solutions which have not proved very effective. This paper attempts to 
cover some ground on the following issues: (a) what is the nature of the challenge at the 
primary school stage on account of the diverse language situations in the country, (b) what is 
the impact on children’s learning outcomes (b) what have been the policy and programmatic 
formulations on the language‐in‐education agenda and (d) what are some challenges that need 
to be addressed on a priority basis. 
 
The paper analyzes language situations in classrooms in primary schools in India using the 
following dimensions: (a) first languages of children (b) official medium of instruction (c) 
language(s) actually used for instruction and (d) language background of the teacher. It outlines 
the kind of diversity and complexity that exists and the challenges it poses to the teaching‐
learning process. Based on an empirical study in four states of India, the paper outlines the 
most common teaching practices being used for language teaching in the early grades. These 
practices have been analyzed against the understanding of appropriate early grades teaching 
practices for working with such children (as outlined in the previous paragraph). The paper also 
analyzes the perceptions of teachers, teacher educators and education administrators to this 
issue. The paper then reviews strategies to deal with such language situations in various parts 
of the world and in India.  
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Findings and conclusions:  

Language situations inside Indian primary grade classrooms are complex. Children who begin 
school studying through an unfamiliar language face a serious learning disadvantage. This 
disadvantage gets further compounded because language teaching practices in Indian 
government primary schools are inappropriate. The focus in the early grades is on copy‐writing, 
recitation and rote memorization. The alienation of children of certain ethno‐linguistic groups is 
increased because of the attitudes of some teachers towards the languages and cultures of 
these students. This issue is not widely understood nor recognized as an important reason for 
unsatisfactory learning levels of a significant proportion of primary school children in India.  

The issue of language in education is complex and is often seen as sensitive and controversial. It 
is best approached from the perspective of children’s learning and improving learning 
outcomes. The paper outlines some policy measures and strategies that could be useful in the 
Indian multilingual situations in primary education.  
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Abstract: 

The integration of students with learning difficulties in regular classes improves their 
success in school (Bear& Proctor, 1990). However, it entails a great challenge to the 
teachers of regular classes (Meese, 2001). The difficulties these students face in the 
different disciplinary skills, such us reading, writing and mathematics, calls for a reaction 
and an innovation of the school milieu (Dubé, 2007). It is thus vital to establish a link 
between the research and the practice so that the education community can benefit from 
the results of research projects (Buysse, Sparkman & Wesley, 2003). The flexible 
grouping seems to favour the skill development of students with learning difficulties 
when it is associated to a structured teaching program (Gullatt & Lofton, 1998; 
Baumgartner et al., 2003; Khun, 2004; Castle et al. 2005). Empiric studies results show 
that explicit teaching could be particularly successful for students with learning difficulties 
(Rosenshine, 1986; Beckman, 2002; Swanson & Deschler, 2003; Gauthier et al., 2004). 
Saint-Alexandre students have benefited from a flexible grouping system associated to a 
structured teaching program. The structures were differentiated by regrouping the 
students in subgroups which respected their needs and met on a half-day per week 
basis. These subgroups were not permanent; they could be reorganized as needed 
depending on each student’s skills progress. At the beginning of the school year, the 
students’ needs were concerted through a reflexive approach (Schön, 1994), and their 
evolution was followed throughout the whole year. These methods of concertation have 
empirically proved to be efficient (Hunt, Soto, Maier & Doering, 2003).  

The main objective was to encourage the development of disciplinary skills in writing of 
the students with learning difficulties that were integrated in regular classes. The 
components we prioritized for the students with learning difficulties were 1) to use the 
strategies, the knowledge and the techniques required by the situation of writing, 2) to 
explore the various resources of the written language, and 3) to evaluate the writing 
approach so as to improve it. A mixed method was used to collect both qualitative and 
quantitative data.  

The teachers and the researcher attended a one day course in explicit teaching in 
September. The teachers and the specialist wrote a weekly journal (Van der Maren, 
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1987) to let traces of the component skill “write different kinds of texts”; these texts were 
written in the special needs subgroups. The journal also registered the modifications 
made to the subgroups. In order to evaluate the progress of the students’ skills 
development, three complex writing tasks were conducted for all the students of the 
school, from the first to the sixth grade (n=250); the first one was held at the beginning of 
the school year (September), the second in the middle (January) and the last one at the 
end (May). 

The results showed that the students with severe learning difficulties developed their 
writing skills while performing complex but differentiated tasks in their own subgroups. 
As they had fewer students, they allowed them to participate more actively and to have a 
more direct interaction with the educator. The integration of students with difficulties was 
favoured because all the school students participated in the activities proposed and they 
all did it simultaneously in order to participate to an education community where the 
school participants differentiated the tasks respecting each student’s level of 
competence.  
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 An Examination of the Learning Expectations related to Grade 1-8 
Number and Operations in Some Countries 

Jung-Chih Chen, National Chiayi University, Taiwan. 

Chia-Huang Chen, Kun Sham University, Taiwan 

 

Abstract 

This study examines the learning expectations related to grade 1-8 Number and Operations across 
several U.S. states and high performing TIMSS Asian countries, including Singapore, Taiwan and 
Japan. In order to narrow and focus the examination, only one topic within the strand is reported. 
Based on the official curriculum documents, results of this study indicate that the mathematics content, 
grade placement and cognitive level of learning expectations related to selected topic vary markedly 
across documents. Thus, these differences in learning expectations result in striking differences in 
students’ opportunity to learn.  

Key words: learning expectation, opportunity to learn, TIMSS. 

 

Introduction 

Many studies of mathematics and science achievement have consistently reported that students in 
Asian countries such as Singapore, Taiwan and Japan demonstrate higher levels of mathematics 
achievement than students in the United States(Mullis et al., 2004; Wilson & Blank, 1999). Although 
the reasons are complex, educators generally agree that opportunity to learn (OTL) is a contributing 
factor. 

The Third International Mathematics and Science Study (TIMSS) used a model called Potential 
Educational Experience (See Figure 1, Schmidt et al., 1997) to capture different aspects of how 
educational opportunities are shaped and how they are potentially related. In this model, 
national/regional curriculum goals at the system level represent the intended curriculum which 
contains what students are expected to learn. However, little is known about how the curricula 
described in the official documents differ from state or Asian country curriculum frameworks. 

Research Question 

This study examines one topic within the Number and Operations strand in the official documents. 
More specifically, this study addresses the following research question: 

“To what extent and in what ways are learning expectations associated with “decimal” in the Number 
and Operations strand similar or different in emphasis and grade placement in some Asian countries 
and U.S. states as described in their official mathematics curriculum documents?” 

This examination may partially explain differences in performance among students in several 
countries and states, particularly if the intended curriculum is an important contributor to what 
students have an opportunity to learn. 

*This study was partly supported by the National Science Council (NSC 96-2521-S-415-003) in Taiwan. 
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       Figure 1: The Model of Potential Educational Experiences. 

Source Documents 

The primary data sources for this study are the state or country official mathematics curriculum 
frameworks. These include the following documents: 

 Singapore(SP): Primary Mathematics Syllabus and Lower Secondary Mathematics Syllabus 
(Implemented from 2001). 

 Taiwan(TW): Mathematics Curriculum Guidelines for Grade 1 to Grade 9 (Published in 2003). 
 Japan(JP): Mathematics Program in Japan (including Elementary, Lower Secondary & Upper 

Secondary Schools) (Published in 2000). 
 Minnesota(MN): Minnesota Academic Standards in Mathematics K-12 (Published in 2003). 
 Missouri(MO): Mathematics Grade-Level Expectations (Published in 2004). 
 California(CA): The California Mathematics Content Standards (Published in 2000). 

In addition, k-8 mathematics expectations developed by Achieve were also reviewed because they 
represent a new proposal for curricular emphases by an independent national organization which was 
created by governors and corporate leaders in 1996 to help raise states’ standards and student 
performance. 

 Achieve(AC): Mathematics Achievement Partnership (MAP) K-8 Mathematics Expectations 
(Published in  2004 ). 

National documents, such as the Principles and Standards for School Mathematics (NCTM, 2000), 
identify some content strands, such as number, algebra, geometry, measurement, and data analysis and 
probability. Table 1 illustrates how these strands are reflected in the various documents that were 
analyzed in this study. This table briefly summarizes the organization of curriculum frameworks. 
 2
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Table 1: Summary of Strand Organization in Curriculum Standards. 

Country/State Year Grades Strands 

Taiwan 2003 Grade 1, 3, 4, 5, 6 Number & Quantity; Geometry; Algebra; 

Statistics & Probability. 

Grade 2, 8 Number & Quantity; Geometry; Algebra. 

Grade 7 Number & Quantity; Algebra. 

Japan 2000 Grade 1- Grade 6 Number and Calculations; Quantities and 

Measurement; Geometrical Figures; Math 

Relation. 

Lower Secondary 1 & 2 Numbers & Algebraic Expressions; 

Geometrical Figures; Math Relations. 

Singapore* 2001 Grades 1-5 Whole Number 

Grades 1-8 Measurement, Statistics, Geometry 

Grades 2-5 Fractions 

Grades 3-5 Decimals 

Grades 6-8 Algebra 

Minnesota 2003 Grade 1 - Grade 8 Mathematical Reasoning; Number Sense & 

Computation and Operations; Patterns & 

Functions, and Algebra; Data Analysis & 

Statistics, and Probability; Spatial Sense & 

Geometry, and Measurement. 

Missouri 2004 Grade 1 - Grade 8 Number and Operations; Algebraic 

Relation; Measurement; Data & Prob.  

California 2000 Grade 1 - Grade 7,  

Grade 8-12** 

Number Sense; Algebra and Functions; 

Measurement and Geometry; Statistics & 

Data Analysis, and Probability; Math 

Reasoning. 

Achieve, Inc. 2004 Grade K - Grade 8 Algebra; Data & Measurement; Geometry; 

Number & Operations. 

*Other strands are emphasized in the Singapore framework on one or two grades levels. 

**Note that a Geometry course is also provided in Grade 8~12. 

 
In addition to differing by strand organization, the “grain size” of level of specificity of the statements 
of learning expectations also differ. This can be illustrated, in part, by examining the number of 
learning expectations related to measurement at each grade in the documents. The following Table 2 
summarizes the number of learning expectations related to measurement, by grade, in each of the 
documents analyzed. 

    Based on the collected documents, the following Table 2 provides the number of learning 
expectations within the Number and Operations strand by grade.  
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Table 2: Number of learning expectations within the Number and Operations strand of each document 
by grade 

Grade 1 2 3 4 5 6 7 8 Total 
Singapore 28 20 17 27 26 5 22 2 147 
Taiwan 10 17 18 17 19 13 19 8 120 
Japan 4 7 10 12 10 8 6 0 57 
Minnesota 8 9 11 11 11 13 11 11 85 
Missouri 5 8 10 9 10 8 10 10 70 
California 13 15 17 17 10 8 12 0 92 
 Achieve 23 29 36 32 28 30 33 6 217 

 
    Furthermore, comparison can be made about number and percent distribution of learning 
expectations in Number and Operations strand versus others strands, see Table 3. 
 
Table 3: Number and Percent distribution of learning expectations  
   Attribute 
 
County  
or State 

Total learning 
expectations, 
grades 1-8 

LEs in Number and 
Operations strand 

LEs in other 
strands 

Singapore 287 147 (51%) 140 (49%) 
Taiwan 188 120 (64%) 68 (36%) 
Japan 97 57 (59%) 40 (41%) 
Minnesota 147 85 (58%) 62 (42%) 
Missouri 159 70 (44%) 89 (56%) 
California 178 92 (52%) 86 (48%) 
 Achieve 330 217 (66%) 113 (34%) 
 

Methodology 

The selection of countries for this study was based on the performance on the TIMSS assessment.  
The selection of U.S. states was based on student performance on the NAEP-2000 (Kloosterman & 
Lester, 2004) assessment and on the evaluation of official state curriculum documents by the Fordham 
Foundation. Basically, Number and Operations strand was only one of studies, other strands included  
Measurement, Geometry, Algebra and Statistics/Data Analysis. 

A coding system was developed which consisted of the general categories: Object, Action, Tools, and 
Cognitive Domain. For each learning expectation (LE) in the selected topic of the curriculum 
documents, the following information was coded: 

 Object-the main noun(s) in the learning expectation. 
 Action-the main verb(s) in the learning expectation. 
 Tools-equipment specified for use within the learning expectation. 
 Cognitive Domain-identification of cognitive level of learning expectation based on the 

Survey of Enacted Curriculum protocol (CCSSO, 1999), see Table 4. 
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Table 4: Cognitive level of learning expectation 

Level # Main Goals 
Level 1 Memorize facts/definitions/formulas.  

 Recite basic mathematics.  
 Recall mathematics terms and definitions.  
 Recall formulas and procedures. 

Level 2 Perform procedures.  

 Use numbers to count / order / denote.  
 Do computational procedures or algorithms.  
 Follow procedures / instructions.  
 Solve equations / formulas / routine word problems.  
 Organize or display data.  
 Read or produce graphs and tables.  
 Execute geometric constructions. 

Level 3 Demonstrate understanding of mathematical ideas.  

 Communicate mathematical ideas.  
 Use representations to model mathematical ideas.  
 Explain findings and results from data analysis strategies.  
 Develop or explain relationships between concepts.  
 Show or explain relationships between models, diagrams and other 

representations. 

Level 4 Conjecture / generalize / prove.  

 Determine the truth of a mathematical pattern or proposition.  
 Write formal or informal proofs.  
 Recognize / generate or create patterns.  
 Find a mathematical rule to generate a pattern or number sequence.  
 Find and investigate mathematical conjectures.  
 Identify faulty arguments or misrepresentations of data.  
 Reason inductively or deductively. 

Level 5 Solve problems / make connections.  

 Apply and adapt a variety of appropriate strategies to solve problems.  
 Apply mathematics in contexts outside of mathematics.  
 Analyze data / recognize patterns.  
 Synthesize content and ideas from several sources. 

 

Analysis of the Learning Expectations related to the topic “decimal” 

The general strategy for analysis was based on the “topic tracing” method developed by TIMSS 
researchers. That is, for each topic, all LEs related to that topic within each curriculum document 
(Singapore-SP, Taiwan-TW, Japan-JP, Minnesota-MN, Missouri-MO, California-CA, Achieve-AC) 
were identified and the following information was compiled:   
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 A description of the focus of the topic by grade level and document. 
 The grade where the topic is intended to be first introduced to students. 
 The range of grades during which instruction was intended to take place on the topic. 
 Any grade for which the topic was to be a special emphasis. 

Summary of Learning Expectations related to “decimal” 
 

The concept of “decimal” was one of topics analyzed within the number and operations strand. 
Based on the analysis, a summary of the content emphasis and grade placement for this topic was 
provided.  

 In all 74 learning expectations related to decimal were identified across the seven documents. 
The earliest LE appears in grade 2 of the California document and states: 

Know and use the decimal notation and the dollar and cent symbols for money. (California, 2) 

Other early grade decimal LEs include: 
     Pupils should be able to add and subtract money in compound units using the 

 decimal notation.( Singapore, 3) 
Pupils can realize one -digit number decimal to make comparisons and add and subtract 
calculating. (Taiwan, 3) 
To know the units 100 million and one trillion, and to have an overall understanding of the 
decimal system. (Japan, 4) 

A sample of Grade 7 and 8 LEs related to decimal includes: 

Student will represent rational numbers as fractions, mixed numbers, decimals or percents and 
convert among various from as appropriate. (Minnesota, 7) 

Use fractions , decimals and percents to solve problems (Missouri, 8)        
The decimal expansion of an irrational number never ends, and never repeats. ( If it did, then 
the number would be rational.) (Achieve, 8) 

Grade 
 
  8—……………………………………….…..◆(1)…….….….....◆(2) 

  7--……◆(4)…….………….….....◆(2)……◆(1)…….◆(3)…..◆(2)  

  6--………….…...◆(1)…..◆(1)…◆(5)……◆(2)…….◆(1)   

  5--……◆(3)…...◆(3)…...◆(2)....◆(6)……◆(2)……◆(4)…..◆(1)  

  4--……◆(8)…...◆(3)…...◆(3)....◆(1) …...◆(1)……◆(3)…..◆(4) 

  3--……◆(1)…...◆(1)………………………..........…...◆(1) 

  2--………….……………………………………………◆(1) 
  1— 
          |       |       |      |        |        |       |                    
         SP     TW     JP    MN     MO     CA     AC 

       Figure 2: Number and grade placement of learning expectations related to “decimal” within Number 

and Operations strand. (Remark: The number inside parentheses indicates the number of learning expectations). 

 
Common learning expectations related to decimal include: use decimal to solve problems (e.g., 

word problem, mathematical problem, solve problem in daily life), add and subtract with decimals (e.g. 

 6
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add and subtract money, addition and subtraction without calculator), multiply and divide with 
decimals (e.g. multiplication without calculator), etc. 
    Three common learning goals were noted within the set of LEs (see Table 5). For example, in 
seven of the documents, students were expected to identify decimal, including addition, subtraction, 
multiplication and division with decimal across these seven documents. 

 
Table 5: Common learning expectations related to the “decimal” topic 
Common Learning Expectation SP TW JP MN MO CA AC 
Use decimal to solve problems G4 G4 G5 G4 G7 G3 G5 

Add and subtract with decimals G3 G3 G4 G5 G6 G5 G4 

Multiply and divide with decimals G4 G5 G5 G5  - G5  - 

Remarks: 1.G1 means the learning expectation is provided for Grade 1 
            2.“-”indicateds no specific statement in the LEs. 
 
    Among the 74 LEs some were noted only within one or two documents. For example Japan, 
Minnesota, California and Achieve documents included LEs not found in other documents. These 
included: 

To use decimals to express the size of remainders. To know how to express decimals, and the 
one-tenths position. (Japan, 4). 
Student will represent rational numbers as fractions, mixed numbers, decimals or percents 
and convert among various from as appropriate. (Minnesota, 7) . 
Know and use the decimal notation and the dollar and cent symbols for money. (CA, 2). 
Know that every rational number is either a terminating or repeating decimal and be able to 
convert terminating decimals into reduced fractions. (California, 7). 
The decimal expansion of an irrational number never ends, and never repeats. ( If it did, then 
the number would be rational.) (Achieve, 8). 

     
Based on the analyses of the collected documents, Table 6 summarizes the grade at which the 

topic of the decimal receives special emphasis. “Special emphasis” indicates that common learning 
expectations of this topic are addressed and that a substantial amount of time (in proportion to other 
topics from the strand) is devoted to the decimal. In general, attention to this topic is concentrated in 
Grade 4 – 8. 

 
Table 6: Grades for special emphasis on “decimal” topic 
 Grade 1 Grade 2 Grade 3 Grade 4 Grade 5 Grade 6 Grade 7 Grade 8 
Singapore     √ √    √   
Taiwan     √  √      
Japan    √  √     
Minnesota      √ √   
Missouri      √  √   
California      √ √    √  
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Achieve      √   √ √ 

 

Weight to Topic Within Number and Operations Strand  
 

In order to gauge the relative emphasis (weight) of the decimal within Number and Operations 
strand, Table 7 provides a summary of the number of learning expectation associated with the decimal, 
and the percent with respect to the total number of LEs within the Number and Operations strand. 

 
Table 7: The weight of topic-decimal 
 SP TW JP MN MO CA AC 
Number of  LEs  16  8 7  14  7  13  9  
Percent of Total Num. LEs 10.9%  6.7% 12.3% 16.5% 10.0% 14.1% 4.1% 

 
This table indicates that Minnesota has the highest percentage related to this topic within the 

Number and Operations strand. By contrast, Achieve has relatively low weight. 
 

Cognitive Level of Learning Expectations Related to Decimal 
 
    Recall that the cognitive level for each learning expectation was coded using the Survey of 
Enacted Curriculum (SEC) protocol (CCSSO, 1999). Table 8 provides a summary of the distribution 
of levels in cognitive demand. Note that each LE may be coded into double levels. 
 
Table 8: Number and Distribution of Level in Cognitive Domain for LEs related to decimal 
       SEC    

 Country/State   

N Memorize Fact, 
Def. & 
Formula 

Perform 
Procedures 

Demonstrate 
Understanding 

Conjecture, 
Generalize & 
Prove 

Solve 
Problems, 
Connect 

Singapore 16 - 81% 19% - - 
Taiwan 8 13% 50% 13% - 50% 
Japan 7 14% 57% 71% - - 
Minnesota 14 - 79% 29% 7% - 
Missouri 7 - 29% 29% 29% 29% 
California 13 - 54% 54% 8% 8% 
 Achieve 8 - 78% 22% - - 

 
    Table 8 has provided evidence that most LEs under this topic are categorized into the second and 
third levels of cognitive domain.  

Conclusions 

Mathematics curriculum frameworks typically contain statements that specify the subject content for 
particular grades. That is, these statements are intended to be a set of expectations for mathematics 
curriculum development and assessment. They indicate the scope of content and highlight the specific 
topics at all levels for students to learn. 

Based on the analyses of the set of LEs associated with this topic, we learn that some content 
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similarities and differences are evident across the different documents. More specifically, this 
examination reveals that the Missouri document has exceptional high weights within Number and 
Operations strand than Taiwan and Achieve documents. Also, special emphasis to this topic is mainly 
placed at grades 4 through 8. Meanwhile, most LEs are categorized into the “Perform Procedures” 
level. It is also clear that many LEs related to this topic in particular documents such as Missouri 
include multiple cognitive domains.  

In general, each document might have its strength and weakness depending on the topic chosen. 
Hopefully, the results of this study will provide insight into learning expectations as specified in the 
official curriculum documents analyzed. Understanding the attention focused on the topic in the 
intended curriculum may help clarify the context for differences in students’ opportunity to learn. 
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Abstract 

 Survey research is everywhere: call a number on the back of your receipt, click on the 
link in your e-mail, hold the line for a brief survey of your experience with customer support, 
and complete this course evaluation are just a few examples of surveys in our lives.  Surveys 
provide opportunities for organizations to gain a better understanding of their products, services, 
employees and customers.  From corporations to classrooms, survey research is hot.  Thanks to 
user friendly software programs and free websites, conducting survey research is easier than ever 
before.  But there is more to survey research than just asking interesting questions. While survey 
research can be easy, it is far from simple.  

Using a case study of a teacher survey developed and administered by a school district in 
the mid-Atlantic region, the presenters will cover the DOs and DON’Ts of survey research and 
design.   The survey instrument, methodology, and analysis of the findings from the case study 
will be shared with the audience to provide examples of good practices and common mistakes 
made in survey research and design.  From determining objectives to reporting results, attendees 
will learn how to create and administer efficient and effective surveys in an educational setting.  
Finally, the presenters will present a set of recommended guidelines based on the lessons learned 
from the case study. 
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Abstract 

The purpose of this study was to describe the meaning doctoral candidates’ ascribed to their 

persistence in doctoral programs despite challenges they experienced impeding a timely 

completion of their dissertations. Participants were six doctoral candidates (four women, two 

men) who had not yet completed a dissertation research proposal. This phenomenological study 

was situated in the theoretical framework of legitimate peripheral participation (Herzig, 2002) 

and a model of doctoral persistence (Tinto, 1993). The data sources were a demographic 

questionnaire and interviews (Seidman, 1998). Using thematic content analysis (Boyatzis, 1998) 

the following recurrent themes emerged: (a) community lacking, which exposes a lack of 

perceived sense of community in the candidates' academic programs; (b) inert relationships, 

which exposes a lack of meaningful relationships with academic advisors; and (c) loss of 

momentum in completing their dissertations. The findings highlight the need for programmatic 

initiatives that enhance future doctoral preparation. 
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Exploring the Meaning Doctoral Candidates’ Ascribed to Their Persistence, and the Challenges 

and Barriers They Experienced 

 

    Historically, doctoral programs were considered a private club reserved only for the sons of 

the elite (Fuhrmann & Grasha, 1983), primarily White males. However, within the last couple 

decades, doctoral programs have emerged as a more diverse enterprise with 19.6% of doctorate 

degrees conferred to persons of color in all academic fields by the year 2004 (Hoffer et al., 

2006). Despite the more inclusive makeup of doctoral programs in the United States, a limited 

amount of national and comprehensive research has been conducted to examine doctoral 

students’ experiences (Smallwood, 2006).  

     Even with the small amount of comprehensive research regarding doctoral education,  

much of the existing research points to the myriad of perennial conundrums plaguing doctoral 

programs. These problems include: (a) the alarming national attrition rate of 50% (Malone, 

Nelson, & Nelson, 2004); (b) time-to-degree completion rates (Di Pierro, 2007); (c) a lack of 

diversity (Cohen, 2006); (d) a lack of equity in mentoring practices among programs (Cohen, 

2006); (e) irrelevant curricula regarding contemporary public issues (Smallwood, 2005); (f) a 

scarcity of American citizens pursuing doctoral degrees in science, technology, engineering, and 

mathematics (STEM) disciplines (Di Pierro, 2007); (g) the lack of training provided to prepare 

doctoral students for professoriate roles (Hite et al., 2009); and (h) a lack of knowledge regarding 

positions outside of the academic realm (Smallwood, 2005). 

     The dissertation phase, the final stage of the doctoral degree, of a doctoral student’s 

progression to graduation is probably the most challenging, most unique, and one of the most 

important stages of the doctoral program (Katz, 1995). At this phase, doctoral candidates are no 
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longer required to engage in coursework and are expected to conduct their research in solitude 

(Miller, 1995). Commonly this is called the all but dissertation (ABD) stage. Tinto (1993) 

asserted that “persistence at this stage may be highly idiosyncratic in that it may hinge largely if 

not entirely upon the behavior of a specific faculty member” (p. 237). Sigafus (1998) stated, 

Researchers have studied this predicament and concluded that doctoral candidates fail to 

complete doctoral programs for a variety of reasons: some become too busy with other 

endeavors; some find the financial situation too burdening; and some decide the demands 

on themselves and their families too great. (p. 3) 

Of concern, it is estimated that 20% of doctoral candidates drop out at the ABD phase of their 

programs (Bowen & Rudenstine, 1992).  

     Rudestam and Newton (2007) named a few issues in respect to completing the doctoral 

dissertation such as working with a committee, emotional blocks, task blocks, getting organized, 

the uncontrollable nature of collecting and analyzing data, dissertation oral defenses, and the 

expectation of publishing the dissertation. Sigafus (1998) found that structure, pressure, support, 

and authority (control) to be the primary concerns of 25 doctoral students at a predominantly 

White Division I university (PWU). Related to concerns found in Sigafus’s research, Green and 

Kleuver (1997) determined that time management and task structure were perceived as barriers 

to completing the dissertation, based on survey research of 142 doctoral graduates and 77 ABD 

doctoral candidates in a College of Education. As a result, they recommended incentives and 

reinforcements to promote persistence. Lenz (1995) interviewed non-traditional aged doctoral 

students (women only) and found that they perceived that selecting the dissertation topic was the 

most critical aspect towards the completion of the dissertation. In addition, these women in the 

study indicated the support of the advisor, family and peer support, time, and money as vitally 
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important in completing the dissertation. The finding regarding support from one’s advisor, 

family, and peer support are consistent with Tinto’s (1993) assertion that external communities 

gain importance throughout the dissertation stage. Myers (1999) interviewed doctoral candidates 

at a PWU and found time and finances to be the number one barrier to them completing their 

dissertations. Related to this and intuitively, procrastination may be attributed to a substantial 

degree of separation, especially during the ABD stage. However, little research has been 

rendered regarding the influence of procrastination on doctoral student persistence. 

     Whatever the reason for a doctoral student dropping out at the ABD stage, the impact of 

separation at this phase may be damaging to the student psychologically as well as to the 

institution and the department (Green, 1995; Lovitts, 2001). To illustrate this, Green (1995) 

argued that, “Failure at this point is expensive and painful for the student, discouraging for the 

faculty involved, and injurious to the reputation of the institution” (p. 17). Lovitts (2001) 

described the frustrations and feelings of noncompleters as, 

They are people who have been successful their entire lives and view themselves as 

superior students, as people who can surmount any academic obstacle, and as people who 

finish things they start. Yet, when they find themselves unable to get through their 

programs, they confront failure for the first time in their lives. This ‘failure’ can be 

devastating. (p. 6) 

Theoretical Framework and Purpose 

     Lovitts (2001) asserted that “the causes of [doctoral student] attrition are deeply embedded in 

the organizational culture of graduate school and the structure and process of graduate 

education” (p. 2). The process of indoctrination into and through doctoral education may be 

represented by the theoretical framework of legitimate peripheral participation (Herzig, 2002). 
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This model has a foundation in two important factors: student involvement and integration 

within an academic department community. In particular, the relationship between the doctoral 

student and his or her advisor is critical and consequently affects the doctoral student's 

persistence. Doctoral students in the induction of their programs are typically engaged in their 

coursework (a peripheral activity), instead of being immersed in the scholarly culture of 

research, publishing, and presenting. However, as their participation within their academic 

community increases, typically subsequent to their first year, they become integrated into the 

scholarly community of practice and perform scholarly duties - being deemed legitimate. This 

stage of doctoral education is considered to be the central participation phase in the legitimate 

peripheral participation model. 

     The notion of legitimate peripheral participation may be traced back to early social 

constructivists’ theorists, who view the construction of knowledge as a social process through 

active engagement between the student and teacher, which has a combined effect of making 

meaningful connections to better understand phenomena (Hasrati, 2005; Ormrod, 2006). It is 

commonly held that within the culture of doctoral programs the academic advisor is a key 

mentor who gives guidance to her or his advisees (Hasrati, 2005; Ormrod, 2006). 

      Tinto (1993) advanced a doctoral student model of persistence. He discussed the social and 

intellectual communities inherent in colleges. These communities influence the willingness of 

students to persist in college. In fact, Tinto noted that describing undergraduate student 

persistence is highly similar to doctoral education, with a few distinctions. He further depicted 

higher education as a small society with a bipolar structure with academic and social 

components. Therefore, student persistence is predicated on some degree of integration to the 

college environment, implying that an institution’s responsibility in retaining students is 
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dependent on programmatic initiatives that facilitate the integration of students to the social and 

intellectual fabric of college life. 

     Particularly in doctoral education, Tinto (1993) denoted three stages inherent in the process of 

doctoral persistence. The first stage is synonymous with the first year of doctoral work. Students 

in this stage begin to assimilate into the academic and social communities of the university. The 

second stage is known as the road leading to candidacy status and involves the acquisition of 

essential knowledge and skills deemed necessary for scholarly research. The final stage is the 

path leading to the oral defense of the dissertation; this phase involves the emergence of an 

increasing dependence on external communities, such as the candidate’s family and friends. 

     The purpose of this study was to describe the meaning doctoral candidates’ ascribed to their 

persistence in doctoral programs despite challenges experienced impeding a timely completion 

of their dissertations. Legitimate peripheral participation (Herzig, 2002) and doctoral persistence 

(Tinto, 1993) were judged appropriate theoretical frameworks for interpreting the phenomenon 

of doctoral candidates’ persistence in graduate programs despite challenges they experienced. 

Methods 

Research Design 

     A phenomenological approach was utilized in the conduct of this study. To paraphrase Wertz 

(2005), this study was descriptive-qualitative, and we used phenomenological reductions, 

analyzed the intentional relationship between persons and situations (i.e., mostly advisor-protégé 

relationships in doctoral programs at a PWU), and provide knowledge of psychological essences 

(i.e., the structures of meaning immanent in human experience) through analytical reasoning (p. 

170). The objective of the research was to acknowledge the unique lived experiences and frames 

of references of doctoral candidates that influence persistence to degree completion. 
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Participants 

     The six participants in this study were ABD doctoral candidates matriculating within a 

College of Education at a PWU (Carnegie 1-Research) in the United States. Each participant had 

been in the dissertation phase of her or his doctoral program for more than one academic year 

and had yet to complete a research proposal. They all were ABD. The participants were diverse 

in terms of (a) gender (4 women and 2 men); age (range was 26 with 29 years of age as the 

youngest participant and 55 years as the oldest); (b) academic program areas (Quantitative 

Research, Evaluation, and Measurement; Teacher Education; Workforce Development and 

Education); (c) ethnicity, which included  1 African American man (James), 1 international 

Korean woman (Jihyun), 1 Korean American woman (Diane), 1 White American man 

(Jonathon), and 2 White American women (Darlene and Nancy); and more. Participants’ names 

were replaced with pseudonyms. The participants asserted that they were in the process of 

developing their dissertation proposals and had been working on their dissertation research 

proposals from one to four academic years. 

     Purposive sampling (snowballing technique) was utilized to identify a key informant who 

identified contact information of other participants for this study (Patton, 2003). In using the 

snowballing technique, the researchers solicited potential participants for this study by asking 

professors in the College of Education at a local PWU to identify students that met the criteria of 

(a) being a doctoral candidate (ABD), (b) in the ABD designated stage for over one year, and (c) 

not having an approved dissertation research proposal. In addition, the researchers posted e-mail 

advertisements to students list-servers of departments and schools within the College of 

Education to recruit participants for the study. 
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     This study was approved by the Institutional Review Board at the researchers' university. 

Before initiating the data collection process, each participant signed informed consent forms. 

Data Collection 

     Data were gathered using a demographic questionnaire and interview guides (Yin, 2003). To 

gather demographic data about the participants a questionnaire developed for this study was 

used. The data sought included the participants’ gender, age, ethnicity, educational history, and 

status within their academic programs. 

    The interviewing method was a three-phase approach, including: (a) an initial unstructured 

interview (conversational style) with each participant, (b) a second one-on-one semi-structured 

interview with each participant, and (c) a final semi-structured interview using a focus group 

format. The one-on-one interviews lasted from 60 to 120-minutes in duration. The focus group 

interview lasted 120 minutes. All of the interviews were audio-taped with permission of the 

participants. At the initiation of data collection (first interview) and before each interview, the 

participants were informed or reminded of the purpose of the study and that they could withdraw 

at any time. 

     All six participants were interviewed for the purpose of gaining insight about their doctoral 

program experiences. The purpose of the initial unstructured interviews (conversational style) 

was to establish positive rapport with the participants in order to create a climate conducive to 

sharing, and to enable the researchers to ascertain challenges that stifle doctoral candidates’ 

timely completion. The initial interviews were analyzed and emergent thematic categories were 

used to inform construction of the interview guide used during the second interviews, which 

were one-on-one, audio-taped semi-structured interviews. Likewise, the second series of 

interviews were analyzed to inform the third interview, which used a focus group approach. The 
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focus group interview, which included all six participants, was facilitated to provide a platform 

that supports in-depth discussions to gain a deeper understanding of the issues these individuals 

faced. The participants were informed about the format of the focus group discussion. They were 

prompted with open-ended questions in a semi-structured approach to guide the discussions. 

What's more, they were encouraged to speak freely about their experiences with the intent of 

expanding the dialogue in regard to phenomenon under study. 

     The researchers transcribed the audio-taped interviews verbatim. Subsequent to drafting the 

written transcriptions, the researchers e-mailed the thematic analyses based on the interpretations 

of the findings to the participants and sought feedback on whether the transcribed constructions 

were accurately captured and actually represented their intended perceptions of their experiences. 

Data Analysis and Data Reduction 

     This study utilized thematic content analysis of the interview data to glean and capture the 

essence of meaning doctoral candidates ascribed to their persistence despite challenges they 

experienced impeding a timely completion of their dissertations. The process of thematic 

analysis involved the use of themes which were identified inductively from transcribed interview 

data to encode qualitative information. The procedure utilized was developed by Boyatzis (1998) 

and was orchestrated by coding themes based on category, definition, and indicators with 

analysis following. 

     More specifically, participants’ interview data were analyzed inductively by preparing the 

data (transcribing and translating as warranted), reducing the data (reading, bracketing, gleaning, 

and winnowing text), categorizing (using constant comparative procedures) and thematizing the 

data, and theorizing (Merriam, 1998; Seidman, 1998). First, the interview data were prepared for 

analysis by transcribing the audio taped interviews. Second, each researcher listened to the 
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audio-taped interviews while reading along with the written transcription to check for accuracy 

of the transcribed texts, corrections were made as needed. 

     Third, the transcriptions were independently examined by the research team members. They 

all engaged in a process of reducing, categorizing, thematizing, and theorizing the data. In 

reducing the text, the researchers read and marked with brackets passages they judged as of 

interest and importance. This process of gleaning text led to categorizing (category construction) 

and thematizing the data by connecting threads and patterns within categories and between 

categories resulting in the emergence of recurring themes (Merriam, 1998; Seidman, 1998). 

Trustworthiness and Transferability 

     Important strategies were used to reduce the impact of subjective bias, while establishing 

trustworthiness. To ensure trustworthiness, the researchers: (a) collaborated in designing the 

study, (b) worked independently at first and later converged in analyzing and interpreting the 

interview data (i.e., triangulation of the data and investigator triangulation in searching for 

agreement and consistency of evidence from different participant’s data) to ensure dependability 

of the findings; and (c) used member checking to ensure credibility and confirmability 

(Brantlinger, Jimenez, Klingner, Pugach, & Richardson, 2005; Creswell, 1998). 

     The research team worked in collaboration in designing and conducting this study and served 

as analysts in interpreting the interview data for each participant. In all cases, member checks 

were conducted with the respective participants. More specifically, the researchers returned the 

interview transcripts to the respective participants for their review to ensure correctness of 

content, and they were encouraged to comment, clarify, elaborate, or suggest changes that would 

accurately represent the meaning given to their experiences (Brantlinger et al., 2005; Creswell, 
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1998). A few minor edits were suggested and made. All six participants agreed with the accuracy 

of the data specific to his or her particular context, experiences, and views of those experiences. 

     Transferability suggests “whether particular findings from a qualitative study can be 

transferred to another similar context or situation and still preserve the particularized meanings, 

interpretations, and inferences from the completed study” (Leininger, 1994, p. 106). The degree 

of transferability or fittingness of the findings beyond this study to other contexts or situations 

rests with identifiable congruence of graduate programs, doctoral candidates, and college and 

universities (Leininger, 1994). 

Results 

     During both individual and focus group interviews, the participants voiced concerns about 

challenges they believed had inhibited their progression to completing their dissertations and 

moving into the oral dissertation defense in a timely fashion. In order of magnitude to the 

participants, we uncovered the following recurring themes: (a) community lacking, which 

exposes a sense of community lacking within the candidates' academic programs; (b) inert 

relationships, which exposes a lack of meaningful relationships with their academic advisors; 

and (c) a loss of momentum in candidates completing their dissertation research proposals. 

Community lacking 

     This theme captures the participants’ sense that there was a lack of community within their 

academic programs. All participants in this study expressed a lack of connection with their 

colleagues and faculty in their doctoral programs. This perception was most significant for the 

non-traditional participants that were older. For example, Nancy, a non-traditional participant 

who described herself as an outsider in the context of her academic program, stated "I never 
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really felt like a graduate student, if you understand what I’m trying to say. It was something I 

kind of did after work" (focus group interview). 

     Other participants described the limited nature in which they were involved in any social or 

intellectual activities within their academic programs. Besides participating in coursework (pre-

candidacy), many of the participants stated that their programs did not offer this type of 

engagement. All of the participants indicated that their lack of involvement and interaction 

within their academic programs had increased post-candidacy due to not engaging in courses. 

Inert relationships 

     Participants in this study had difficulties in establishing varied types of relationships with 

their advisors. This topic was particularly sensitive and profound to the participants which were 

apparent in their non-verbal communications. To illustrate, when asked about their relationships 

with their advisors in the focus group interview, there was an elongated pause, the participants 

began to glance at each other, and several participants sighed heavily. Darlene described the 

immense power her advisor had over her, and the other participants concurred with her assertion. 

In fact, Darlene stated: 

I’ve never been in a position before where one person had so much power over me and I 

think that’s frustrating. If it works, it works well, but when it doesn’t, because you really 

can’t complain. You have no route to complain because it can come back and bite you, so 

it is very frustrating. (Darlene, focus group interview) 

     The lack of a close relationship with advisors theme may be categorized into four interrelated 

sub-themes that surfaced quite frequently. These sub-themes included the following: (a) a lack of 

advising, (b) a lack of feedback, (c) a lack of mentorship, and (d) a disconnect between the 

advisor and advisee’s research interests. Many of the participants believed that their advisors 
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were extremely busy and had little time to interact, advise, provide feedback, and/or mentor 

them. All of these issues were considered by the participants as having a significant impact on 

their development. In addition, some participants described a stark difference between their 

advisor’s scholarly research pursuits and the interests they had. All participants believed, to some 

extent, that parallel research interests with their advisors would have been a substantial 

determinant in sustaining a positive relationship as well as leading to a greater investment in 

them as students. 

     The advisor was also viewed by many of the participants as critical to assisting them with the 

development of their dissertation research proposals. Many of the participants, during the 

interview process, were working on their third or fourth iterations of their dissertation research 

proposals. In regards to the multiple iterations of the dissertation proposals that were deemed 

necessary by many of the participants’ advisors, one participant described her advisor as “a 

gatekeeper”. To illustrate, one participant revealed: 

I had it all going and it just became you know, well, it just seemed like my advisor’s role 

turned into a gatekeeper and it was like no, that’s not good enough and no, that’s not 

good enough and no, that’s not good enough and no, I don’t think you can collect data 

this [term], maybe next [term] and next [term] comes and no, this [term] doesn’t seem 

right, maybe next year and wait until next Fall and you know, it was just roadblock after 

roadblock. (Diane, second individual interview) 

Loss of momentum 

     All six participants experienced a loss of momentum; this loss of momentum happened during 

the post-candidacy phase for all of the participants. Thus, these individuals communicated that 

they had momentum in process of completing their coursework, but their momentum sharply 
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decreased after finishing their candidacy examinations. The primary contributing factors of this 

momentum loss as articulated by the participants were a loss of motivation, competing priorities, 

difficulty with their candidacy examinations, and writing frustrations. These salient factors 

emerged as sub-themes underlying a loss of momentum. First, all six participants acknowledged 

their own involvement in not making reasonable academic progress and they mentioned a lack of 

self-motivation. Second, the participants discussed competing priorities that did not promote the 

needed concentration on their doctoral studies. These priorities were communicated as a need to 

focus on family or employment issues. Third, Jonathon, who had encountered a roadblock by-

way-of engaging in his candidacy exams, explained his experience as: 

…my candidacy exam experience was disastrous. It was horrifying and completely 

demoralizing and so, I went into my defense thinking I had written some pretty good stuff 

here and then after the exam, I passed, but my advisor said, this is wrong, you really 

could have failed because of this. Even though they were things they told me to do and 

told me to handle things that way and this was after literally years of saying I don’t 

understand the candidacy process, explain it to me, explain what the expectations are, I 

don’t understand, literally for years. I just felt so betrayed by the process and my advisor. 

I couldn’t even talk to them for several months. I couldn’t even be in the same room with 

them because I would just get so angry at how I thought I had been treated. (Jonathon, 

focus group interview) 

     Lastly, exacerbating the loss of momentum were the repeated, fruitless attempts on the part of 

two of the participants to gain approval of their dissertation research proposals. They indicated 

that they were extremely frustrated in the process of having to complete multiple drafts of their 
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proposals. The issue of overcoming roadblocks by writing multiple drafts of research proposals 

was also associated with a loss of momentum for the participants. 

Discussion 

     Explainable within Tinto’s (1993) model of doctoral persistence, all participants in the current 

study communicated a lack of a perceived sense of community within their academic programs. 

Moreover, they problematized their relationships with academic advisors as inert. These were 

stifling factors to their degree completion. Tinto discussed the need for doctoral students to be 

immersed in an intellectual and social community that is likely to serve as a prerequisite for 

persistence in an academic program. Findings in the current study reinforce the need for doctoral 

candidates to experience a meaningful sense of community and to establish relationships with 

their academic advisors, program faculty, and doctoral cohorts within their academic programs. 

     The theme of community lacking is prevalent within the literature on doctoral student 

persistence. Reasons for the community lacking theme in this study were multifaceted. Plausible 

rationales are attributed, for at least two of the participants (Darlene and Nancy), to age-related 

factors. These two participants were older and had difficulty in prioritizing their studentship roles 

against their family and work-related obligations. This stemmed from their multiple roles and 

responsibilities as parents and wives. The need to focus on children was also true in James’ case. 

Further, all participants of this study were employed, all within the university. The substantial 

time that the participants devoted to their jobs likely contributed to the lack of engagement in 

their academic programs. The lack of community theme in this study may shed light on the need 

for doctoral students to be proactive in attempting to build a community in their programs; one 

possible avenue for this might be in forming research groups with colleagues. 

2010 HICE Proceedings - Page 839



 
     Exacerbating the issues owing to the doctoral students themselves, other contributors to the 

lack of community, lies with the faculty who failed to adequately engage and interact with the 

doctoral students, as well as establish meaningful relationships with them. In fact, most of the 

participants of this study discussed the limited interaction they had with faculty members in their 

academic programs and with their doctoral cohorts as well. Building a community within an 

academic program takes the efforts of all faculty within the program. College, school, and 

departmental activities and events such as holiday celebrations, research seminars, informal 

gatherings, and the formation of research groups help promote program unity and builds 

community. These social and intellectual activities may indeed help to build the necessary 

community needed to promote student persistence. Furthermore, Nancy, a participant in the 

current study, described the limited knowledge she had regarding the research interests of the 

faculty in her academic area. This comment illustrates the limited interaction and discussion that 

took place in her academic program, leading to her sense of a lack of community. As a result, the 

researchers recommend educating doctoral students and faculty of the importance of establishing 

a welcoming learning community within their academic programs. 

     The essentiality of a positive relationship between a doctoral student and his or her advisor is 

well-documented in the literature regarding doctoral persistence (Bair & Haworth, 1999; 

Ehrenburg, Jakubson, Groen, So, & Price, 2007; Ferrer de Valeor, 2002; Golde, 2005; Lenz, 

1995; Schlosser, Knox, Moskovitz, & Hill, 2003). Further, the legitimate peripheral participation 

theory posits that advisors are instrumental in contributing to the academic community as well as 

assisting in the persistence of their doctoral students. The important advisor-advisee relationship 

was problematized in this study as participants described a lack of a close relationship with their 
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academic advisors, and they interpreted this as a barrier to their progress. They experienced a 

stagnate relationship or even disconnect with their advisors. 

     Related to the sense of community lacking was the complex theme of inert relationships, 

particularly with the participants' advisors. Of concern, the critical advisor-advisee relationship 

was interpreted by participants as inert. The sense of community lacking, which was exacerbated 

by inert relationships with advisors, program faculty, and fellow doctoral cohorts typified the 

underlying culture of the academic programs the students were a part of. In their study, Hoskins 

and Goldberg (2005) found that a key determinant in doctoral students' persistence is a match 

between the students' goals and expectations and those of faculty. Contrasting this five of the six 

doctoral candidates we studied (Diane, Darlene, Jonathon, Jihyun, and Nancy), expressed the 

negative and unproductive discussions they had with their advisors. They perceived their 

advisors to not be of much help in terms of their roles as advisors and mentors. It seemed to the 

doctoral students that they were not a priority to their advisors, who were very busy and had little 

time to interact with them or provide them with feedback on their dissertations. Explainable in 

legitimate peripheral participation theory, the distant nature these doctoral students experienced 

with their advisors were part of the fabric, albeit limiting, of the departmental culture. Service in 

academia is the least rewarded component of faculty’s jobs. Therefore, it is not surprising that 

some faculty, particularly those at Research I institutions, devote little time to this area. It would 

be a worthy endeavor for universities to re-establish their promotion and tenure requirements to 

adequately give attention to this noteworthy concern. Lastly, faculty should  more thoroughly 

describe their research agendas to incoming doctoral students to help alleviate the issue raised in 

this study of advising students with dissimilar research interests. 

2010 HICE Proceedings - Page 841



 
     Despite the emergence of momentum loss as a prevalent theme in this study, its presence in 

the literature is limited. Findings of this study revealed that doctoral students may find that the 

high reliance on one’s own self-initiative at the post-candidacy stage of a doctoral program is a 

daunting issue in regard to their persistence. This suggests that a closer examination is warranted 

in investigating structures that are perceived as roadblocks to doctoral candidates in completing 

their research proposals and its subsequent influence on their persistence. 

     Explainable in Tinto's (1993) doctoral persistence model, we found that doctoral students may 

experience a loss of momentum during the dissertation phase of their programs. For, this is the 

time that some doctoral students engage in a research project in solitude with limited interactions 

with cohorts or faculty. Diane, a research participant in this study, mentioned the need for 

courses prior to the dissertation stage that leads doctoral students through the scientific research 

process of conceptualizing and completing a research study. Thus, a required course in the 

scientific research process, coupled with more structure in terms of doctoral students creating 

timelines and devoting specific, consistent times during the week to work on and discuss their 

dissertation research with their advisors, could help to prevent the loss of momentum that was 

experienced by the participants of this study. It should be mentioned that contrary to Diane's 

experience, typically academic programs do require the types of research courses and structure 

that was called for here. 

     In light of the themes (community lacking, inert relationship, and loss of momentum) 

uncovered in this study, we are able to offer analytical generalizations from the theoretical 

frameworks to shed light on the major causes of concern for faculty and students of doctoral 

programs. As indicated earlier, Lovitts (2001) argued that doctoral student attrition may be 

largely attributed to the culture, structure, and process of graduate education. To that end, it is 
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important that doctoral candidates know and understand the importance of engaging and 

connecting with graduate cohorts, the advisors, and faculty within their programs. These key 

relationships should be established at the beginning of the doctoral experience and be cultivated 

throughout, including the dissertation stage. The need for intellectual and social engagement is 

the foundation of the legitimate peripheral participation model, as well as Tinto’s (1993) model 

of doctoral persistence. This need is also substantiated by the concerns of the participants of this 

research study that communicated their issues involving a sense of community lacking they 

experienced as barriers to persistence. Further, doctoral students should be aware of the doctoral 

process (also described in the legitimate peripheral participation and Tinto’s models). The first 

stage of the doctoral process is critical. It is important that doctoral students learn to proactively 

navigate their academic and social communities by taking initiative and getting involved. In 

addition, doctoral students should be proactive in understanding their advisor’s research agenda 

and interests. Moreover, doctoral students should assess their faculty’s interest and support of 

their research as well. If doctoral students do not perceive their relationships with their advisors 

are fruitful, it might be wise for the student to seek out another advisor. In the last stage of the 

doctoral process (the dissertation stage), doctoral students should be aware of the need for self-

motivation. This stage in particular was of great concern to the participants of this study and was 

realized by a loss of momentum. Tinto (1993) described the need for doctoral students to rely 

heavily on external communities such as families and friends during this time. 

Implications and Recommendations 

     The findings of this study highlight the need for programmatic initiatives that enhance future 

doctoral preparation, as well as leads to a better understanding of the factors that contribute to 

doctoral persistence. Based on the findings, the researchers recommend programmatic initiatives 
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for doctoral programs that would contribute to facilitating doctoral students’ persistence toward 

completing their program requirements in a more timely fashion. 

     First, faculty and administrators should consider integrating more social and intellectual 

activities within their programs. To illustrate, social activities might include initiating a student 

organization that would hold extracurricular events for their students. In addition, programs 

might consider offering research groups and seminars for students to discuss their related 

research interests and offer opportunities to collaborate on scholarly research activities. Further, 

scholarly luncheons could assist in promoting and establishing a community of learners. 

     Second, it is essential that faculty advisors understand their roles, responsibilities, and 

influence they have in their advising and mentoring relationships. Thus, faculty might consider 

allocating time to discuss, as well as frequently monitoring their performance. Moreover, faculty 

and admission committees may want to carefully consider the fit, in terms of research interests, 

between faculty advisors and prospective doctoral students. This may assist in reducing the 

likelihood of doctoral students having incongruent interests with their advisors. 

     Third, doctoral programs could implement more structure in the dissertation phase. As a 

result, doctoral candidates may need to develop dissertation timelines. In addition, Graduate 

Schools might consider lessening the mandatory time to complete a dissertation. Consequently, 

this may increase doctoral candidates’ motivation for completing their requirements in a more 

judicious manner. However, it is important to ensure doctoral students have sufficient time to 

craft quality dissertations. In addition, Graduate Schools would also need to take into account the 

unintentional burden this might provide for some doctoral candidates that are married with 

children and working full-time while attending school. More structure may be needed in 

preparing and facilitating completion of the dissertation. To illustrate, doctoral programs may 
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create graduated annual research tasks developing students’ research self-efficacy (Bieschke, 

Bishop, & Garcia, 1996; Bishop & Bieschke, 1998) beginning at the start of doctoral students’ 

studies. In addition, doctoral students might complete independent research projects prior to 

starting a dissertation. 

     In closing, we argue that doctoral candidates should not experience academic cultures where 

there is a lack of community and inert relationships with academic advisors; as such factors can 

stifle a candidate's academic progress. To support doctoral candidates, faculty and in particular 

academic advisors should promote: (a) helpful relationships (e.g., advisor meets regularly with 

advisees to share perspectives and voice concerns); (b) effective communication and regular 

interactions (e.g., scheduling of social events where doctoral candidates and faculty participate in 

culturally relevant activities together); (c) working relationships between advisor-protégé dyads 

as they collaborate on research projects, write papers, and present at conferences; and (d) a 

greater sense of belonging for all (e.g., make time available in seminars for open dialogue where 

doctoral candidates share their feelings, views, and experiences) to contribute meaningfully to a 

greater sense of community within graduate programs (Sato & Hodge, in-press). 
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Abstract 
 
Complexity Theory has been pervasively applied in numerous research and practice to 
adapt multiple environmental changes and multidisciplinary collaboration in both 
natural and social sciences. Evolving from chaos theory, complexity theory not only 
keeps the unpredictability and nonlinearity but also develops mutual-adaptation, 
co-evolution, dynamic interaction and self-organization. The purpose of the study was 
to employ complexity theory as a theoretical framework and to develop a long-term 
care model in non-working time at interdependent home for adults with autism 
spectrum disorder. This study aimed to assist medical teams, patients, families to 
co-plan appropriate long-term care model at interdependent home, especially focusing 
on non-working time to expand multiple learning approaches, to enrich leisure 
lifestyle, and to promote the quality of life. Additionally, the study also developed the 
model from a non-working approach which will be able to assist medical teams to 
avoid burn-out, to learn leisure and relaxation, to release stress and to enhance 
continuing learning for medical teams. The study extended and cooperated with the 
first five-year “Shining Star Sustainable Action Project” of the ROC Foundation for 
Autistic Children and Adults in Taiwan (FACT) and recruited members and staff in 
FACT and the medical team in Hualian Yuli Veteran Hospital as the research team. 
Both quantitative data and qualitative approaches were used to triangulate and 
develop the model. This study had developed a viable long-term care model in 
non-working time at interdependent home for adults with autism spectrum disorder to 
adapt the impact of aging society, to improve quality of medical services and to 
enhance the quality of life for medical teams, patients and their families. 
 
KEYWORDS: complexity, autism, aging, interdependent home, leisure, long term 
care 
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The use of collaborative web-based documents to create scientific research 
communities in science classrooms. 
 
Michael Rivas and Norman Herr 
California State University, Northridge 
 
Abstract 
New collaborative web-based document technology (e.g. Google documents, 
spreadsheets, forms, and presentations) provides students and teachers the opportunity to 
readily collect and analyze large sets of data from multiple lab groups and class sections.  
Such resources may be used to create an environment that more closely resembles the 
collaborative environment of a professional scientific community in which researchers 
develop hypothesis and explanations in light of their own findings and those of their 
colleagues. 
 
Introduction 
In 1983 the National Commission on Excellence in Education assessed the quality of 
teaching and learning in American schools and concluded,  "the educational foundations 
of our society are presently being eroded by a rising tide of mediocrity that threatens our 
very future as a Nation and a people". The Commission noted that our once unchallenged 
preeminence in science and technology was being overtaken by competitors throughout 
the world (National Commission on Excellence in Educaiton, 1983), and recent economic 
developments seem to validate the Commission’s concerns.  In the quarter of century 
since the landmark “Nation at Risk” study was published, many have sought to assess 
and improve the status of science education in American schools, and many districts and 
states have increased curricular requirements in science and technology to address the 
Commission’s concerns.  In addition, many have sought to reform science education, 
giving greater emphasis to inquiry, data analysis and other aspects of investigative 
learning.   
 
In an effort to establish national guidelines for reform in science education, the National 
Research Council authored the National Science Education Standards (National Research 
Council, 1996), giving great emphasis to the science laboratory experience and defining 
inquiry as "the diverse ways in which scientists study the natural world and propose 
explanations based on the evidence derived from their work…” and “…the activities 
through which students develop knowledge and understanding of scientific ideas, as well 
as an understanding of how scientists study the natural world." (NRC, 1996). The 
National Science Teachers Association “strongly believes that developmentally 
appropriate laboratory investigations are essential for students of all ages and ability 
levels.” (NSTA, 1996) and recommends that inquiry-based laboratory investigations 
should be “woven into every lesson and concept strand” and that laboratory activities 
should “focus on the processes of science as a way to convey content” (NSTA, 2004).   
 
In the first consensus study of the National Research Council’s Board on Science 
Education (2006), it was concluded that American high school science educators agree 
that that the purpose of laboratory experiences is to enhance mastery of the subject 
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matter, develop scientific reasoning, understand the complexity and ambiguity of 
empirical work, develop practical skills, understand the nature of science, cultivate an 
interest in science, and develop teamwork abilities.  Although the authors found strong 
consensus in the goals, they concluded “the quality of current laboratory experiences is 
poor for most students.”  They noted that teachers and laboratory manuals often 
emphasize procedures to be followed, but fail to emphasize learning goals related to the 
subject matter. In addition, they also found that few students experience laboratory 
activities that incorporate ongoing reflection and discussion with their peers and teachers.  
(p133).  In summary, laboratory activities are often mere tests of “cookbook” procedures 
that are performed and evaluated in isolation from the work of other lab groups. 
 
Although much has been written on the need for quality laboratory experiences, relatively 
few specifics have been offered to aid teachers in transforming the traditional laboratory 
classroom into a research community.  We propose the use of collaborative web-based 
documents (e.g. Google documents, spreadsheets, forms, and presentations) as a way of 
encouraging the development of a research community and addressing the consensus 
goals specified in America’s Lab Report (NRC, 2006).  In, particular, such collaborative 
resources require teamwork and can be used to develop an understanding of the nature of 
science as students work together to analyze their data in light of the findings of other lab 
groups and classes. The use of collaborative web-based documents to collect and analyze 
data, and to document and present findings, imitates the collaborative environment of a 
professional scientific community in which researchers develop hypothesis and 
explanations in light of their own findings and those of their colleagues. 
 
Description of Interactive web-based documents 
Various science teachers have advocated the use of spreadsheets and word processors in 
the writing of science lab reports to make comparisons, create graphs, sort data, draw 
conclusions and interpret data. (Guglielmino, 1989, Kaeman, 2005, Scribner-MacLean 
et.al. 1989), and many teachers require their students to submit lab reports as word-
processed documents with embedded tables and charts generated by spreadsheet 
programs such as Microsoft Excel.   Some teachers require that each student submit an 
individual lab report, while others require lab groups to collaborate and submit one report 
that represents the contributions of all on the team.  In such collaborative situations, 
students exchange data and versions of the lab report by exchanging files on flash drives 
or by email.  If there are three people on a lab team, there can be three copies of each 
section of the lab report (diagram 1).  Each time a student edits one of these copies, a new 
version is introduced.  The simplest way to avoid confusion is for a lab team to designate 
one student to compile everyone’s work, but this works against the goal of developing 
teamwork through a cooperative, collaborative learning situation (Slavin, 1980).  
Fortunately, the introduction of interactive web-based document processing has created a 
new environment where all students in a lab group can work together simultaneously on a 
report.   
 
In 2006 the information management giant Google acquired Upstartle, the software 
company which introduced the first web-based word processor, as well as the rights to 
the first web-based spreadsheet from 2Web Technologies (Google Press Center,  2006).  
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In 2007 Google introduced the first web-based presentation program (Bodis, 2007), and 
introduced all three as a free development suite known as Google Docs.  Any individual 
who opens a free Google account has an automatic link to Google Docs.  Users can 
develop documents, spreadsheets and presentations online using any modern browser, or 
can import them from OpenDocument files (.odt, .ods), common text file formats (.html, 
.txt, .csv, .rtf, .pdf), or proprietary formats such as Microsoft’s .doc, .xls, and .ppt. Google 
docs are automatically saved to Google servers, but can also be downloaded in all of the 
same formats from which they can be uploaded.  As with related Wiki technologies, a 
revision history is associated with each document so users can review, revise and/or 
reverse editorial changes.  
 
Web-based documents like Google Docs (docs.google.com) offer teachers and students 
an environment in which they can work on the same file as they co-author lab reports and 
other projects.  As students collaborate, each can see which revisions have been made by 
their colleagues, and can reverse or restore changes by selecting options in the revision 
history. Rather than working on original files and sending copies to peers as in the 
traditional model, students work directly on the original (figure xx) so there is no 
confusion about the current status of the document.   Such web-based development 
resources preclude the need for expensive software, since all one needs is a free 
downloadable browser such as Explorer, Firefox, or Safari.  
 
Collecting and analyzing entire class data with web-based documents 
Web-based documents provide the opportunity for science teachers to design lessons that 
meet many of the commonly held goals of science educators.  Teachers agree that the 
science laboratory experience should help develop scientific reasoning and an 
understanding of the complexity and ambiguity of empirical work (NRC, 2006). In 
traditional school laboratory experiments, students work individually or in lab teams, and 
write lab reports based solely upon their own data.  Although such reports may be 
valuable educational activities, they do not give students an understanding of the 
collaborative nature of scientific research.  Scientists recognize the complexity of the 
natural world and realize that experiments must be performed many times and by many 
researchers, before assigning confidence to observations or hypotheses.  Scientists 
examine large data sets using descriptive and inferential statistics to document 
relationships and propose explanations, and recognize the inherent tentativeness and 
ambiguity of empirical work.  Researchers view their findings in light of those presented 
by their colleagues, and reserve judgment until a preponderance of studies confirm their 
findings.  
 
Fortunately, web-based documents provide an opportunity for students to understand the 
complex and collaborative nature of empirical research as they collect and analyze data 
from multiple lab groups, classes, or schools.  Data collection can be simplified by survey 
tools, such as Google Forms, that link directly to online spreadsheets. Teachers or 
students can develop forms in an online work center and then invite students to input 
their findings.  Spreadsheets are created from the data, with records (rows) representing 
the lab groups, and fields (columns) representing answers to specific questions.  Links to 
survey forms and their associated spreadsheets can be provided copying document 
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addresses to email messages, blogs, newsgroups or websites.  Students reply to the online 
forms, and together build a single spreadsheet file that is shared by all.  Within a few 
moments, an entire class can input their data, generating a table with as many records as 
there are laboratory groups, and as many fields as there are questions on the form.  This 
data set can be analyzed with built-in online tools and “gadgets”, or downloaded to each 
group for analysis with a traditional tool such as Microsoft Excel.  
 
As students analyze their own data in the context of a larger data set, they are better 
positioned to understand the collaborative nature of the scientific endeavor, and the need 
for independent verification and repeatability of findings.  Numeric data can be graphed 
and charted directly in the web-based spreadsheet (figure 3), or downloaded by each lab 
group for individualized analysis.  Students can then upload class data sets into their 
private accounts where only their partners have editing privileges.  Thus, each lab group 
can perform a collaborative analysis of the entire class data independently from the other 
groups.  The resulting charts and tables can be linked to the lab report that is developed in 
the document editor, and the entire project shared with the class by posting a link on a 
class blog or newsgroup.  Lab groups can thereby share their findings with other groups 
and compare their analyses and conclusions with those of their peers.   
 
Many classroom experiments call for the measurement or calculation of specific values, 
such as the density of water, the molar volume of a gas, the wavelength of a particular 
note, or the parentage of cells in mitosis.  Students may notice that their values differ 
from those of other lab teams and thereby gain an understanding of the value of 
descriptive statistical measures, such as mean and standard deviation, when analyzing 
experimental data.  As students graph class data using web-based spreadsheet tools, they 
may note bell-shaped distributions and gain a more intuitive understanding of the normal 
curve and basic descriptive statistics. Bimodal distributions may indicate the use of two 
different techniques while random distributions may indicate flaws in experimental 
design or implementation. Analyzing class data sets, students learn the complexity of the 
natural world and see the need for standardizing procedures and controlling for 
confounding variables.  
  
Web-based documents can be employed to teach aspects of the nature of science while 
developing the ability to work in large teams.  Scientists most often work in research labs 
that are part of larger networks and associations.  Scientists share their findings with their 
peers through journals and conferences. In the traditional college or school science 
classroom, students merely submit their papers for review, but web-based documents 
provide students the opportunity to work cooperatively with their peers in the collection 
of class data, and the opportunity to share their findings by making public their finished 
web-based lab reports.  
 
Teachers agree that a major function of the science laboratory experience is to help 
students develop teamwork abilities, but note that teamwork skills are rarely taught in 
schools and universities (2006, NRC).  Dickinson and McIntyre developed a 7-factor 
model to define and teach effective teamwork.  In their model, leadership and orientation 
(acceptance of team members, norms, and goals) are considered input components in 
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team building.  Monitoring, feedback, and back-up (assisting the performance of other 
members) are considered intermediate processes for ensuring effective teamwork 
behavior, while coordination is considered the output component because it defines the 
performance of the team. Communication is considered a transversal component because 
it links all of the other components (Dickinson et. al., 1997).  For many years, Computer-
supported collaborative learning studies have investigated the use of computer networks 
systems to build collaborative teamwork environments, with most of the work focusing 
on distance learning efforts using tools such as email, video conferences and chat (Ellis et 
al. 1991, Silverman, 1995).  More recently, researchers have found that wireless 
interconnected hand-held computing devices can be used to create environments that 
support face-to-face collaboration and the development of teamwork in traditional 
classrooms as defined by Dickinson (Cortez et. al., 2009), but little has been said of the 
use of “Web 2.0” applications in the process of teambuilding.  
 
 “Web 2.0” applications that are  dynamic web-based resources designed to facilitate 
communication, interoperability, and collaboration on the World Wide Web.  Interactive 
web-based document processors are Web 2.0 applications that provide an environment 
for collaboration, and educators can employ them to build teamwork skills that reflect the 
nature of science research labs. The next section provides ideas for the use of 
collaborative web-based documents to create scientific research communities.  
 
Example research activity using collaborative web-based resources 
 
Science educators encourage the use of inquiry-based laboratory activities as a way of 
engaging students in scientific research (Herr, 2008).  Such activities often require the 
acquisition of much data, and are greatly enhanced when different lab groups pool their 
data for analysis.  Inquiry activities, because of their emphasis on experimentation, data 
analysis, pattern recognition, and explanation, can be greatly enhanced through the use of 
collaborative web-based resources.  In the following classic inquiry-based activity to 
answer the question, “What causes some things to sink and others to float?” , students 
collect data using web-based forms, analyze and plot class data with web-based 
spreadsheets, dialog online with their peers using document-linked web-based chat, and 
compose lab reports using web-based documents, edit and examine revisions using the 
revision history, and share with their classmates by granting viewing privileges.  
Examples of this and other activities are available online at 
www.csun.edu/science/courses/docs. 
 
Rather than following a prescribed “cookbook” set of instructions, inquiry activities 
guide students to develop and answer their own questions.  A common question that may 
be asked in a unit on force and motion might be, “What causes certain things to float, and 
others to sink?”  Traditionally, instructors introduce the concepts of density, buoyancy, 
and Archimedes Principle, and then proceed to answer the overarching question in light 
of these concepts.  An inquiry activity designed to answer the same question might 
involve the collection and analysis of information regarding things that float and sink 
with the hope that students will find correlations between the properties of the objects and 
their buoyancy in water.  
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To answer this question, students measure the mass and volume of various blocks (oak, 
pine, poplar, PVC, acrylic, iron, copper, etc.) and then place them into a water-filled 
container to see if they sink or float.  They then bind combinations of these blocks with 
rubber bands and repeat the procedure (figure xx), plotting plot sinkers and floaters as 
two series of data on a graph of mass (grams) vs. volume (number of blocks).   
 
Although students may see correlations by looking just at their own data, they will 
become much clearer if they are able to collect and anlalyze data from all lab groups in 
the class.  The teacher can create a web-based survey form such as Figure xx which links 
to a web-based spreadsheet such as Figure xx.  As students enter data in the form, their 
data is recorded in the spreadsheet.  Within a few minutes, all of the class data is 
collected and differences in the two series can be clearly seen. The students draw a border 
between the sinkers and floaters, and then measure the mass to volume ratio for three 
volumes of water and note that they all fall on this dividing line.  Through the inquiry 
process they discover and define the concept of density and determine that for cubes, 
objects with a mass to volume ratio greater than that of water sink, while those with a 
ratio less than that of water float.  By analyzing the entire class data they are able to get 
many more data points, see a much sharper boundary between floaters and sinkers, and 
draw more compelling conclusions that they can then compare with those of other lab 
groups.  They then write their lab report as a web-based word processing document. Each 
student on the team has responsibilities for a certain section (e.g., research question, 
methods and materials, data analysis, conclusions, etc.), and together they compose and 
edit a single document.  If the lab report is assigned for homework, and they agree upon a 
time to collaborate, they will be able to engage in online chat (figure xx) while they make 
additions and revisions.  If through their online discussions they agree that changes need 
to be reversed, they can reset the document by undoing components of the revision 
history.   
 
 
 
 
quiry-based activities focus on students’ questions.   
 
Its core premises include the requirement that learning should be based around student's 
questions. 
 
 
 
Place a can of diet soda and a can of regular soda in a container of water and note that the 
diet soda floats while the regular soda sinks.  Why?  Try to answer this question in the 
following inquiry investigation. Obtain a set of “density blocks” from a scientific supply 
company [sciencesourcebook.com, carolina.com or search density blocks].  All of the 
blocks are the same size and thus have the same volume, but some sink and some float in 
water.  Determine the volume of the blocks by cubing the length of a side.  Express the 
volume in cubic centimeters.  Many supply companies provide blocks with a volume of 
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one cubic inch (1 cubic inch = 16.4 cubic centimeters).  Test all blocks in a container of 
water and record those that float and those that sink. What makes some blocks float, and 
others sink? What will happen if you combine blocks?  Connect blocks with rubber bands 
and record whether they sink or float (figure 22.2).  Record the mass of each 
combination, the number of blocks, and note whether it sinks or floats.  Plot the mass of 
each combination on the y-axis, and the volume on the x-axis.  Indicate “floaters” with an 
open circle, and “sinkers” with a closed circle.  Try to get combinations that neither float 
nor sink, but stay suspended in the middle of the water column. Examine the evidence 
you have collected and answer the question, “what determines if an object will sink or 
float?” 
 
 
 
Density and Bouyancy acitivity (diagram 1) 
(give 5 examples) 
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Abstract 
 

The experiences of discontinuity have perpetuated an academic achievement gap in 
Ontario (Canada) schools between Aboriginal and mainstream students.  The gap to a 
large extent is more representative of a disconnect in educational participation and 
achievement between these student cohorts as the epistemic divide between 
understandings of knowledge and learning sustains the dubious distinctions between very 
different worldviews.  In response, the Ontario Ministry of Education’s public policy, 
The Ontario First Nation, Métis, and Inuit Education Policy Framework (2007), 
underscores Aboriginal students’ distinct learning preferences and provides mainstream 
educators with pedagogical and assessment strategies that are respective of Aboriginal 
students’ holistic and integrated approaches to learning.  This paper presents the outcome 
of a comprehensive case-study research project on one publicly-funded school in Ontario 
that examined the effectiveness of an Aboriginal program’s interventions in light of the 
Ontario Ministry of Education’s Policy Framework.  More specifically, this analysis 
suggests that the success of the Aboriginal program in the case-subject school is a result 
of its adaptability to serve as a hybrid of community and culturally responsive schooling 
models, as they are described in the research literature.  Further, the paper discusses how 
the program’s adaptability reconfigures the contours of the margins for Aboriginal 
students by representing their cultural, social, and epistemic expressions of relevance 
within the existing school culture. 
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Introduction 
 

According to Aboriginal worldviews, knowledge is considered a fluid and 

dynamic process that is rooted in traditional teachings (Villegas, Rak Neugebauer & 

Venegas, 2008).  Although there are a number of diverse cultures and historical traditions 

associated to First Nations’ peoples across Canada, learning is perceived as a holistic and 

purposeful endeavor (Redefining Success, 2007).  However, Corson (2001), Bennett 

(2007), and Cummins (2000), to name a few, are critical of the current competency-based 

educational practices in Canada for not representing Aboriginal paradigms of knowledge 

and learning, and aim instead to provide all students with basic western knowledge.  

Education, in Canada, is the responsibility of each provincial Ministry (with the 

exception of federally-operated First Nation schools) whereby accountability to 

constituents is in large part determined by the results of standardized tests that are 

themselves based on standardized curricula.  In Ontario, large-scale standardized tests are 

administered to students attending publicly-funded schools in grades 3, 6, and 9.  These 

tests, along with classroom-based assessment practices, are reflective of what Ladson-

Billings (20060 refers to as culturally relevant academic knowledge that incorporates 

content and standardized curricula to reflect the epistemic preferences and understandings 

of predominantly mainstream students.  As a result, many Aboriginal students are subject 

to culturally and epistemically-biased practices in mainstream Ontario classrooms and in 

turn, demand the reconstructing of educational practices in more sustainable terms 

(Cherubini & Hodson, 2008; Piquemal, 2005).   

 The experiences of discontinuity have perpetuated an academic achievement gap 

in Ontario schools between Aboriginal and mainstream students (Ontario Policy 
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Framework, 2007).  The gap to a large extent is more representative of a disconnect in 

educational participation and achievement’ between these student cohorts (Paquette, 

2007) as the epistemic divide between understandings of knowledge and learning sustains 

the dubious distinctions between very different worldviews.  In response, the Ontario 

Ministry of Education (OME) public policy, The Ontario First Nation, Métis, and Inuit 

Education Policy Framework (2007), underscores Aboriginal students’ distinct learning 

preferences and provides mainstream educators with pedagogical and assessment 

strategies that are respective of Aboriginal students’ holistic and integrated approaches to 

learning.  The Policy Framework (the Framework) also delineates the critical role of 

establishing inclusive school cultures that lend themselves to Aboriginal students’ 

meaningful engagement in public schools.  Among the objectives of the Framework is to 

illuminate for public school teachers and administrators the importance of aligning 

Aboriginal students’ epistemic worldviews with their social and cultural traditions 

(Cherubini, 2009).  In effect, the Framework obligates public schools to create “a space 

for Aboriginal initiatives…so that Indigenous ways of knowing can flourish and 

intercultural sharing can be practiced in a spirit of coexistence and mutual respect” 

(Castellano, 2000, p. 23). 

 This notion of space, both in its conceptual and physical translation, surfaces in 

the literature as community schools and culturally responsive schooling.  Community 

schools are intended to support marginalized students that have historically not benefited 

from self-contained schooling models (Phillips, 2008).  According to Dryfoos (2008), 

traditional educational practices do not adequately address the longstanding achievement 

gaps; therefore, community resources need to be enlisted to account for the effects of 
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poverty and marginalization on students.  Culturally responsive schooling, like 

community schools, honors the concept of space for marginalized students.  It, too, is a 

strategy to increase marginalized students’ academic achievement as it considers 

students’ linguistic and cultural traditions as priorities towards the sustainability of 

healthy student development (Alaska Native Knowledge Network, 1998). 

Purpose of the Study 

 This paper is an outcome of a comprehensive case-study research project on one 

publicly-funded school in Ontario that examined the effectiveness of an Aboriginal 

program’s interventions in light of the OME’s policy Framework.  More specifically, this 

analysis suggests that the success of the Aboriginal program in the case-subject school is 

a result of its adaptability to serve as a hybrid of community and culturally responsive 

schooling models, as they are described in the research literature.  Further, the paper 

discusses how the program’s adaptability reconfigures the contours of the margins for 

Aboriginal students by representing their cultural, social, and epistemic expressions of 

relevance within the existing school culture. 

Literature Review 

 Mainstream schooling practices have been ineffective for engaging Aboriginal 

students resulting in a widespread achievement gap.  Such models of schooling stem from 

colonial paradigms and continue to marginalize Aboriginal students in publicly-funded 

schools (Johnson & Asera, 1999; Tatum, 1997).  Contemporary school reform initiatives 

in Ontario and abroad complement a standardized agenda that undermines Aboriginal 

students’ epistemic traditions and learning preferences (Aguilera, 2003).  The teaching 

and learning practices espoused by mainstream public schools, as well as standardized 
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measures of achievement, have proven to be consistently ineffective for Aboriginal 

students (Demmert, 2001; Strong, von Glatz, & Cahape Hammer, 2002).  The research on 

community schools and culturally responsive schooling suggest alternative models of 

educative practices to re-engage marginalized populations, such as Aboriginal students, 

into public school culture. 

Community Schools 

 Phillips’ (2008) research on community school case studies has been pivotal to 

this review.  Community schools solicit the support of community resources to benefit 

the educational experiences of marginalized students, and strengthen the connection 

between parents and school with the objective of aligning family and cultural roots with 

student motivation and the aims of the school (Cahill, 1996).  Programs associated to the 

above objectives include community support agencies, arts and cultural classes, and the 

hiring of outreach workers.  In British Columbia, Canada, for example, community 

schools were established in various districts and provided invitational school 

environments and shared space that espoused a sense of belonging for marginalized 

students (Talbot, 2004).  Community agencies lend their support to marginalized 

families, provide leadership opportunities for youth, and literacy programs in students’ 

respective languages (Woodward, 2007).  In Manitoba, community schools offer 

programs to address specific social issues to heighten student engagement in schools, 

particularly for those populations that continue to suffer from residential school 

experiences that have negatively impacted their parenting skills (Phillips, 2008).  In these 

provinces and in others, community schools have relationships with the various services 

to offer greater support for students and their families living in poverty, provide 
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collaborative approaches to sustaining students’ development, decrease the rate of 

secondary school drop-outs, and use school buildings as community resources after 

school hours.  As Talbot (2004) states, 

Using public schools as hubs, community schools can knit together inventive, 

enduring relationships among educators, families, volunteers, and community 

partners.  Health and social service agencies, family support groups. Youth 

development organizations, institutions of higher education, community 

organizations, businesses, and civic and faith-based groups all play a part.  By 

sharing expertise and resources, schools and communities act in concert to 

transform traditional schools into permanent partnerships for excellence. (p. 6) 

 Although the characteristics of community schools vary from site to site, Dryfoos 

and Knauer (2002) describe them in the following terms: (1) operate in public school 

buildings and provide access to students, their families, and their respective communities 

for extended hours and throughout the calendar year (2) are managed and financially 

supported by the school and at least one community agency (3) are inclusive of families, 

students, school administrators, teachers, and community members in terms of offering 

culturally-appropriate programming for the sake of improving Aboriginal student 

achievement and furthering their formative development (4) foster community awareness 

by encouraging student involvement in the community (5) offer curricular and extra-

curricular opportunities to augment students’ educational experiences (6) provide family 

support centers (7) provide access to medical services including mental health (8) employ 

a full-time community service coordinator to work in direct consultation with the school 

principal, and (9) provide interventions to further educational outcomes, adolescent 
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development, family support, and community awareness.  Woven throughout all of these 

characteristics is the importance of the school principal to provide sustaining 

relationships between the students, school, its staff, and the greater community 

(McDougal et al., 2006).  The principal’s leadership capacities are integral to the success 

of the various interventions (Whelan, 2007).  The leadership capacities of the community 

service coordinator are also underscored in the literature, as both positions contribute to 

establishing a common goal to direct the mandate of each community school (Blank & 

Berg, 2006).  Often in tandem, the principal and the community service coordinator 

conceptualize funding development strategies to finance the respective interventions 

(Blank & Shah, 2004).   

Culturally Responsive Schooling 

 Culture, in the context of this paper, is understood as a community wherein 

people participate in specific practices in certain ways (Nelson-Barber & Trumbull, 

2007).  A culturally inclusive school can make a significant contribution towards 

sustaining Aboriginal students’ socio-cultural and socio-linguistic traditions that can 

further their academic engagement in public school (Ball, 2004; Johansen, 2004).  School 

cultures that are inclusive of Aboriginal students’ epistemic worldviews counter the 

experiences of discontinuity traditionally felt between colonial and Aboriginal paradigms 

of knowledge and learning (Jones, 2004; Montgomery et al., 2000).  Culturally 

responsive schooling (CRS), by extension, is considered to be a viable strategy to 

improve Aboriginal students’ academic success because it favors pedagogy that is 

aligned to Aboriginal students’ epistemologies, culturally sensitive curriculum resources, 

heightened teacher awareness of Aboriginal students’ learning preferences, and positive 
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relationships between Aboriginal and mainstream school communities (Castagno & 

Brayboy, 2008).   

 Culturally responsive schooling practices include complex interactions between 

epistemic theory, culturally-based practices, historical traditions, and educator 

dispositions.  It is beyond the scope of this paper to offer a complete description of CRS 

practices; however, various fundamental characteristics can be discussed.  Included 

among these are: Consideration for Aboriginal learning styles and attention to cultural 

practices (see Castagno & Brayboy, 2008). 

 Aboriginal students, according to some scholars, demonstrate different learning 

styles than the mainstream student cohort (Goin, 1999; Ross, 1989).  Mainstream schools, 

however, generally do not address these learning preferences and thus position 

Aboriginal students at a disadvantage (Gilliland, 1995).  This is not to suggest that 

Aboriginal students’ learning styles and epistemic preferences can be reduced to single 

and sweeping generalities, as Lomawaima and McCarty (2006) caution against, but it is 

to recognize that student achievement is enhanced when educators tailor curriculum and 

pedagogy to better suit individual students’ needs (Klump & McNeir, 2005).  Culturally 

responsive schooling practices respect the intergenerational teaching inherent in 

Aboriginal epistemologies (Battiste, 2002) that are rooted in a sense of community, inter-

relatedness (Burkhardt, 2004) and responsibility (Medicine & Jacobs, 2001), amongst 

other things.  According to Castagno and Brayboy (2008), some scholars,  

Further explain that knowledge in mainstream educational settings is generally the 

memorization of facts and a narrow set of specialized concepts and rules.  This is 
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manifested in the divisions schools draw between subject areas and the strict 

organization of our curriculum. (p. 952) 

Culturally responsive schools understand and program for the preferences of Aboriginal 

students’ learning styles. 

 Similarly, CRSs draw attention to Aboriginal cultural practices.  Powers, Potthoff, 

Bearinger and Resnick (2003) as well as Tharp and Yamauchi (2000) distinguish the 

cultural differences between Aboriginal and mainstream students in terms of the manner 

of expressing respect, gestures to signal attentiveness, and various socio-linguistic 

interactions.  Cleary and Peacock (1998) also distinguish Aboriginal students’ tendency 

to learn by example from members of the community in what are often described as 

collaborative and mutually-respectful relationships.  Such cultural practices, when not 

understood or recognized by mainstream educators and schooling practices, can have 

detrimental effects upon Aboriginal students’ engagement in school.   

One of the reasons it is important for educators of Indigenous students to have an 

awareness of cultural norms and practices in the communities where they teach is 

that CRS requires that educators use culture to teach effectively. (Castagno & 

Brayboy, 2008, p. 956.) 

The literature warns, however, that attention to cultural practices must stem from a sound 

understanding of the systemic racism that historically alienated Aboriginal learners in 

formal educational institutions (Sparks, 2000).  By attending to Aboriginal students’ 

cultural practices in mainstream classrooms and schools, educators can draw upon local 

knowledge to motivate Aboriginal student interest (Demmert, 2001).  A means of 

including local knowledge to substantiate the standard curriculum is by inviting 
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community members to serve as resources in the classroom, including Elders and other 

community leaders (Deloria & Wildcat, 2001).  Aboriginal parents can in some respect 

provide the necessary elements of cultural inclusion to lend greater degrees of 

significance to Aboriginal student learning.  For Aboriginal students, the presence of 

Elders affirms cultural representation (Fayden, 2005) and embodies traditional and 

culturally-appropriate teaching and learning strategies through storytelling (Cajete, 1994).  

The meaningful representation of Aboriginal student learning styles and cultural practices 

in mainstream schools and classrooms has the potential to lower the drop-out rate of 

Aboriginal students (Eberhard, 1989) and further their interpersonal and formative 

development (Smith, Leake, & Komekona, 1998). 

Contextual Background 

 There has been a 30% increase in the Aboriginal population in Ontario between 

2001 and 2006.  This has resulted in an influx of Aboriginal students to urban publicly-

funded schools.  Yet, according to the OME, Aboriginal students are twice as likely as 

the mainstream population of students to drop-out of school.  In fact, in excess of 12% of 

Aboriginal peoples across Canada abandon education after elementary school and nearly 

50% of this population (between 18 and 24 years of age) does not have a secondary 

school diploma (Robertson, 2003). 

 This discussion stems from a case study of Soaring Heights Secondary School 

(SHSS)1 located in southern Ontario that examined the effectiveness of an Aboriginal 

program offered at the school in light of the OME’s policy Framework.  SHSS is situated 

in a large urban district.  The urban centre is in close proximity to very large First 

                                                 
1 Soaring Heights is used as a pseudonym for the case-subject school.  Identifying characteristics (names of 
participants and their ages) have been removed from the data.   
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Nations’ Reserves.  The student body represents a multicultural demographic and consists 

of over 1100 students. 

 The school offers an Aboriginal program that began in 2003 as a response to the 

high rates of at-risk Aboriginal youth who were dropping out of school.  These youth, 

many of whom live below the poverty line, were disengaged from formal schooling.  The 

program, 

Endeavors to provide a support system based on Aboriginal culture and academia 

that allows Aboriginal students to flourish within [a] secondary school 

environment.  The [program] cultivates the relationship between the culture of 

First Nations people and mainstream education.  Both forms of education are 

integral to the progress of Aboriginal youth and are viewed as necessary assets in 

building healthy individuals, committees and nations. (Identifying Reference) 

The case-study research employed various data sources to quantify the success of SHSS 

in light of its intended mandate.  School records indicated that from its inception in 

September 2003 to the current 2008-2009 academic year, enrolment in the program grew 

from 6 to 95 students.  The increase was unanticipated by the program providers 

themselves.  Student attendance records also attested to the program’s proficiency to keep 

Aboriginal youth engaged in their classes, since twice as many Aboriginal students were 

regularly attending classes.  Furthermore, the credit accumulation average of the 

Aboriginal student cohort in the current year increased by 22.5%.  Consider as well that 

in the 19 reporting periods between September 2003 and October 2008 only 4 students 

dropped out of school.  The above statistics testify to the success of the Aboriginal 
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program that has resulted in not only quantifiable success measures but in recognition 

and acceptance by the greater Aboriginal community. 

Findings 

 This analysis suggests that the success of SHSS is a result of its adaptability to 

serve as a hybrid of community and culturally responsive schools.  Although the 

Aboriginal program at SHSS does not directly mirror either schooling concepts, it has 

adapted its human and social capital to include some of the key characteristics of both 

community and culturally responsive schooling practices and in so doing has in fact pre-

dated the emergence of the OME’s policy Framework objectives. 

 To begin, SHSS has adapted some of the core characteristics of community 

schools to better serve Aboriginal student needs.  The program has solicited community 

resources from the local Friendship and Aboriginal Health Centers.  Although neither of 

these institutions occupy office space in the school, they are readily referred to by the 

Aboriginal youth counselors and school administrators and serve as outreach support for 

students in need.  Against this backdrop Aboriginal students are guided to the 

professional services rooted in their community.  These resources in the Aboriginal 

community are functionally linked to the school services that deal with the technical core 

of education.  The alignment between school personnel and Aboriginal community 

resources also serves to embed a deeper connection between Aboriginal parents and the 

school itself.  Parents perceive the school as recognizing and relying upon culturally-

appropriate support services for their children – a practice that has not been historically 

granted.  In many ways the inclusion of culturally-sensitive community resources into the 

protocols and practices of formal schooling recognizes the adverse consequences of 
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residential schooling by approaching Aboriginal student and family welfare in a 

depoliticized and invitational manner. 

 Further, the literature on community schools stresses that arts and cultural classes, 

literacy programs, and leadership opportunities should be provided for youth.  SHSS 

invites traditional teachers from the respective Aboriginal communities to teach crafts 

during after school and weekend hours.  The school offers Native language courses for 

students who want to learn about their socio-linguistic traditions, and encourages 

Aboriginal youth to learn traditional dancing so that they can fully participate in the Pow 

Wows offered at the school and elsewhere.  These curricular and extra-curricular 

activities are intended to, as the research suggests, substantiate students’ involvement in 

their community and to foster their engagement in schooling. 

 The literature’s focus on culturally sensitive programming is represented at SHSS 

by the full-time Aboriginal youth counselors who work in the school and implement the 

respective programs.  The counselors serve as the advocates for Aboriginal students in 

various conversations with not only the school personnel but the outside agencies as well.  

The youth counselors are familiar with the substantial barriers that often exist for 

Aboriginal students attending urban mainstream public educational institutions, including 

the social and epistemic tensions that have contributed to Aboriginal student 

disengagement in school.  The counselors are situated in the Aboriginal program resource 

room – a dedicated classroom for Aboriginal students where they can speak to 

counselors, receive tutoring, work on assignments, enjoy nutritional snacks, and socialize 

with their peers.  The program room symbolizes the presence of the community in this 

public school.  The room stores the traditional drum, showcases Aboriginal art, and 
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affords students a respite from the dominant Eurocentric ideologies of school practices 

and policy. 

 Although SHSS does not employ a community-service coordinator like most 

community schools, it does rely upon the services of a program coordinator to oversee 

the effect of the program in terms of its meaningful impact at the student level.  The 

program coordinator is from the Aboriginal community, and like the youth counselors, is 

acutely aware of the tensions inherent in the prevailing assumptions of public education.  

This position, however, includes responsibilities for other various programs in different 

schools across the region.  This individual is in many ways the conduit between 

community services and the school.  The coordinator oversees the logistical operations of 

the program to ensure that it is compatible with OME policies and school functions.  

Community resources and financing are channeled through the program coordinator in 

order to establish the general parameter of the various program services. 

 Both the program coordinator and the school principal at SHSS exercise strong 

leadership capacities and commitment to the program, as the literature identifies as 

necessary components.  The school administrator manages what is often a fine line 

between OME policy and program implementation.  The principal’s commitment and 

critical disposition to this program generally bears out its sustainability and growth.  In 

keeping with the practice of community schools, the principal and program coordinator 

collaborate to establish purposeful and thoughtful program goals that are accountable to 

OME policy, school board protocol, and all of the respective communities at large. 

 Furthermore, the Aboriginal program at SHSS has also adapted some of the 

practices of culturally responsive schooling to better cater to Aboriginal students’ 
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learning experiences.  The literature on CRS recognizes the significance of honoring the 

socio-cultural and socio-linguistic traditions of Aboriginal students.  SHSS not only 

includes Native language courses as a curriculum option, but it facilitates through the 

Aboriginal program various traditional feasts and celebrations throughout the calendar 

year that is inclusive of community participation.  Various student body assemblies 

include Aboriginal drumming and other cultural activities as a regular feature of the 

gatherings.  Aboriginal parents and the community at large experience what in many 

ways represents a shift in priority as the school regularly enlarges its capability to be 

inclusive of Aboriginal peoples’ traditions.  In turn, Aboriginal students and their families 

experience feelings of influence and notice that the once overwhelming and frightful 

spaces of school are being transformed into shared and invitational places.  This is not to 

suggest that the honoring of Aboriginal traditions in the spirit of culturally responsive 

schooling has erased all the distrust and suspicion of the Aboriginal community that 

resulted from the colonial displacement of their epistemic practices; yet, the Aboriginal 

program at SHSS has illuminated for the community how Aboriginal perspectives and 

traditions can be honored differently.  The claim that this makes on Aboriginal students 

and their families is critical to their engagement in the practices of public schooling. 

 Equally critical, according to the literature, are pedagogical practices in 

mainstream classrooms that are aligned to Aboriginal student epistemologies, culturally-

sensitive curricular resources, and a heightened sense of teacher awareness regarding 

Aboriginal student learning preferences.  Although the Aboriginal program at SHSS does 

not claim to extend its influence into each and every teacher’s pedagogy as the literature 

suggests is reflective of CRS, among the responsibilities of the youth counselors is to 
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advise teachers of culturally-appropriate strategies to better engage Aboriginal learners.  

Teachers are advised of Aboriginal epistemic practices that serve to better motivate 

students.  Similarly, although the Aboriginal program does not directly provide 

culturally-sensitive curricular resources for every course offered at the school, the 

counselors and community support services share particular intellectual traditions so that 

teachers and students can discover meaning in culture.  Through the program, school 

personnel have the opportunity to become informed and be active practitioners.  The 

counselors make it clear to school staff that they are prepared to tend to teachers’ needs 

and assist them to negotiate more critical understandings of Aboriginal worldviews.   

 The influence of the Aboriginal program has, therefore, shed light on a greater 

consideration for Aboriginal learning styles.  As a characteristic of CRS, individual 

Aboriginal student needs are addressed on a case by case basis.  Aboriginal student 

frustration and disengagement in the classroom is openly discussed with the youth 

counselors who reflect on the impediments and construct together with the student a basis 

for response.  The counselor assists in mediating the competing interests of the student 

and the teacher and helps the student to formulate a course of action.  The intent is for 

both the student and teacher to discover how different epistemic learning needs can 

coexist in both worlds.  The regular presence of the Elder in the school is symbolic of this 

peaceful coexistence of different worldviews as students can seek culturally-appropriate 

guidance during the school day.  The Elder is the link between intergenerational 

traditional teachings and western educational practices.  Aboriginal students see their 

learning styles embodied in the Elder and traditional teachers that the program 

incorporates into the school. 

2010 HICE Proceedings - Page 875



 The Elders and traditional teachers also add relevance to Aboriginal cultural 

practices for Aboriginal students, as CRS research suggests, and has been previously 

discussed.  Beyond learning from the living examples of the community members 

themselves in terms of the making of crafts and other traditional practices, the Elders are 

critical to dismantling some of the out-dated myths related to Aboriginal peoples as they 

have been chronicled in western-based and biased textbooks.  In doing so, the presence of 

traditional teachers in the mainstream school environment fosters the same sense of 

Aboriginal students’ interpersonal development that is described in the literature on CRS 

schools.  Aboriginal students readily see how their ancient origins have contemporary 

significance upon the gifts they have been bestowed.  As a fruitful consequence 

Aboriginal students experience a sense of pride in the distinctiveness they represent. 

Discussion 

 SHSS is a hybrid of community and culturally responsive schooling practices 

whose success actually pre-dates the OME’s policy Framework on Aboriginal education.  

In effect, the hybridity of the Aboriginal program at SHSS reconfigures the contours of 

the margins for Aboriginal students by representing cultural, social, and epistemic 

expressions of relevance within the existing school culture. 

 Unique to the Aboriginal program at SHSS is its ability to meaningfully coexist 

within the existing school culture.  Although it espouses epistemic and socio-cultural 

practices that are indicative of different worldviews, the program transforms the margins 

of mainstream public schooling into permeable distinctions wherein Aboriginal cultural, 

social, and epistemic traditions are recognized and celebrated.  Although the program 

does not erase the margins that have historically displaced Aboriginal students in public 
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education, as the literature on community and culturally responsive schooling makes a 

case for, it does reconfigure the contours of the margins to restructure the complex 

relationships between Aboriginal and Eurocentric epistemologies and traditions.  The 

program provides Aboriginal students with the opportunities to make significant 

contributions towards not only their own cultures and traditions, but to school culture as a 

whole.  Based on some of the emergent themes of community and culturally responsive 

school literature, the Aboriginal program attempts to bring the value of visible means of 

difference to entire communities.  

 The margins that have historically divided Aboriginal worldviews from 

mainstream public school cultures have in this context been brought to the fore.  The 

critical dialogue between students, teachers, administrators, counselors, Elders and 

members of the community has contributed to the de-contextualizing of difference across 

the school culture.  Working together, and with the assistance of various community 

supporters, the program maneuvers around the structural constraints of standardized 

curricula and school policy to provide Aboriginal students with culturally-appropriate 

interventions that often determine their engagement in school.  Quite intriguingly, in the 

process of benefiting students, the program pre-dates the OME policy Framework in 

terms of its capacities to recognize the distinct learning needs, preferences, and 

worldviews of Aboriginal students in classrooms across all publicly-funded schools. The 

pedagogical and assessment strategies to which the Framework alludes to were being 

addressed at SHSS four years before the policy was published.  Just as the policy 

identifies the significance of inclusive school cultures to promote Aboriginal student 

engagement in public education, the program at SHSS has created permeable 

2010 HICE Proceedings - Page 877



understandings for the mutual benefit of Aboriginal and mainstream students alike.  Its 

hybrid composition is conducive to sustaining what are often fragile relationships 

between the western notions of standardized education and its imperative to regulate and 

more holistic Aboriginal epistemic traditions.  The program is engineered to meet the 

needs of Aboriginal students first and foremost.  While it co-exists in the larger context of 

public school culture, it harnesses the capacities of individuals to manage resources, 

respect differences, and commit to its success.  This success has certainly bridged, to 

some extent, the notorious achievement gap identified in the policy Framework.  More 

significantly, it has replaced the concept of “gaps” with that of “spaces” – culturally-

relevant, sensitive, and appropriate physical and conceptual spaces in public schools that 

honor Aboriginal peoples’ worldviews and meaningfully engage youth in their education. 

Final Word 

 The success of the program and its adaptability to community and culturally 

responsive schooling practices does not ignore the challenges that continue to present 

themselves to the program.  Given that teacher education programs in Ontario do not 

invest a great deal of attention to issues related to Aboriginal education (Hodson, 2007), 

that relatively few school principals are trained for the responsibilities of sustaining such 

programs (Noam, 2002), and that public school teachers are already burdened by the 

various professional demands and may be hesitant to invest in such initiatives (Collins, 

2004), the sustainability of the program is far from certain.  Couple these considerations 

with the fact that Aboriginal community resources often find themselves operating in dire 

financial circumstances due to a lack of funding, it is easy to see that its future is on 

unsure footing.  Nevertheless, there is hope.  Hope that the OME’s commitment to 
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Aboriginal education is profound enough to invest in long-term effectiveness.  Hope that 

teacher educators will provide the necessary training for prospective and practicing 

teachers and principals to equip them to meaningfully address Aboriginal students’ 

epistemologies.  Last, hope that the broader school communities recognize the example 

of SHSS as a beneficial resource for Aboriginal and mainstream student development. 
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Instructional Resources for the Teaching of Secondary School Science   
Application of Research Findings to the Teaching of InquiryBased Science 
 
Abstract 
This session provides resources for instructing pre‐service and in‐service teachers 
in methods of teaching inquiry‐based science.  Participants will receive a 
complimentary copy of  the presenter’s most recent book, “The Sourcebook for 
Teaching Science (584 pages)”.  Participants will learn how to use the curricular 
esources in the book and companion website when training pre‐service and in‐
ervice secondary school science teachers.  
r
s
 
The Sourcebook for Teaching Science – Strategies, Activities, and Instructional 
Resources, provides new and experienced teachers with a wealth of teaching 
strategies, resources, lessons, activities, and ideas to enhance the teaching and 
learning of physics, chemistry, biology, and the earth and space sciences. Resources 
are based on learning theories and pedagogical research, and are designed to 
stimulate student interest and involvement in science. As students engage in the 
ctivities of this book, they develop higher order reasoning skills, and a deeper 
derstanding of scientific concepts a

a
un nd their relevance to their everyday life. 
 
The Sourcebook for Teaching Science is designed to complement any secondary 

school science curriculum. Science teachers will find ready‐to‐use demonstrations, 
experiments, illustrations, games, puzzles, analogies, lessons, activities, and 
strategies, as well as explanations of how to adapt these for English Language 
Learners and diverse student populations. All topics are accompanied by extensive 
ackground material, providing teachers with the scientific, organizational, and 
edagogical principles necessary for successful classroom implementation. 
b
p
 
The Sourcebook for Teaching Science complements HandsOn Physics Activities with 
RealLife Applications, and HandsOn Chemistry Activities with RealLife Applications, 
oth co‐authored by the presenter.  The activities in all three resources address the b
National Science Education Standards and state science content standards.  
 
Technological resources for teaching and learning science are incorporated 
throughout The Sourcebook for Teaching Science, and teachers who desire additional 
resources will find them on the complimentary companion website, 
sciencesourcebook.com. The directory structure of the website mirrors the table of 
contents of the Sourcebook for Teaching Science, giving teachers immediate access to 
numerous interactive resources and downloadable files. Participants in this 
workshop will learn how to use The Sourcebook for Teaching Science and its 
ompanion website to train pre‐service and in‐service science teachers in inquiry‐
ased science instruction. 
c
b
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Effectivenss and Benefits of Promoting Walking Programs in Workplace 
 

Man-ni Hsieh 1   I-Tsun Chiang 2 
 

1 Changhua Christian Hospital Center for Health Promotion 
2 Graduate Institute of Sports and Health, National Changhua University of Education 

 
Abstract 

 
The purpose of the study was to examine the effectiveness and benefits of promoting 
walking programs in workplace.  The effectiveness and benefits were defined as 
improving Body Mass Index (BMI), increasing motivation and places for walking, and 
decreasing constraints of walking in workplace.  A quasi-experimental design which 
included a self-developed questionnaire, walking behavior scale, and body-composition 
measurements were utilized to collect the data before and after the programs.  A total of 
145 participants were completed valid questionnaires and measurements before and after 
the program. Descriptive statistics, correlated sample t-test, McNemar's test and 
point-biserial correlation were applied to analyze the data.  The results showed that: (1) 
body weight and BMI were significantly decreased 0.3kg and 0.78 after the program (p 
<.5); (2) walking places were significantly changed from campus (t=0.003, p <.5) to 
streets (t=0.013, p < .5) and neightborhood (t=0.014, p < .5) nearby residential buildings; 
(3) constraints of walking were also significantly decreasd after the program; and (4) the 
motivation and constraints are significantly negative correlated (r= -.186, p < .5). The 
study concludes that (1) walking programs in workplace effectively improved 
participants' body composition; (2) walking-friendly environment in workplace are 
strongly recommended to promote walking participation; and (3) benefits of walking and 
personal successful experience in walking are valuable strategies to share to encourage 
more participants in workplace and to promote workplace health. 
 
 
KEYWORDS: brisk walking, Workplace Health Promotion, Health Promoting Hospital,  

Effect and benefit of the Activities 
 
 
 
 
 
 
 
 
Correspondence Author: Man-ni Hsieh, RN., Center for Health Promotion,Department of Community 
Medicine,Changhua Christian Hospital. 135 Nanhsiao Street, Changhua City, 500-06, Taiwan. Email: 
m55440@gmail.com 

2010 HICE Proceedings - Page 888



A study of the pattern generalization on different 

representations 
Chen, Chia-Huang & Chen, Jung-Chih   

 
Abstract 

 
This study is based on the reports of Ellis(2007) who constructs a 

generalization taxonomy in which there are three levels in generalization 
action, including forming an association between two or more mathematical 
objects, searching for similarities and relationships, and extending a pattern, 
relationship or rule into a more general structure. We apply the 
representation of a word, table and graph to design the linear function 
problems. Data are carefully collected and analyses are focused on the 
generalization methods and thinking processes used by the sixth graders. Six 
observed students were asked to write down their solutions in the given 
structured questionnaires and individual interviews were made to help verify 
their understanding.   

 
Our aims in this study are to conduct an in-depth analysis of a variety 

of students’ strategies in solving representation problems that lead to 
generalization, and how students use clues within these representations to 
combine the relationship between different components. Much more, we are 
interested how students apply symbols to develop and reconstruct the 
mathematical expression. In an effort to help student’s learning, we 
examined the performances in students’ tasks and skills of problem solving 
to give students more feedback. 

 
It was found that students could demonstrate their understanding and 

abilities of algebraic reasoning, and could present the conceptions and 
structures of a given representation problem.    
 
Reference 
Ellis, A. B.(2007). A taxonomy for categorizing generalizations: 

Generalizing actions and reflection generalizations. The Journal of the 
Learning Science, 16(2), 221-262. 
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8th Hawaii International Conference on Education - 2010 
 
1. Title of the submission: The effects of the Brindami early childhood education 
program. 
                               
2. Names of the authors: Sylvain Coutu, Diane Dubeau, Nicole Royer, & Marie-Josee 
Emard. 
                               
3. Affiliation of the authors: UQO (Departement de psychoeducation et de psychologie) 
& UQTR (Departement des sciences de l’education). 
                               
4. Address of the authors: UQO, 283, boul. Tache, Gatineau (Quebec), Canada, J8X 3X7; 
UQTR, 3351 boul. Des Forges, C.P. 500, Trois-Rivieres (Quebec), Canada, G9A 5H7 
 
5. E-mail address: sylvain.coutu@uqo.ca ; diane.dubeau@uqo.ca ; nicole.royer@uqtr.ca ; 
marie-josee.emard@uqo.ca   
 
6. Abstract: 
 
The number of children attending extrafamilial child care services has grown 
spectacularly in the last 25 years. In Canada, as in most other industrialized countries, 
over 70% of young families send their children under five years old to day care (Statistics 
Canada, 2009). Besides providing young children with a safe, stimulating environment, 
early childhood education centres also aim to prevent later learning difficulties and 
behaviour problems in children (MFA, 2007). However, there are few effective programs 
designed to help educators promote socioemotional development in young children 
attending day care (Coutu et al., 2003). The aim of this study was to assess the effects of 
an early childhood education program (Brindami) specifically designed for children 
attending day care (2–4 yrs). In all, 57 educators and 218 parents and their children 
participated in the study over a two-year period (quasiexperimental design with control 
and experimental groups). Questionnaires assessing social skills were completed by 
educators and participating parents (SCBE – LaFreniere & Dumas, 1996; SSRS – 
Gresham & Elliot, 1990) before and after program implementation. Preliminary results 
show that both groups of children significantly increased their social skills between the 
two measuring times. Other results from interviews with participants indicate that the 
program partly achieved its objectives (positive effects on the development of 
socioemotional skills in young children were perceived). The discussion addresses the 
relevance of adapting and assessing early childhood education programs for day care 
centres, notably those serving families in at-risk situations. 
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cantin.gilles@uqam.ca 
 
6. Abstract: 
 
Educators working at educational day care centres provide services to groups of children 
with diverse characteristics and needs. Discussions with educators reveal that they often 
feel ill equipped to intervene with children in their group, particularly in offering support 
to those having difficulty adapting to the day care situation (Coutu et al., 2003; 2005). 
Various educational programs have been developed in recent years to support educators 
in their day-to-day work. The objective of our study was to document the implementation 
of such programs. BRINDAMI is a program that encourages the development of positive 
social skills in children aged 2 to 4 years attending day care. It specifically targets basic 
social skills (making contact, asking questions), communication skills (listening, 
expressing feelings), and self-control (taking turns, handling frustration). The program 
was introduced into nine day care centres accommodating groups of children aged 3 to 4 
years and run by their regular educator (N=31). Two interviews (40 minutes each) were 
conducted with the educators in the middle and at the end of the program in order to 
document the implementation of the Brindami program. The collected data indicate that 
both the children and educators who participated found the program interesting, and that 
it is readily applicable to a day care setting. The analysis of the responses uncovers 
certain factors that promote program implementation: workplace design, training 
received, and educational materials. The discussion addresses the relevance of 
implementing a universal program such as Brindami in day care centres.  
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INFANT COGNITIVE DEVELOPMENT AT 18 MONTHS AMONG CHILDREN ATTENDING DAYCARE 
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4. Address (es) of the author(s):  
Nathalie Bigras, Liesette Brunson, Lise Lemay, Mélissa Tremblay :    
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6. Abstract and/or full paper 
Abstract.  Considerable attention has been given to the impact of daycare on children’s development, 
especially for children who attend daycare in their first year of life.  This longitudinal study examines variables 
associated with early daycare attendance by addressing four research questions.  First, which child and family 
characteristics are associated with daycare attendance in the first year of life?  Second, how is daycare 
attendance starting in the first year of life related to children’s cognitive development?  Third, which variables 
predict cognitive development among children in daycare, and what is the relative predictive weight of daycare 
quality compared to family characteristics?  Fourth, across all children, which child and family factors predict 
cognitive development, and are these predictors different for children in parental care compared to children in 
daycare?  The sample was drawn from Montreal and surrounding areas and consisted of 161 French speaking 
children (78 girls) and their families who experienced one of three types of care situations (centre‐based 
daycare, family‐based daycare and parental care) starting from their first year of life.  Children who attended 
daycare began attending regulated centre‐based or family‐based daycare between 5 and 12 months old and 
continued through the time periods measured in this study (15 and 18 months of age).  Children in parental 
care were cared for by a parent and attended daycare, if at all, for less than 15 hours per week.  Results 
indicate relationships between family‐related variables and children’s care situations (daycare attendance and 
type of daycare).  No differences were found in cognitive development from 10 to 18 months across groups of 
children in differing care situations.  Hierarchical regression analyses revealed that family characteristics were a 
stronger predictor of cognitive development than daycare characteristics and that family variables significantly 
predicted cognitive development for all groups of children in our sample.  Results indicate the importance of 
accounting for family variables when exploring the effects of early daycare attendance on cognitive 
development.  
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6. Abstract and/or full paper: 

Abstract. This study seeks to determine whether center‐based and family‐based child care 
services differ with respect to process quality, as measured by the Educative Quality 
Observation Scales (EQOS, Bourgon and Lavallée, 2004), for groups of children 18 months old 
and younger. It also seeks to identify structural variables associated with process quality in these 
settings. The study included two types of regulated child care settings located in the greater 
Montreal area (center‐based: N=53 and family‐based: N=36). Results indicate that process 
quality was lower in family‐based child care than in center‐based child care for the majority of 
elements measured by the EQOS. Hierarchical regression analyses indicate that higher levels of 
process quality were associated with structural variables, including a lower adult‐child ratio, the 
presence of more staff with specialized early childhood education training, and center‐based 
care. The discussion focuses on strategies to improve these types of child care services. 
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Abstract 

This comparative case study was conducted as part of a larger pilot study of mentor teachers who 

participated in a university-based Master Mentor Teacher Certificate program (MMTC). Twelve 

high school mentor teachers were interviewed about their mentoring activities, examining how 

they defined teacher leadership, and tracing their developing leadership identity once they 

completed the MMTC. The primary focus of the study was to investigate if mentor teachers who 

had participated in a newly implemented Master Mentor Teacher Certificate program were 

involved in other leadership activities at their campuses. This study is part of a continuing 

research project conducted by the authors. 
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Introduction 

The following research questions guided our inquiry: 

(1) In what ways did teachers define themselves as teacher leaders after completing the 

MMTC?  

(2) How did participation in the MMTC facilitate their developing leadership capabilities. 

Literature Review 

Theoretical Context of Teacher Leadership 

Over the past decade, researchers of school reform and change revealed that teacher 

leadership is a critical factor influencing student learning (Beachum & Dentith, 2004; Bennet & 

Marr, 2003; Cowdery, 2004; Hutinger & Mullen, 2007). Topics examined include defining 

teacher leadership (Hess, 2008), describing the various roles teacher leaders take on within 

schools (Lieberman & Miller, 2004), identifying the support needed to develop teacher leaders 

(Cowdery, 2004), using the faculty study group format for supporting teacher leadership 

(Hutinger & Mullen, 2007), and providing an organizational perspective on teacher leadership 

(e.g., Fullan & Hargreaves, 1996) that extends to the role of administrative leaders in building 

capacity for developing teacher leaders who are simultaneously democratic and accountable 

(Mullen & Jones, in press; Woods, 2007).  

 York-Barr and Duke (2004) traced how teacher leadership has become an integral part of 

school reform issues. Reform issues such as district wide mentoring plans, expanded professional 

development schools, and shared decision making have emphasized the importance of teacher 
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leadership and have markedly increased teacher participation in school governance. Other 

leaders in school reform issues (e.g., Fullan & Hargreaves, 1996), as well as organizational 

development and leadership researchers (e.g., Cowdery, 2004; Harris, 2005; Hutinger & Mullen, 

2007; Lieberman & Miller, 2004), have asserted that teacher leaders are essential to both 

developing and sustaining strong professional learning communities.  

Defining Teacher Leadership 

For the purpose of this study, we defined teacher leaders as those “teachers with 

significant teaching experience, are known to be excellent teachers, and are respected by their 

peers” (York-Barr & Duke, 2004, p. 267). Our focus will be on the ways in which teachers lead 

through mentoring preservice and beginning teachers within their own school contexts.  

York-Barr and Duke (2004) determined that one challenge in studying teacher leadership 

is the lack of a clear and consistent definition of teacher leadership in the field. This challenge 

was attributed to various ways that teacher leadership has been studied, such as teachers’ roles, 

support systems for increasing teacher leadership, and the complexities of teaching. Silva, 

Gimbert, and Nolan (2000) offered a three-wave description of the development of teacher 

leadership as a field of study that helps to explicate the confusion over how this term is defined 

(or not). Within each of the waves of research on teacher leaders, investigators have shifted their 

conceptualization of these professionals and their functions within schools. These shifts, while 

necessary in the development of the field, have also added to the disparity in how teacher 

leadership is defined. For example, first-wave teacher leaders fulfilled traditional roles of 

management, whereas second-wave teacher leaders build on their pedagogical skill and 

knowledge to serve as mentors and lead staff development (Silva et al., 2000). The third and 

current wave of teacher leadership is focused on changing the culture of schools into 
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communities of practice that will both support and facilitate the practice of teaching for student 

learning. 

Participants the Context 

 The participants for this pilot study were drawn from a pool of three cohorts of secondary 

teachers (N= 25) who completed four graduate level classes that focus on mentoring new 

teachers. The participants all teach at two high need secondary schools in a school district in the 

western region of the state. The authors interviewed twelve participants to obtain a representative 

sample from each campus as to years of experience, gender, and teaching fields. 

The participants for this pilot study were drawn from a pool of three cohorts of secondary 

teachers (N= 25) who completed four graduate level classes that focus on mentoring new 

teachers. The participants all teach at two high need secondary schools in a school district in the 

western region of the state.  

For this study, the researchers interviewed twelve of the participants to obtain a 

representative sample from each campus as to years of experience, gender, and teaching fields.  

There was one male mentor in the sample (out of three possible male participants) from the total 

number in the cohorts. The ages of the participants ranged from 28 years- 52 years and the years 

of teaching ranged from six years through thirty-one years. There was one African- American 

teacher, two Hispanic, and ten White teachers represented, which was also reflective of the 

demographic distribution at the two campuses.  

Both researchers have had prolonged engagement at the school sites in this study. They 

were also the instructors for the courses the mentors completed for the Master Mentor Teacher 

2010 HICE Proceedings - Page 899



 
Certificate Program. Additionally, the researchers have conducted field-based courses for post 

baccalaureate teacher certification courses at both of the schools.  

Methods 

Data Collection and Analysis Strategies 

Following the guidelines of qualitative research design (Merriam, 1998) the pilot study 

was conducted as an ethnographic bounded case study. Data sources included an initial 

questionnaire, developed by the researchers. The questions were designed based on current 

research about professional learning communities, professional development opportunities, and 

teacher leadership. Other data sources consisted of class documents (written participant 

reflections, researcher journals, electronic communications, and text from archived, threaded 

discussions). Additional sources included extensive field notes, including notes from informal 

conversations and transcripts from semi-structured interviews.   

Analysis began with an initial reading of collected data to establish the initial coding for 

major categories and descriptive phrases. A second analysis of the data was conducted to reveal 

more detailed themes and categories. These themes and categories were audited by a qualitative 

researcher familiar with similar graduate courses taught in the college, but unaffiliated with this 

study. Additional methods of triangulation of the data were employed through follow up 

interviews and member checking.  

Additional sources included extensive field notes, including notes from informal 

conversations and transcripts from semi-structured interviews. The semi-structured interviews 

followed a protocol set of questions that were guided by our research questions. However, each 

respondent was encouraged to provide additional questions of their own during the interview 
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process. Each participant was interviewed for approximately 30-45 minutes by one of the two 

researchers during a scheduled time at the school site where the mentors taught. The interviews 

were then transcribed and checked by the researchers for accuracy, with member-checking 

employed when appropriate. Each participant was given a number to provide anonymity.   

Analysis began with an initial reading of  the collected data to establish the initial coding 

for major categories and descriptive phrases. A second analysis of the data was conducted to 

reveal more detailed themes and categories. These themes and categories were audited by a 

qualitative researcher familiar with similar graduate courses taught in the college, but 

unaffiliated with this study. Additional methods of triangulation of the data were employed 

through follow up interviews and member checking.  

Findings 

Two primary themes related to teacher leadership emerged after an analysis of the data; 

teacher mentors as organizers/implementers and teacher mentors as learners. These two 

overarching motifs identified how the mentor teachers perceived themselves as having the 

capability to organize and implement an informal mentoring program at their campus. The 

mentors defined their mentoring activities as leadership roles, which was supported by interview 

data collected from school administrators at the two schools. Of the twelve teachers interviewed 

for this case study, ten who did not have additional graduate level coursework have enrolled to 

complete their master’s degree. Additionally, the mentor teachers included in this case study are 

currently engaged in further developing a stronger mentoring network within the school and the 

district through involving themselves in conferences, workshops, and other professional 

development activities.  
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Significance 

Administrators who wish to build capacity and encourage shared decision making can 

learn from the stories of these mentor teachers. Developing a community of learners and 

expanding teacher leadership skills rely on teachers who are committed to improving student 

learning and achievement through their own learning. When seasoned teachers have ample 

opportunities to engage in meaningful conversations about teaching, then the school climate and 

culture can become more synergistic.  

Teacher leaders, especially those who teach in urban settings or schools with highly 

diverse student populations need encouragement and continued mentoring themselves as they try 

new roles and navigate different ways to develop their leadership skills.  

These teachers’ insights also shed light as to why mentoring-types of relationships are of 

such importance to teachers in helping them to increase their capacity for leadership. The 

mentors articulated personal leadership descriptions vis-à-vis mentoring within the culture of 

their secondary classrooms and school. It initially appears that the participation of these teachers 

in the MMTC provided them a venue to at least begin collegial conversations about teaching, 

mentorship, and personal growth as professionals. 
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Sonja 
(L1) 

 Organized, listens, 
approachable, 
knowledgeable 

Selected several teachers on 
campus 

Works with others in 
content area 
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Themes: 

Leadership Definition: 

1. All rated themselves fairly high on the leadership scale.  

2. Recurring words: listener, knowledgeable, able to make fair decisions, organized, knows 
who to delegate or put in charge, can listen to all sides and make decisions, models and 
sets and example, consistency, listens to all voices 

Mentoring Activities: 

1. All worked with at least one new teacher last year. These were ones that were not 
officially assigned (either in a different content area or teacher was new to the building, 
not teaching) 

2. Not all were aware of the mentoring activities occurring in their building (some 
mentioned the New Teacher Academy at EHS, others were not quite familiar with it). 

3. K, Stacy, C, all made a presentation or spoke at the NTA at least once. 

4. All were involved in mentoring preservice teachers when they were in their building. 

5. Sonja, Raemi, and Jennifer took a plan to the assistant principal about how they could 
divide up the new teachers among those in the building who had been in the program. 

6. Most used email as a communication tool, as well as planning time, lunch time, and after 
school activities. 

7. None actually documented or kept additional records (other than any required by the 
district if assigned another mentee, or if it was for Dr. Anderson’s class) 

8. Department heads: Stacy, Kris, Cindy, Sonja,  

9. Masters or other degrees (since beginning program/ or before) 

a. Kris (b) 

b. Sherre (supervision) 

c. Cindy (b) 

d. Jennifer/Sonja (after- will complete in dec. 09) 
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e. Raemi- completed masters may 09, will complete ed leadership aug 09- wants to 

pursue superint.  

f. Teri and Josie and Cindy- all enrolled in additional courses to pursue masters. C 
mentioned how much the material she covered in her other course correlated with 
the mentoring classes. 

 

On how their leadership or mentoring had developed since completing the MMTC: 

1. Recurring words: confident, a better listener, more direct- don’t just ask “are you ok? Do 
you need anything?, but take time to stop and ask specifically about needs and concerns, 
that mentoring is not just being a friend or buddy, but occurs over time, learned not to try 
to make them a “mini-me”, but to develop on their own as teachers, more aware of how 
mentoring was effective and having more in depth conversations. Learned that some are 
much more reluctant to share themselves with others- I am always so positive, that it took 
me a while to realize that one of our new teachers in my dept. was very reluctant and 
anxious about being observed. We were able to discuss it and while he still feels very 
anxious about it- he can see a different perspective. (all at EHS mentioned that they had 
be required to video-tape themselves teaching this year. Several were suspicious of the 
reasons, said the tapes were “in the library- no one would look at them” but didn’t have 
a clear understanding or positive feeling about why they were necessary) St, mentioned 
that she kept wanting take the tape to one of her teachers who hadn’t done the taping, but 
the assist. Principal didn’t want her to intervene. 

2. I think we made an impact- we were able to bring to the administrator’s attention that 
there were some new teachers in the building we were going to lose if someone didn’t 
step in- Coaching duties and floating were still occurring- hopefully, there will be less of 
that next year. We will have better conference periods next year, with a 5x5 schedule. 

3. I wish I could have spent more time mentoring- at least when I went to the NTA I could 
speak more to new teacher concerns, attitudes, and address how to reach our “audience” 
and population. 

4. I learned to approach new teachers in the building first- not wait for them to come to me. 
It helped to establish a relationship, build rapport, and gave them an opportunity to 
“know I was there for them” but that it would be between us. 

5. We now share not only our idea and materials, but other things. The teacher who was 
shy, now freely comes and asks if I have this or that. They have also given me new ideas 
and materials also- While it is nice to be in the same content area and/or close in age, it 
was also nice to be able to work with someone from another discipline. 
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Developing Teacher Leadership Capacity 15 

 
6. There is one cohort left completing the MMTC- they repeatedly mentioned the others who 

were in their building and had started the mentoring activities. As a result, they asked to 
set up a time before school ended to meet with the MMTC completers to see how they 
could organize and set up to extend mentoring activities in the fall. The last cohort would 
be developing a portfolio with specific forms and activities they could use with their 
mentee the next fall.   

 

Future: 

All mentioned wanting to “do something” more formal or specific now that they were mentors 
and had participated in the MMTC. “Where do we go from here?”, “Next year, we can do . . .” , 
How we can better organize and plan-  

There is a new superintendent and several brought up Professional learning communities, hope 
that mentoring might become a bigger priority, and would like to provide a more formalized 
mentoring program at their campus. None actually mentioned monetary compensation as 
something needed, but more time, and more opportunities were repeatedly mentioned. G 
mentioned wanting to leave the classroom to become an official mentor. 
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5. neil.buddel@ualberta.ca 

6. Abstract 

North American society is becoming more liberal and, consequently, Lesbian, Gay, and 
Bisexual (LGB) people are experiencing greater rights and freedoms.  Additionally, since 

LGB people rarely concern themselves with child rearing, their resulting disposable 
income, greater than that of their heterosexual counterparts, propels many into the elite 

and affluent echelon of society.  Indeed, the “DINK” (Dual Income No Kids) lifestyle is a 
benefit that most LGB people enjoy personally and professional as a consequence of their 

sexual orientation. 
 
 

The assumptions stated above are far from the truth.  Despite many social 

advances, LGB individuals continue to experience various negative consequences in the 

workplace.  This conceptual piece overviews the experiences of LGB people in the 

workplace, including the negative impact of discrimination.  Though the literature is 

largely derived from the United States of America, the discussion suggests that 

experiences of LGB Canadians are not significantly different.   

In the 2004 General Social Survey, Canadians were asked, for the first time, to 

identity their sexual orientation, resulting in over 362,000 of Canadians (1.5%) aged 18 

years and older identifying themselves as Lesbian, Gay, or Bisexual.  They reported 

higher rates of violence (sexual assault, robbery, and physical assault) compared with 

their heterosexual counterparts; in fact, the odds of being victimized was nearly two times 

greater for Gays and Lesbians, and four and a half times greater for Bisexuals, compared 
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to heterosexuals (Beauchamp, 2004).  In the workplace, 44% of Gays and Lesbians and 

41% of Bisexuals reported some form of workplace discrimination in the past five years, 

compared to only 14% of heterosexuals.  This information provides significant insight 

into the experiences of LGB Canadians; specifically, that the workplace experiences of 

LGB Canadians, in spite of significant legislative differences, unfortunately parallels the 

workplace experiences of LGB Americans. 

 LGB participation in the workplace is fairly novel terrain and, therefore, many 

research opportunities exist to further illuminate issues that LGB workers experience and 

present employers with intervention options to increase LGB engagement in the 

workplace.  For example: (a) Gender identity and expression is notably absent from 

organizational policies and requires a place in the discourse (Davis, 2009); (b) 

information regarding career development for Bisexuals is not well understood and 

requires further exploration (Gedro, 2009); (c) while LGB individuals have been studied 

together, due to salient differences between the groups, notably gender, each group 

requires individualized investigation, particularly Gay men who have received little 

attention in the literature (Trau and Hartel, 2007); (d) longitudinal studies, though costly, 

would expand understandings of LGB workers’ experiences and enhance the quality of 

employer responses; (e) little is known of the effects of how an LGB identity intersects 

with other minority identities for a given person  in the workplace; (f) exploring various 

intra-group variations (for example, in Gay culture, “bears” and “twinks” are very unique 

groups as the former are stereotypically more masculine and the latter more effeminate) 

may reveal some interesting workplace differences and implications; (g) the experiences 

of heterosexual individuals, who are judged to be homosexual due to various archetypes 
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of their person, requires exploration to assess any opportunities to enhance their 

engagement in the workplace; and (h) the LGB workplace discourse is currently 

dominated by research from the United States and requires an enhanced Canadian 

perspective. 

Overall, enhanced insight will help practitioners better create expansive learning1 

environments for all facets of Queer in the workplace.  Indeed, because LGB workers are 

human beings in the workplace, it is the responsibility of each and every employer to 

engage themselves, and others, in conscious-raising surrounding LGB issues in order for 

Lesbian, Gay, and Bisexual people to enjoy full participation in the workplace. 

  

                                                 
1 An expansive approach to workforce development includes: (a) collaboration among team members; (b) 
opportunities to lean new skills, to access learning and upgrading opportunities, and for career progression; 
and (c) a sense of belonging and engagement, particularly in the primary community of practice and 
extending to multiple communities of practice both in and out of the workplace (Fuller and Unwin, 2006).   
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Abstract 

At the word level, the misplacement of stress may cause a serious problem during 

communication.  At the sentence level, the misplacement of sentence stress or 

inappropriate rhythm may shift the focus and be perceived as abrupt during 

conversation.  The purpose of this study was to investigate the effectiveness of 

explicit, implicit, and noticing instruction on Mandarin speakers’ learning of English 

sentence stress.  An action research was conducted to test these instructional methods.  

Participants consisted of 86 students chosen from the advanced levels of an English as a 

Foreign Language program, as defined by their academic achievement of English 

courses within Shin-Min High School in Taiwan.  Three intact classes were each 

taught 1 of 3 different methods regarding sentence stress placement by the researcher.  

Pre, post, and delayed posttests were administered to assess participants’ production.  

The quantitative analysis demonstrated that the mean learning outcomes of all 3 groups 

slightly decreased from the pre to posttest, but were not significantly different.  The 
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mean performance of the noticing group on the posttest was found significantly higher 

than that of the implicit group, but not the explicit group.  However, since they also 

scored the highest on the pretest, this was not indicative of greater learning outcomes, 

as shown by the non-significant differences among the gain scores.  Results of the 

study also showed that the explicit group’s performance was significantly higher than 

the noticing group from the post to delayed posttest.  This showed that explicit 

instruction led to higher scores from the post to delayed posttest, which indicates 

greater sustained learning. 

Key words: explicit, implicit, noticing, sentence stress, rhythm, Mandarin speakers 

I. INTRODUCTION 

English is known for its prosodic features, which are described as 

suprasegmentals and organized by pitch, loudness, voice quality, and length.  A 

foreign language learner cannot achieve the total control of pronunciation without 

paying extra attention to the prosodic features of language.  Classified as a 

stressed-timed language, the syllable length is perceived as a significant phonetic 

feature, compared to other syllable-timed languages.  At the word level, the 

misplacement of stress may cause a serious problem during communication.  At the 

sentence level, the misplacement of sentence stress or inappropriate rhythm may shift 

the focus and be perceived as abrupt during conversation.  
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II. LITERATURE REVIEW 

 To speak a foreign language, a learner therefore needs to pay attention to correct 

pronunciation.  There are three components of pronunciation:  (a) segmental features, 

(b) voice-setting features, and (c) prosodic features (stress and intonation) (Pennington 

& Richard, 1986).  In the English classroom, TOEFL/TESOL teachers tend to pay less 

attention to the teaching of prosodic rather than to segmental and voice-setting features.  

However, “The correct production of pitch variations helps the listener to signal the 

location of clause and phrase boundaries” (Spaai & Hermes, 1993, p. 19).  That is, 

intonation serves as three important communicative functions:  (a) a pragmatic 

function, (b) a grammatical function, and (c) a comprehension function (Spaai & 

Hermes). 

The most significant phonetic aspect of English oral production is rhythm, 

mainly caused by stress placement.  Since English is known as a stress-timed 

language, the syllable length between English and other languages has also been 

considered a significant phonetic feature.  According to Hubicka (1981, as cited in 

Benrabah, 1997), the communication between a non-native speaker and a native 

speaker could cause a breakdown because of the misplacement of stress.  In English, 

however, lexical-stress can cause a serious problem for non-native learners because of 

the difficulty they have with stress placement (Hubicka, as cited in Benrabah).  At the 

2010 HICE Proceedings - Page 916



single word level, stress misplacement may result in misunderstanding of language 

comprehension.  At the sentence level, “the learners who use incorrect rhythm patterns 

or who do not connect words together are at best frustrating to the native-speaking 

listener” (Celce-Murcia, Brinton, & Goodwin 1996, p.131).  More seriously, when 

“learners use improper intonation contours, they can be perceived as abrupt, or even 

rude; and if the stress and rhythm patterns are too non-native-like, the speakers who 

produce them may not be understood at all” (Celce-Murcia et al., p. 131).  The learner 

whose first language is syllable-timed, however, may ignore the difference between 

stressed and unstressed syllables in English (Celce-Murcia et al.). 

In terms of the description of intonation pitch change, Steele (1775, as cited in 

Lindstrom, 1978) showed that “pitch changes are made not only on words and 

sentences, but also on syllables” (p. 5).  Although the importance of intonation pitch 

changes over the utterances is overlooked in his study, Joshua Steele provided the first 

systematic transcribing method for intonation in his concept of “Cadence.”  His 

musical notation system contributed to the analysis of stress and rhythm by dividing 

speech into smaller units, starting with a stressed syllable (Marks, 1999).  Being aware 

of the role of intonation, Steele also discussed intonation with regard to grammatical 

and attitudinal functions.  Unfortunately, Steele was unable to describe intonation in 

connected speech.  Until the inventions of the phonograph and tape recorder, 
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researchers were not capable of investigating and analyzing recordings of 

conversations and dramatic readings.  The meanings of intonation patterns were not 

discussed as a whole system until Chomsky and Halle (1968, as cited in Lindstrom, 

1978), opposed Bolinger’s 1964 theory that English stress placement is unpredictable.  

The authors are known as the first to propose the study of stress placement along with 

syntactic theory and generative-transformational framework. 

With regard to the teaching of foreign language, according to Brazil, Coultheard, 

and Johns (1980, as cited in Spaai & Hermes, 1993), the concept of intonation is often 

taught implicitly.  In fact, the learning of intonation patterns is expected to take place 

unconsciously and only through learners’ imitation.  In other words, learners are 

expected to acquire appropriate intonation by listening to and repeating the model 

sentences.  This is considered an incidental approach supported by the drilled method 

in the field of teaching intonation.   

To promote the regularity of English rhythm, Celce-Murcia et al. (1996) 

suggested that the secret was to squeeze syllables between stressed syllables to 

facilitate the articulation and to keep the rhythm.  The time interval in English rhythm 

can be identified as strong stressed syllables.  English rhythm in speech is kept by the 

regularity of the strong stressed syllables.  However, there are many reasons that may 

affect the regularity of speech rhythms, such as pauses, false starts, repetition of words, 
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and the slurring of words in rapid speech (Roach, 1982, as cited in Marks, 1998).  

Although the strength of limericks is very restricted, Chela-Flores (1994) pointed out 

that limericks are the current exercises that can lengthen and shorten syllables into 

chunks. 

The acquisition of intonation is difficult for foreign learner for two reasons:  (a) 

the intonation of a language is acquired very early in the language learning process, and 

it is “the most resistance to change” (Lieberman, 1967, as cited in Spaai & Hermes, 

1993, p. 21), and children respond to and understand suprasegmentals patterns before 

grammatical features (Crystal, 1969, as cited in Spaai & Hermes, 1993); and (b) the 

suprasegmentals patterns of the mother tongue are acquired in the very early stages of 

language development, and their L1 phonetic characteristics may therefore interfere 

with L2 production at prosodic features.  The learners of foreign languages may not 

notice the gap between their intonation and that of the target language.  Therefore, the 

role of learners’ first language background needs to be taken into consideration. 

Rhythm is timing patterns among syllables.  According to Marks (1999), 

“Discussions of rhythm in language distinguish two fundamental types: 

syllable-timing, in which all syllables are of approximately equal length, and 

stress-timing, in which there are approximately equal intervals of time between stressed 

syllables” (p.191).  In terms of how stress syllables would function in the utterance, 

2010 HICE Proceedings - Page 919



Reszkiewicz (1984, as cited in Marks) also described stressed syllables as occurring “at 

even regular intervals while unstressed syllables are sort of squeezed in between the 

strong, stress syllables” (p. 191).  Mortimer (1985, as cited in Marks) also echoed that 

“the more unstressed syllables there are after a stress, the quicker they must be said in 

order to ‘catch’ the next pulse” (p. 192).   

In terms of the production of English rhythm of Mandarin speakers, their L1 

background may play an important role as interference.  By definition, Mandarin is 

obviously syllable-timed because of equal weight and time in all syllables (Mackay, 

1985, as cited in Marks, 1999), whereas English is a polysyllabic language and is 

described as a stressed-timed language (Chen, Fan, & Lin, 2001). 

Often defined as a non-tone language, the phonetic composition of an English 

word decides the meaning of the word.  Tones in English usually refer to intonation 

and “can be spread across any number of syllables” (Chun, 1982, as cited in Chen et al., 

2001; Clark & Yallop, 1995, as cited in Chen et al.).  On the other hand, as a tone 

language, the lexical meaning of a Mandarin word is derived from the tone choices of a 

syllable/character. 

Chen et al. (1996) reported the common problem that Mandarin speakers have 

with English word rhythm.  The major problem is that they tend to produce each 

syllable with the same strength.  Gilbert (1987, as cited in Chen at al.) thus pointed out 
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that “clarity of the vowel is a particularly difficult concept for many students since in 

their languages all vowels are spoken in a full, clear way” (p. 3). 

The study of Adams and Munro (1978, as cited in Chela-Flores, 1994), also 

showed that the unstressed vowels that non-native speakers produced were 

significantly much longer than native speakers’.  However, a survey carried out by 

Taylor (1981, as cited in Chela-Flores, 1994) suggested that the interference of rhythm 

patterns from L1 to L2 is not the only cause of production of unacceptable rhythm.  

According to the recording and analysis, some of the groups that produced the 

unacceptable rhythms actually spoke non-syllable-timed native languages.  Taylor 

argued that the learners needed to be able to distinguish vowels in stressed and 

unstressed syllables. 

With regard to the production of English sentence stress, Mandarin speakers may 

have problems assigning stress to the appropriate location in a sentence.  Chun (1982, 

as cited in Chen et al., 2001) found that Mandarin speakers tended to either place 

sentence stress incorrectly or shorten the stressed durations.  Chun (1982, as cited in 

Chen et al.) also claimed that it was the syllable-timed language background that 

interfered with the production of English sentence stress of Mandarin speakers.  

Mandarin speakers might only judge the target sentence stress perceptually because of 
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the lack of pitch awareness.  The production of English sentence stress of Mandarin 

speakers still needs to be performed and examined.  

Syllable stress is very important in English because “English speakers appear to 

store vocabulary with stress patterns, so a stress mistake can throw a conversation off 

track, especially if the speaker’s control of English vowel sounds is uncertain” (Gilbert, 

1994, p. 40, as cited in Chen et al, 1996, p. 3).  The more frequently English learners 

lose control of word stress, the more confusing the communication will be between 

speakers and listeners. 

Stress refers generally to the vary prominence of syllable.  By virtue of greater 

pitch, length, and/or loudness, some syllables “stand out” more than others (Snow, 

2001).  Avery and Ehrlich (1992) respond that “stress involves making vowels longer 

and louder” (p. 63).  According to Celce-Murcia, Brinton, and Goodwin (1996), 

“Stressed syllables are most often defined as those syllables within an utterance that are 

longer, louder, and higher in pitch” (p. 131).  Celce-Murcia, Brinton, and Goodwin 

(1996) also interpreted the effect of stress placement as follows: 

Looking at this phenomenon from the speaker’s point of view, stress involves a 
greater outlay of energy as the speaker expels air from the lungs and articulates 
syllables.  This increase in muscular energy and respiratory activity is 
undoubtedly what allows the native speaker to tap out the rhythm of syllables 
within a word or words within an utterance.  Form the listener’s point of view, the 
most salient features of stress are probably longer vowel duration in the stressed 
syllable and higher pitch.  (p. 131) 
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Stressed vowels are longer, louder, and higher in pitch than other syllables in a 

word, according to the definition above.  In two-syllable words, the vowels occurring 

in the first syllable are mostly unstressed and are much shorter and quieter than the 

vowels made in stressed syllables.  For example, the unstressed vowels /a/, /e/, /i/, /o/, 

/u/ in “atlas,” “college,” “promise,” “purpose,” and “lettuce” are shorter and quieter.  

The vowels that are unstressed and reduced are called “schwa,” while the vowels made 

in stressed syllables are called “full vowels” (Avery & Ehrlich, 1992).  As stated 

above, strong syllables always contain full vowels, whereas weak syllables contain 

reduced vowels, which are “usually schwa but may also be a short form of another 

vowel, as in the first syllable of invent or the second syllable of barrow” (Cutler & 

Carter, 1987, p. 134).  In short, all of the vowels in unstressed syllables are pronounced 

as schwa in a word with more than one syllable.   

After discussing the features of stressed and unstressed vowels, the next section 

shows how word stress can be placed according to the number of syllables. 

Before moving into the placement of sentence stress, the concept of major and 

minor stress needs to be addressed.  If both syllables in two syllables words are 

stressed in a word, and the first syllable receives a stronger stress than the second 

syllable, the first syllable of this word is considered as receiving the major stress, and 

the second syllable as receiving the minor stress (Avery & Ehrlich, 1992).  For 
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two-syllable words, “The major stress…is more likely to fall on the first syllable if the 

work is a noun, and on the second syllable if the word is a verb” (Avery & Ehrlich, p. 

67).  For instance, the verb “insult” receives major stress on the second syllable in the 

sentence “The unhappy customer may insult the manager,” while the noun “insult” 

receives major stress on the first syllable in the sentence “That’s an insult.”  For three 

syllable words, the first or the second syllable usually receives the major stress.  For 

instance, the major stress falls on the first syllable in the word “instrument” while the 

second syllable receives the major stress in the word “commercial.”   

In terms of compound words, the first word receives major stress, and the second 

word receives minor stress.  This rule applies to two major noun compound patterns, 

adjective + noun compounds and noun + noun compounds (Celce-Murcia et al., 1996).  

In verb compounds, the first element also receives the strong stress.  Compound words 

are “sometimes written as one word and sometimes as two separates words” (Avery & 

Ehrlich, 1992, p. 69).  The way these compound words are written does not affect their 

stress pattern.  For instance, the major stress falls on the first syllable of the word 

“airplane” and “gold-dust.” 

Avery and Ehrlich (1992) stated that it is helpful to distinguish between 

adjective-noun phrases and adjective-noun compounds in order to further illustrate the 

stress pattern after demonstrating the stress placement of compound words.  
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According to Avery and Ehrlich, major stress falls on the noun, and minor stress falls 

on the adjective in adjective-noun phrases.  For instance, in the sentence “That’s a 

black board,” the noun “board” receives the major stress and the adjective “black” 

receives the minor stress.  When “black” and “board” are put together into an 

adjective-noun compound as in “blackboard,” the major stress then falls on the 

adjective “black,” as stated previously. 

To compare the use of intonation/tone in the English and Chinese languages, 

Taylor (1993) argued that it is necessary to first distinguish between intonation and 

tone: 

The term tone language, however, is reserved for those languages which make 
lexical use of tone.  This means that in these languages word meaning may be 
distinguished by means of tone.  A good example of a tone language in this sense 
is Chinese, where ma, for example, may have four different meanings, 
distinguished by four different tones.  In other words, there are four different 
words ma…English does not use tone in this way.  Although it uses tones, it uses 
them as part of its characteristic intonation patterns…of course all syllables have 
pitch and hence tone, but in English the significant tones in an intonation pattern 
are to be found on stressed or stressable syllables, so that the tones on unstressed 
syllables can for most  purposes be ignored.  (p. 3) 

 

This quotation addresses how tone functions in Chinese and English.  In the 

Chinese language, pitch height decides the lexical meanings, as described above.  

Speaking Chinese requires interlocutors to put together pitch height and syllable of 

equal length.  In English, stressed syllables may differ at the level of pitch, length, and 

loudness. 
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Because Mandarin is referred to as a tonal language, its tone functions to 

distinguish word meanings.  Stress in a tonal language, however, is difficult to identify 

in contrast to the unstressed syllable in continuous Mandarin speech.  Regarding the 

distinction between stressed and unstressed syllables in spoken Mandarin, Wang 

(1996) reported that unstressed syllables in spoken Mandarin are “well-formed, and are 

signaled by a shortening in vowel duration in vowel duration, vowel reduction and the 

loss of their original lexical tones” (p. 1).  To Mandarin speakers, unstressed syllables 

are more relevant and predictable in contrast to stressed syllables in continuous speech 

(Wang, 2004).  Li (1981, as cited in Wang, 1996) associated stress in Mandarin 

Chinese with the “tonic stress” in a tone group, according to British tradition.  In terms 

of the characteristics of stress in Mandarin Chinese, Chao (1968) proposed that “stress 

in Chinese can be identified as enlargement in pitch range and time duration and only 

secondarily in loudness” (p. 35).  Thus, in Mandarin Chinese the pitch range of a 

syllable expands when it is stressed. 

Chao (1968) proposed a three-level hierarchy of stressed or unstressed syllables:  

(a) weak stress (unstressed), (b) normal stress, and (c) contrasting stress.  Contrasting 

stress “has a wider pitch range and longer duration, usually with associated increase in 

loudness” (p. 35), while the tone range of weak stress “is flattened to practically zero 
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and the duration is relatively short” (Chao, p. 35).  Normal stress refers to the syllables 

that have neither weak nor contrastive stress.   

Chao (1979, as cited in Wang, 2004) pointed out that the normal stress degree 

varies in a polysyllabic phrase or word where neutralized syllables are absent.  

Because syllables belonging to the normal stress group are not equally stressed, Wang 

(1996) asserted that a sub-classification is required to mark the extent they are stressed.  

In order to label the different degrees of stress, the three-degree-lexical-stress system 

has been adopted to distinguish syllables from each other (i.e., unstressed, 

weak-stressed, and strong-stressed syllables).  According to Wang (2004), disyllabic 

words can be grouped into two categories (i.e., the words including two normal stress 

[SS words] and those including one normal stress and one unstressed syllable [SU 

words]).  Jin (1996) argued that two stress patterns, iambic (weak-strong) and trochaic 

(strong-weak) can be recognized for disyllabic words or phrases.  Neutral tones can 

only be found in the weak position of the trochaic rhythm.   

Thus, the pitch range of a stressed syllable will expand in Chinese.  In contrast, 

the pitch range of a weakly stressed syllable will be reduced to zero in the post-stress 

position.  Alternatively, it has also been observed that lexical tones in Chinese will be 

modified by the overall sentence intonation contour.  “When syllables are stressed, 

their tonal values are fully realized, while weakly stressed syllables are usually 
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overridden by sentence intonation” (Liao, 1994, as cited in Jin 1996; Tseng, 1981, as 

cited in Jin).  Losing its inherent tone, a syllable thereby becomes tonally neutralized 

in the post-stress position.  Jin (1996), nevertheless, showed that “in some cases, the 

local tonal contour of a lexical word is not fully overridden by the falling intonation” (p. 

41).  This result indicates that a pitch-range reduction model can be adopted to 

describe Mandarin speech.  

Regarding the identification of stressed syllables, pitch prominence functions as 

the most important acoustic cue for stress in English.  In Mandarin, on the other hand, 

pitch significantly affects the perception of the unstressed syllables (Lin, 1983, as cited 

in Wang, 2004), whereas duration functions as the important acoustic cue on isolated 

disyllabic words (Lin, Yan, & Sun, 1984, as cited in Chu, Wang, & He, 2003).  

Because duration varies in stressed and unstressed words, the fact that Mandarin is 

defined as a syllable-timed language within syllables of equal length might not be 

appropriate enough to explain the stress neutral tone phenomenon.  Learning the use of 

the English word stress might be a whole new concept to Chinese speakers because 

unstressed syllables are relevant in Chinese language.   

 

Second language learners need to know what words of a sentence are stressed to 

produce sentences that have appropriate stress placement.  Avery and Ehrlich (1992) 

distinguished between three levels of stress—major, minor, and unstressed—with 
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individual words, while they distinguished four levels of word stress—major sentence 

stress, major word stress, minor word stress, and unstressed.  English words are 

divided into two groups, content words and function words.  Content words, such as 

nouns, main verbs, adverbs, adjectives, question words (e.g., why, when, what), and 

demonstratives (e.g., this, that, the, those), are usually stressed.  Articles (a, an, the), 

prepositions (e.g., at, to, and of), auxiliaries (e.g., will, have, and forms of the verb be), 

pronouns (e.g., her, him, it, them), conjunctions (e.g., and, or, as, that), and relative 

pronouns (e.g., that, which, who) are usually not stressed.   

Avery and Ehrlich (1992) reported that “while all content words receive major 

word stress, one content word within a particular sentence will receive greater stress 

than all the others” (p. 75).  They referred to this as the major sentence stress, which 

falls on the last content word within a sentence in most cases.  For instance, the stress 

of the syllable of the final content word receives the major sentence stress in both of the 

following sentences: “Susan bought a new sweater at Creeds” and “I walk home in the 

rainstorm.”  In some cases, however, “major sentence stress will not fall on the major 

stressed syllable of the final content word of a sentence” (Avery & Ehlich, p. 76).  In 

addition to the discussion of function and content words, a look at the placement of 

contrastive stress as information focus is urged. 
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In terms of contrastive stress, Avery and Ehrlich (1992) explained that “when a 

speaker wishes to direct the hearer’s attention to some other content word in the 

sentence, this word will receive major sentence stress” (p. 76).  They referred to this 

element as the information focus of the sentence.  After addressing the placement of 

major sentence stress, contrastive stress is considered the element to function 

contrastively during the communication:  “In the first, the contrast takes the form of a 

contradiction.  In the second, the contrast takes the form of a choice between 

alternatives” (Avery & Ehrlich, p. 76).  Avery and Ehrlich provided a dialogue as an 

example to interpret the concept of contrastive stress:  

Speaker A:  I hear that Susan bought another second-hand sweater. 

Speaker B:  No, she bought a NEW sweater. 

Speaker A:  Did Susan buy a new sweater or a second-hand one? 

Speaker B:  She bought a NEW sweater.  (p. 76)  

Avery and Ehrlich explained that the major sentence stress is expected to fall on 

“sweater” because it is the final content word of both sentences.  Instead, the major 

sentence stress now falls on “new” to describe the fact that the sweater is new as 

contrast information.  The researchers show that the “contrast stress can be even 

heavier and louder than the normal major sentence stress, particularly in sentences 

where a contradiction is being made” (p. 76). 
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The concept of sentence stress came into the discussion of English grammar after 

Chomsky and Halle (1968) published their study of sentences in The Sound Pattern of 

English.  It was then that linguists started to debate the rules of assigning stress and 

their applications.  Interesting data have been recorded since the investigation of 

sentence stress placement regarding syntax and semantics.  It was Chomsky and Halle 

in 1968, who omitted pitch from the discussion and focused only on stress as far as the 

concept of syntax was concerned.  According to Bardovi-Harlig (1986), the 

investigation of English sentence stress in the generative framework has expanded 

“from a purely syntactic description to one which includes semantic and pragmatic 

features as well” (p. 2).   

Learning sentence stress seems to be implicit.  That is, learners are expected to 

acquire English rhythm unconsciously through conversation and interaction within the 

target language group.  On the other hand, sentence stress learning may be explicit 

when the teacher explicitly teaches relevant information about sentence stress, such as 

the concept of primary/secondary stress.  

As mentioned above, acquiring sentence stress is often expected to be implicit.  

That is, learners are expected to acquire English rhythm unconsciously through 

conversation and interaction.  On the other hand, sentence stress learning may be 
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explicit when the teacher explicitly teaches the relevant information about sentence 

stress, such as the concept of primary/secondary stress. 

This study was designed based on the theories of explicit and implicit learning as 

the theoretical framework.  Theories of explicit and implicit knowledge/instruction 

have been considered as an extension of Krashen’s Monitor Model (as cited in Gass & 

Selinker, 2001).   
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III. METHODOLOGY   

Because the effectiveness of teaching English sentence stress to Mandarin  

Chinese speakers has not been studied, the researcher conducted this research in order 

to answer the following research question:  

RQ1:  Is there a significant difference among the learning outcome of explicit, 

implicit, and noticing group? 

This study is an experimental design, involving quantitative data collection.  

The experimental design involves three homogeneous groups of EFL students enrolled 

in the same language institute of Shin-Min High School.  Pre, post, and delayed post 

tests of three sets of six sentences were administered to participants in all three groups.  

Quantitative data were collected and analyzed to evaluate the effectiveness of explicit, 

implicit, and “noticing” instruction toward the placement of English sentence stress 

The participants in experimental group A were first instructed that in any given 

sentence in English the stress placement is not random and unpredictable.  Stressed 

words are called “Content Words” because they carry the most meaning or information 

in a sentence.  Unstressed words, on the other hand, are called “function words” and 

tend to be shortened to help the content word to stand out in a sentence.  Group A was 

instructed regarding the weight of content and function words in a sentence; the 

“function” words (without real meaning) from a sentence tend to be shortened, while 
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the content words tend to be expanded and sound louder.  Because the content words 

will carry the most significant meaning units in a sentence, the sentence can still be 

comprehended if the function words are crossed out. 

Like music, English sentences can be divided into segments according to their 

“beat,” which refers to stress syllables.  Stressed syllables in content words usually 

occupy an entire “beat,” while unstressed syllables of function words are squeezed and 

fall between the regular stressed beats.  For this reason, function words are often 

spoken faster and with less volume.  From the given examples, participants will find 

that all of the function words (or groups of function words) take the same amount of 

time to pronounce regardless of the number of sounds or syllables they include.  The 

researcher must, nevertheless, emphasize that the regularity of English rhythm might 

not be maintained when the speaker makes pauses or repeats words to the explicit 

group. 

Regarding the teaching of English rhythm, experimental group B was told to hum 

along with the “melody” target sentence without knowing the actual concept of how 

stress works to achieve English rhythm.  Experimental group C, the “noticing” group, 

was instructed that language has its rhythm so that words may be in longer or shorter 

forms.  Among all the words in one single sentence, there should be a longest, loudest 

word, where the highest pitch can be identified.  Participants were asked to tap on the 
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desk whenever they heard that word in a sentence presented through the “noticing” 

instruction.   

1. Participants 

The participants, 86 native Mandarin Chinese speaking high school students from 

three tactic EFL classes, were the three experimental groups.  Participants attending 

English classes focus on both academic preparation and oral communication.  All 

participants, classified as advanced English learners, were attending the EFL program 

in Shin-Min High School in Taichung.  Participants were recruited through personal 

contacts by the coordinator, Chiou-Ai Hou of the English division. 

2. Instrumentation 

The instruments used in the study was sentences based on the placement of 

stressed and unstressed syllables, location of content and function words.  It consisted 

of two aspects of training sentence stress placement based on (a) length, weight, and 

loudness of content words and function words; and (b) identification of sentence stress 

among content words. 

3. Treatment Procedure 

The sentences used in pre, post, and delayed posttest are similar regarding stress 

patterns.  All three experimental groups took a pretest at the beginning of the 

experiment, a posttest after the treatment, and a delayed posttest after 1 week.  
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Participants were told to say the three sets of six English sentences in the pre, post, and 

delayed posttest.  The same 12 practice sentences during the instruction were spoken 

by a native speaker of English, and recorded as digital files.  

 Experimental group A was instructed explicitly.  Participants received the 

treatment of elaborate instructions on aspects of content and function words and 

sentence stress placement.  Experimental group B received instruction in the form of 

an activity by singing “da” to approach the melody of a sentence.  Experimental group 

C, however, received “noticing” instruction on features of English rhythm without 

meta-talk involved.  The three experimental groups and their tasks are as follows (see 

also Table 1): 

 
Group 

 
N 

 
Tasks 

 
Experimental A 

 
30 

 
pretest-explicit instruction-posttest 

 
Experimental B 

 
24 

 
pretest-implicit instruction-posttest 

 
Experimental C 

 
32 

 
pretest-“noticing” instruction- posttest 
 

 

Without corrective feedback given during the practice session, all three 

experimental groups practiced with sentences with different sentence stress patterns 

(see Appendix C). 
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The difference between treatment A and C is that participants from group C were 

instructed not only to identify but also respond to the target sentence stress without 

grammatical terminologies.  The practice sentences were presented auditorily, along 

with the written materials.  Participants were able to listen to and imitate the target 

sentences three times during the practice session.  The instructor, as the researcher, 

collected the written materials before the participants took the posttest.  The results of 

the posttest were recorded individually by tape recorder.  Afterwards, the researcher 

surveyed all participants from the three groups regarding their perceptions of the 

treatment.  The delayed posttest was administered after 1 week.  The testing 

sentences of pre and post and delayed posttests are identical with regard to the stress 

patterns. 

4. Testing Scores and Intrarater Reliability 

For scoring, these imitations were judged by three English teachers, using a 

5-point scale as follows: 

1 point = The final content word has no greater stress.  Content and function 

words are equally stressed.  The stressed syllables in content words are not 

significantly expanded with greater loudness and higher pitch than function words.  

Function words are not reduced. 
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3 points = Content words are somewhat more expanded, louder and have higher 

pitch than function words.  The final content word has slightly greater stress.   

5 points = Stress patterns approximate those of a native speaker.  Content words 

have higher pitch and are expanded and louder.  Function words are shortened and 

reduced.  The final content word has the greatest stress.  

To achieve the interrater reliability, sentence stress production was rated 

independently by three native TESOL (master’s or doctoral) students at Alliant 

International University in San Diego, California.  Then, the researcher obtained the 

correlation of their ratings to make sure their rating correlated.  The raters were 

instructed on sentence stress placement before rating the participants’ performances.  

The raters gave a score from 1 to 5 to show how accurate the extent of each 

participant’s sentence stress placement was by listening to all six sentences.  

Participants were recorded 18 times for three sets of six sentences.  In all, 86 (subjects) 

x six (sentences) x three (pre/post/delayed-posttest) items were judged.  The 

researcher needed to add up all three raters’ scoring to get the three final scores of each 

student from the three tests.  Comparing the mean scores enabled the researcher to 

investigate all three groups’ achievement in pre, post, and delayed posttest.   
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IV. RESULT 

Regarding the quantitative data, the researcher performed two-way ANOVAs, 

with “between-subjects” variable as three types of instruction (explicit, implicit, 

noticing, and “within-subjects” variable as time (pre, post, delayed) in order to 

investigate the mean differences among the three groups A, B, and C on the three tests 

(Turner & Thayer, 2001).  The 2-way ANOVAs enabled the researcher to determine 

whether the three means scores of the three groups were significantly different.  When 

they were significant, the researcher performed post hoc analysis to compute the 

significance between two groups and show which group outperformed the other group 

and on which test.  This quantitative analysis applied to the mean scores for learning 

outcomes ultimately enabled the researcher to answer the first research question.  

To estimate participants’ perceptions toward the effectiveness of explicit, 

implicit, and noticing instruction, the means of the semantic differential 5-point scale 

were calculated and compared as descriptive statistics. 

In terms of the qualitative data, the researcher first developed categories of 

information with free responses obtained from two open-ended questions.  Then, the 

researcher ranked the commonly cited theme to indicate the number of responses.   

 
1. Independent Raters’ Assessment of the Pre, Post, and Delayed Posttests:  
Interrater Reliability: Correlation 
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The participants were members of three intact English classes, which were 

randomly assigned to a treatment group.  Explicit instruction attempts to address the 

relationship between content words and function words and how sentence stress is 

placed, whereas implicit instruction only focuses on the intonation of the whole 

sentences.  Noticing instruction, without defining content and function words, 

demonstrates the rhythm of English sentences.  A comparison of the three 

experimental groups’ pre, post, and delayed posttest mean scores on their recording 

was made to determine the significance.  All three experimental groups (explicit, 

implicit, and noticing) were administered pre, post and delayed posttests regarding the 

production of English sentence stress.   

The pre- and post-data were collected before and after the instruction.  Each 

participant was asked to read 18 English testing sentences in the pre, post, and delayed 

posttests.  All testing sentences were recorded through the microphone in the 

audio-visual lab of Shin-Min High School.  The six pretest sentences were recorded 

right before the instruction.  The six posttest sentences were recorded immediately 

after the instruction.  The six delayed posttest sentences were recorded 1 week after 

the posttest.   

Aiming for the investigation of learning behavior and perceptions of three 

instructions in the present study, the researcher also surveyed the participants for 
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qualitative data.  The quantitative analysis was later performed to measure 

participants’ performance and to answer the research question “Is there a significant 

difference among the learning outcomes of the explicit, implicit, and noticing groups?”  

The qualitative analysis was performed to answer the research question “What are 

participants’ perceptions of the effectiveness of their sentence stress instruction?” 

The data were rated according to a 5-points scale measuring participants’ 

production of sentence stress.  A Pearson product-moment correlation was calculated 

for the relationships among Rater 1, Rater 2, and Rater 3 in the pre, post, and delayed 

posttest (Cronk, 2006).  Table 4 presents the interrater reliability correlation according 

to the pre, post, and delayed posttests.  

Table 4 

Interrater Reliability: Correlation 
  

Pretest 
 

 
Posttest 

 
Delayed posttest 

 
Rater 1  
Rater 2 

 
 
 

 
r = .395  
p = .000** 

 
 

 
r = .131 
p = .233 

 
 

 
r = .239 
p = .028* 

 
Rater 2 
Rater 3 

 
 
 

 
r = .313 
p = .004** 

 
 

 
r = .349 
p = .003** 

 
 

 
r = .137 
p = .214 

 
Rater 1 
Rater 3 
 

 
 
 

 
r = .354   
p = .001** 

 
 

 
r = .324 
p = .001** 

 
 

 
r = .432 
p = .000** 

Note.  ** Correlation is significant at the 0.01 level (2-tailed). 
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A significant linear relationship was found among all three raters in the pretest.  

For the pretest data, a strong positive correlation was found (r(82)=. 395, p<0.001 

level), indicating that the scorings of Rater 1 and Rater 2 correlate highly.  A strong 

positive correlation was also found (r(82)=.354, p<0.01 level ), indicating a significant 

linear relationship between Rater1 and Rater 3.  The strong correlation that was 

significant was found between Rater 2 and Rater 3 (r(82)=.313, p<0.01 level). 

Rater 2 and Rater 3, as well as Rater 1 and Rater 3, agreed with each other’s 

judgments on the posttest.  Regarding the posttest data, a strong positive correlation 

was found (r(82)=. 349, p<0.01 level), indicating that the scorings of Rater 2 and Rater 

3 correlated highly.  The strong correlation that was significant was also detected 

between Rater 1 and Rater 3 (r=(82)=.324, p<0.01), whereas disagreement was found 

on Rater 1 and Rater 2’s rating (r(82)=.131, p>0.05). 

Rater 1 and Rater 3, as well as Rater 1 and 2, agreed with each other’s judgments 

on the delayed posttest.  In terms of the delayed posttest data, a strong positive 

correlation was found (r(82)=.432, p<0.001 level ), indicating a significant linear 

relationship between Rater 1 and Rater 3.  The correlation that was significant was 

found between Rater 1 and Rater 2 (r(82)=.239, p<0.05), whereas Rater 2 and Rater 3 

had disagreement on each other’s assessments (r(82).137, p>0.05 level). 

2010 HICE Proceedings - Page 942



In summation, the result of the independent raters’ assessments correlated the 

best in the pretest.  In the posttest, Rater 2 and Rater 3 agreed with each other, whereas 

Rater 1 and 2 disagreed with each other’s ratings.  In the delayed posttest, in contrast, 

the correlation was found not significant between Rater 2 and Rater 3’s judgments.  

Overall, their judgments were significantly correlated, so they seemed to be rating in 

similar ways. 

2. Between-Groups Comparisons 

Although the mean performance of all three groups slightly decreased on the 

posttest, the mean performance of the noticing group on the posttest was found to be 

significantly higher than the explicit and implicit groups.  Table 5 shows the mean and 

standard deviation of all three groups.   

Table 5 

Means and Standard Deviation Among Groups 
 
Variable 

 
Explicit Group1 

 
Implicit Group2 

 
Noticing Group3 

 

  
M 

 
SD 

 
M 

 
SD 

 
M 

 
SD 

 
Pretest 

 
11.13

 
 

 
1.79

  
10.93

  
.72

  
11.81 

 
 

 
1.50 

 
 

 
Posttest 

 
10.93

 
 

 
1.55

  
10.31

  
1.22

  
11.36 

 
 

 
1.71 

 
 

 
Delayed 
Posttest 

 
 

11.19 

 
 
 

 
 

1.85 

 
 

 
 

10.33

  
 

.89

  
 

11.18 

 
 

 
 

1.65 
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Note.  n1=28, n2=23, n3=32. 

Table 6 illustrates the mean performance between groups.  The two-way 

ANOVA illustrates the comparison among the three groups’ pretest scores was 

approaching significance (F=2.906, p>.05).  The result indicates that immediately 

after the instruction the noticing group significantly outperformed the explicit and 

implicit groups, as shown in Table 6. 

Table 6 

Comparison Between Groups  
 
Variable 
 

 
N 

 
F 

 
P 

 
Pre 

 
28 

 
2.906 

 
.060 

 
Post 

 
23 

 
3.102 

 
.050 

 
Delayed 
 

 
32 

 
2.478 

 
.090 

 

3. Post Hoc Multiple Comparisons 

 Post hoc analyses have also been used to investigate which group outperformed 

any of the other two groups during the posttest period.  As shown in Table 7 below, the 

performance levels for the noticing group were significantly higher than the implicit 

group’s at the post time period.  It shows that noticing instruction led to higher scores 

on the post period. 

Table 7 
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Post Hoc Multiple Comparisons 
 
Variable 
 

 
Group 

 
M 

 
P 

 
Post 

 
Noticing/Explicit 

 
.42411

  
.288 

  
Noticing/Implicit 

 

 
1.04321

 
* 

 
.015 

Note.  Significant at **p<0.01, *p<0.05, m=mean performance. 

4. Difference Score Comparisons 

According to Table 8, the comparison among the three groups’ pretest scores was 

not significant (F=2.906, p>.05).  However, since it approached significance (p=.06), 

there was concern that the three groups of participants started out at different levels of 

ability on the pretest.  In particular, the quantitative data show that 68.85 of the 

noticing participants were previously instructed the same concept of sentence stress 

placement and spent the greatest amount of time practicing speaking.  Therefore, to 

ensure that confounding variables have been controlled in the study, an additional 

two-way ANOVA was performed to investigate which group outperformed any other 

two groups, according to their true improvement from pre to posttest, from post to 

delayed posted test, and pre to delayed posted test.   

As shown in Table 8, the new variables are created and calculated as DS1 

(posttest mean minus pretest mean), DS2 (delayed posttest mean minus pretest mean), 

and DS3 (delayed posttest mean minus posttest mean).  Table 9 below shows a 
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significant difference among three groups’ different mean scores from post to delayed 

posttest.  

Table 8 

Means and Standard Deviation Among Groups 
 
Variable 

 
Explicit Group1 

 
Implicit Group2 

 
Noticing Group3 

 

  
M 

 
SD 

 
M 

 
SD 

 
M 

 
SD 

 
DS1 

 
-.19

  
1.16

 
-.61

 
1.11

 
-.45  

  
.85  

 
 

 
DS2 

 
.06

  
1.45

 
-.59

 
.92  

 
-.63 

  
1.05 

 
 

 
DS3 
 

 
.25

  
1.37

 
.02

 
1.11

 
-.18 

  
.99 

 
 

Note.  n1=28, n2=23, n3=32. 
 
Table 9 
Comparison Between Groups  
 
Variable 
 

 
N 

 
F 

 
P 

 
DS1 

 
28 

 
1.083 

 
.343 

 
DS2 

 
23 

 
3.100 

 
.050 

 
DS3 
 

 
32 

 
1.047 

 
.356 

Post hoc analysis has also been used to investigate which group outperformed 

any of the other two groups from post to delayed posttest.  As shown in Table 10 

below, the performance levels for the explicit group were significantly higher than the 
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noticing group’s from post to delayed posttest.  It indicates that explicit instruction led 

to higher scores from post to delayed posttest. 

Table 10  

Post Hoc Multiple Comparisons 
 
Variable 
 

 
Group 

 
MD 

 
P 

 
DS2 

 
explicit/implicit 

 
.65637 

 
.050 

  
explicit/noticing 

 
.69196* 

 
.025 

 

Note.  Significant at **p<0.01, *p<0.05, md=mean difference. 
 

V. CONCLUSIONS 

In the present study, the researcher compared the effectiveness of explicit, 

implicit, and noticing instruction according to the ability of participants to produce 

sentence stress.  Compared to unstressed function words, stressed content words are 

more salient and therefore easier to notice.  Because the detection of stressed syllables 

is usually faster than unstressed syllables in continuous speech, the distortion of the 

speech signal is easier to detect in stressed syllables.  Lexical access then starts with 

segmenting speech signals according to the strong syllables.  With regard to the 

saliency of stressed syllables, they are quite easier to detect when unstressed syllables 

are squeezed.  At the sentence level, with expanded content words and the reduction of 

function words, the interlocutor will pick up words carrying important information. 
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However, the saliency of stressed words could be ignored due to learners’ 

syllable-timed L1 language behavior.  The instruction thus attempts to make stressed 

content words stand out more than the unstressed function words.  In the present study, 

the explicit group was instructed with the whole concept of content words and function 

words:  (a) words that take stronger beat, (b) words that are reduced, and (c) the word 

that takes the strongest beat.  The implicit group was taught to focus on and get a sense 

of the melody (intonation) of the whole sentences.  The noticing group, without being 

aware of the differentiation on content and function words, tried to locate words with 

strong and the strongest beats by clapping.  Basically, both explicit and noticing 

instruction serve to draw attention to those words carrying more weight than others.  

Although there is only one group titled “noticing,” noticing to the language features of 

English rhythm is expected to happen in both the explicit and in the noticing group.   

Testing sentences that contained similar and structured stressed patterns was 

designed to evaluate participants’ performance repeatedly in the pre, post, and delayed 

posttests.  The explicit and noticing participants were expected to first notice words 

with the beats and then emphasize the strongest beat in the sentence.  The rhythm of 

English is not expected to be noticed during the implicit treatment.  Instead, the 

implicit group was only expected to “sing” along with the melody of target sentences.  

Perceptually, the input enhancement of the sentence rhythm was absent in implicit 
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instruction.  In the following sections, the researcher has interpreted the results in 

relation to the previously reviewed theories and makes suggestions for future research. 
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Abstract 
 
Typhoon Morakot, a medium-sized typhoon, hit Taiwan by its worst floods in half a 
century on August 8, 2009. The typhoon left in its wake more than NT $1 billion in 
damages and lots of people dead, missing, and injuries.  A numbers of organizations 
and associations in Taiwan initiated volunteer rescue forces.  The purpose of the 
study is to explore the experience of a Taekwondo team who participate typhoon 
Morakot volunteer rescue in Taiwan, 2009.  Four taekwondo athletes and a coach 
who volunteered typhoon Morakot volunteer rescue were completed an in-depth focus 
group interview.  Constant comparison method was applied to analyze the 
information.  The results show that: (1) “Do” has been a life philosophy and life 
values with daily life experience in Taekwondo athletes; (2) “Do” enhanced their 
stamina and endurance during the rescue process; (3) the oath of Taekwondo matches 
the social merit of volunteer rescue and motivated Taekwondo athletes to participate 
volunteer rescue, and (4) through participating volunteer rescue helped athletes to 
respect and trust their coach more and to agree with the “do” in Taekwondo training.  
The study concludes that participating volunteer rescue helped taekwondo athletes to 
understand more “do” in Taekwondo practice. The study suggested that taekwondo 
athletes and coaches shall involve more volunteer work as the experiential life 
education. 
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ABSTRACT 

 

Problems faced by women in Adult Education Programmes: The case of 

Limpopo Province of South Africa 

 

Many people with low income or none cannot extricate themselves from a hopeless 

existence because of inadequate amounts of education and training. Although 

increased education does not automatically mean a better life nor is education a 

panacea to cure all social ills, adult education should provide programmes that are 

more relevant to address the needs of learners, especially in rural areas.  

Citing lack of motivation as a reason for non-participation in educational programmes 

or dropping out can be problematic as it may lead to a tendency to blame individuals 

for not participating, rather than enabling or disabling conditions surrounding them. It 

must be made clear, then, that the use of the term motivation is not meant to imply 

that individuals actually make a choice based on personal preferences about whether 

or not to participate. Indeed, the individual condition of being motivated depends 

much on the contextual and situational conditions, and perhaps other factors as well. 

This implies that although people may be motivated to take part in educational 

programmes, there may be a number of factors that can deter them from doing so. The 

paper will therefore highlight some of the barriers that hinder participation in adult 

education programmes in South Africa, a country that is characterised by high levels 

of illiteracy, unemployment and poverty. 

 
 
 
 
 
 

2010 HICE Proceedings - Page 952



 
 
Introduction 

 

Adults may wish to attend or take part in educational programmes but may be 

hindered by a number of elements. Citing lack of motivation as a reason for 

nonparticipation in educational programmes or dropping out can be problematic as it 

may lead to a tendency of blaming individuals for not participating, rather than 

enabling or disabling conditions surrounding them. It must be made clear, then, that 

the use of the term “motivation” is not meant to imply that individuals actually make 

a choice based on personal preferences about whether or not to participate. Indeed, the 

individual condition of being motivated depends much on the contextual and 

situational factors and conditions, and perhaps other factors as well. This implies that, 

although people may be motivated to take part in educational programmes, there may 

be a number of factors that can deter them from doing so. 

A number of authors; Hirsh and Wagner (1995) and Henry and Basile (1994) have 

grouped the deterrents into four categories, namely: the situational, institutional, 

dispositional and informational factors. Each of these factors will be highlighted 

below. 

 

Situational factors 

 

Situational factors involve circumstances that are related to an individual’s external 

situation at a given time. According to Henry and Basile (1994:67) financial 

constraints can be a barrier to learning for adults. They may not be able to afford to 

pay for the programmes no matter how relevant they are. As a result, they will not be 

able to take part. Looking at the situation of poverty, unemployment and poor housing 

in Limpopo, it is reasonable to assume that money may be one of the biggest 

problems. 

Lack of childcare facilities, for instance, can also be a problem, especially for women. 

These factors are, as Hirsch and Wagner (1995:164) state, relatively uncontrollable 

demographic features. They also include circumstances such as age, gender, level of 

prior learning, the number of children in the household and so forth. 
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The following is an excerpt from a speech given by one adult learner at Confintea V 

in the AETASA Newsletter (Adult Education and Training Association in South 

Africa, 1997:1): 

 

“I want to continue to learn and progress with my learning but there are many 

difficulties for us as adult learners; for example we learn under conditions that are 

not conducive to learning and we also do not have money to pay for ourselves to 

continue our education”. 

 

The above quote indicates that there could be such problems and even more. Funding 

for Adult Basic Education and Training programmes has been a problem for quite 

some time. This problem disables more adults to continue learning because of their 

impoverished backgrounds. 

 

Institutional factors 

 

All circumstances about the institution that discourage participation of adult learners 

are referred to as institutional barriers. Hirsch and Wagner (1995:164) regard these as 

those factors that include the features of a particular adult learning programme. One 

may give an example such as a place where classes are located, the content of the 

programmes, qualities and gender of the educator or fellow participants and funding 

available to keep the programmes running smoothly. To stretch these examples 

further, this means that sometimes in the rural areas, classes are attended far from 

home, or the content may not be relevant for adults who want to attend or most 

crucially men may not feel comfortable to attend with one another in the same class. 

Other examples would be the absence of childcare facilities for those women who 

have children or are taking care of their grandchildren. The availability of transport to 

and from class when needed may also pose as a major problem. 

 

The Report on the conference on ABET on Trial (2000:7) quotes Miller, the Chief 

Executive Officer of PROLIT, saying that there has been “massive hemorrhaging”, 

that shrinking in ABET is a reality. He reiterates that ABET is faced with a growing 

number of adult learners who cannot pay for the services they need, and therefore 

government should acknowledge that ABET is in crisis. If there are no sufficient 
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funds for programmes, then it becomes clear that learners will not be interested in 

participating in such programmes. It further indicates that learners will not get 

programmes that appeal to their daily needs. 

 

Gender is also a very crucial issue in adult education. For instance, in the findings of a 

research conducted by Malale (1996:111), one adult educator indicates that male adult 

learners have a tendency of not attending classes if female educators teach them. The 

same goes for those men who do not want to attend with their female counterparts 

because of their manhood. 

 

These institutional factors become serious hindrances for participation in adult 

education programmes. Most of the time classes are conducted in the 

afternoon/evenings in areas where there is no electricity or where classes are a bit far 

from the learners’ homes. This makes it difficult for learners to attend regularly. In a 

pilot study on Basic Teaching Skills for Adult Educators at the University of the 

North (1997), one of the educators mentioned that some men do not allow their wives 

to be out at night to attend classes. This in itself contributes to the minimal attendance 

in programmes. 

 

Dispositional factors 

 

Dispositional factors entail lack of confidence or guilt about conflict with domestic 

responsibilities, for example. Hirsch and Wagner (1994:67) regard these as internal 

beliefs and attitudes about educational programmes that impede participation. These 

factors are also referred to as “psychological” obstacles, by Merriam and Caffarella 

(1991:88). These are beliefs and values, attitudes and perceptions about education or 

about oneself as a learner. One commonly known example is the one where perhaps 

people associate education with the past experiences of Bantu Education. This was the 

under-funded and ill-equipped official education offered in all homelands meant for 

all the black people in South Africa. In one way or the other, adults unconsciously do 

not want to see themselves subjected to the same kind of treatment they experienced 

some time ago. 
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Informational factors 

 

Informational factors involve not only the institutions’ negligence in communicating 

information about available programmes, but also the adults’ failure to seek out and 

use the available information, for without it, potential participants will not be aware of 

the existence of the programmes. These factors may be called structural barriers such 

as poor access to information and guidance as well as the absence of suitable training 

opportunities. That is why the issue of recruitment in adult education becomes a very 

crucial component. 

 

Information and awareness must be viewed in a slightly different way. This means 

that those who register an interest in a specific Adult Basic Education and Training 

programme, must in a sense be aware of the programme beforehand. Henry and 

Basile (1994:64) propose that educators should try and employ more sources of 

information to inform people about adult education activities in their communities. 

 

Images and perceptions about Adult Basic Education and Training 

 

In the presentation of preliminary research findings on implementation problems in 

ABET, Mabasa and Rampedi (2000) came across different puzzling metaphors with 

regard to the Adult Education field in general and mainly the formal provision in 

Adult Education in the Limpopo Province. Of course, these reactions may be spotted 

countrywide. The following are some of the metaphors: 

 

• Adult educators are regarded as the Principals of ‘bakgekolo’ (old 

grandmothers); 

• Adult education coordinators regard themselves as ‘hose pipes’; 

• ABET is regarded as a legitimate cousin (whose cousin?); and  

• When the budget is over, all ABET activities come to a halt. 

These are just but a few of what may be called ‘beliefs’ of different people about what 

ABET is all about. These negative images and perceptions are enough to indicate to 

us where other people (adult learners, communities and adult education practitioners) 

place adult education. The metaphors mentioned above do not come as a total 
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surprise. During the needs analysis conducted by Rakoma (1999:89) in Region 5 of 

the Limpopo Province, some of the adult learners mentioned that other members of 

the community ridicule them. They see them as failures, foolish and incompetent. 

Could it be because of the structure of ABET and the levels; that people are seen to be 

in their first years of schooling, sitting in small chairs and tables like children, using 

almost the same curriculum as the one used in formal schools?  

 

These issues cited above can, on the one hand, be the problem. On the other hand, 

educators also see Adult Basic Education and Training as a ‘stepping ladder’, 

something that connects them to better jobs or promotions. For the unemployed 

educators, it could be a way of creating job opportunities for themselves. 

 

What implications are there for Adult Basic Education and Training programmes 

development with all these beliefs and perceptions? Could it be that adults are taught 

for the sake of being taught? Could it be that practitioners are involved in ABET 

activities so that they can earn money and nothing more? What about the 

communities? Are they actually aware of what adult education is all about? Perhaps 

they only attach the reading and writing aspects to it and nothing more, which they 

feel, may not be so very important. Of course the people in these communities are 

poor and unemployed. But they should also value the importance of being able to read 

and write, also as a way of moving towards other spheres of life. All these images that 

are portrayed contribute negatively towards developments in the field of study. They 

also serve as barriers to adults’ participation in the programmes. 

 

Other deterring factors 

 

In general, looking at the overall adult education context, implies a comprehensive 

consideration of the various factors that, influence learning and the application 

thereof. Crucial factors that go beyond the four may include the opportunity available 

for an individual learner to benefit from the learning offered, the social or community 

support an individual receives, and the ability to perceive benefits that exist, all of 

which interact to form motivational force that influence adult life. 

Another fact to note is that adults may not participate in educational programmes 

because of anxiety that may cause some resistance. Van der Kamp (1992:192) argues 

2010 HICE Proceedings - Page 957



that anxiety and resistance can hinder the learning of initially poorly educated people, 

who after a long time return to school or participate in Adult Basic Education and 

Training programmes. For example, negative memories may emerge and it is possible 

that acquired knowledge gets unsettled. Added to this is that there can be fear of 

failing in front of the group and that may lead to poor self-confidence.  For example 

some adults fear to approach adult centers because they feel they may be ill-treated.  

 

“Everyday we can see the university buildings. We always wonder if this big 

institution with all its knowledge cannot help us. But we do not know how to ask, we 

are afraid they will send us away” (Stevens, 1994:35). 

 

The foregoing pronouncement is quoted from a research report on functional 

(il)literacy, in Ga-Mothapo village in Limpopo. It may be possible that men and 

women suffer from confused national and even provincial policies and attempts 

which, on the one hand, seek to encourage increased participation in adult education, 

while on the other hand, create bureaucratic barriers that prevent adults from gaining 

access to and pursuing education. 

 

All what has been discussed above can be summed up by Tennant’s contention 

(1993:35-36) who maintains that the task of adult education is to design programmes 

that promote the following: 

 

• Voluntary participation; 

• Respect for self-worth; 

• Collaborative learning; 

• Praxis-activity/reflection;  

• Collaborative analysis; 

• Spirit of critical reflection; and 

• The nurturing of self-directed empowered adults. 

 

Adults should see themselves as proactive, initiating individuals who are engaged in a 

continuous recreation of their personal relationships, work worlds, and social 
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circumstances, and not as reactive individuals buffeted by uncontrollable forces of 

circumstances.   
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Abstract 
 

WebQuest is an inquiry-oriented activity which are designed to make effective 

use of students’time and to support their thinking and active involvement at the levels 

of analysis, synthesis, transformation of information, and evaluation by gathering and 

retrieving information on the Internet. The main purpose of this study was to 

investigate effectiveness of implementing inquiry-based activities by using WebQuest 

teaching strategy on college students in English composition classes. Participants 

were sixty-five freshman college students who enrolled in the researcher’s two 

English composition classes. Students were to receive WebQuest instruction to design 

their own topic in using WebQuest platform during 11 weeks. Students’ perceptions 

and their learning outcomes were gathered via quantitative and qualitative data. The 

quantitative data included the questionnaire on students’ learning feedback. The 

qualitative data included the students’ reflection journal, students’ learning 

worksheets and interview recordings. The findings revealed that 82% students’ 

attitudes are positives toward WebQuest teaching strategy. Participants were reported 

that teacher’s guideline helped them to have learning autonomy to create their 

concepts on the topics in their learning process. They also faced one common 

challenge that analyzing online information in English was difficult. Under context of 

WebQuest inquiry-based learning, participants were supportive of their teacher’s 

2010 HICE Proceedings - Page 962



useful resources on the Internet and face-to-face conferencing to solve their problems.  
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Introduction  
Many useful tools integrating computer (Internet) use in classroom have been 

implemented greatly since personal computers first appeared in classroom learning 
and teaching. Some of these proposed uses have worked on students’ learning, while 
others did not have any impact on students’ learning. Educators and teachers should 
seriously evaluate the validity of uses before implementing in the classroom curricula.  

One of the latest implementations to gain popular status is Web Quests, which 
involves having students access the Web to complete a task or solve a problem. The 
WebQuest is created by determining a problem to be solved, defining the steps 
involved in solving the problem, and providing resources for students to use. In the 
process of problem solving, students learn skills in an interactive approach develop 
their higher order thinking.  

Previous Studies 
WebQuest Activity 

WebQuest, a term created by Dodge and March (Dodge, 2001), is one of the 
latest practices in classroom use of the Internet and World Wide Web. The WebQuest 
is an instructional tool for inquiry-oriented learning in which learners interact with 
resources on the Internet, develop small group skills in collaborative learning and 
engage in higher level thinking. A well-designed WebQuest typically contains six 
parts: (a) introduction; (b) task; (c) information sources ;(d) description of process; (e) 
guidance ;and (f) conclusion (Dodge,1995). These sections guide learners through 
WebQuest activities by providing descriptive background information, defining tasks, 
supplying information resources needed to complete tasks and offering a descriptions 
of the process learners should complete these tasks.. The critical attributes of a 

WebQuest activity include: 

1. an introduction that sets the stage and provides some background 

information,  

2. a task that is doable and interesting,  

3. a set of web-linked information sources needed to complete the task,  

4. a description of the process the learners should go through in 

accomplishing the task,  

5. some guidance on how to organize the information, and  

6. a conclusion that brings closure to the quest and reminds 

participants of what they have learned. (Dodge, 1997) 

Dudeney (2003) recognizes the WebQuest model as a potential 

pedagogical tool by pointing out several advantages. They include providing a 

relatively easy way to incorporate the Internet into the language classroom, 

encouraging critical thinking, leading to more communication and interaction 
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through group activities, and eliciting greater learner motivation through 

interdisciplinary studies as well as “real-life” tasks.  

As suggested by Ge Stoks (2002), WebQuests benefit language learning in 

several aspects. Engaged in a WebQuest activity, learners have the possibility of 

being exposed to the target language by surfing on the web. Making sense out of 

the web documents while skimming and scanning websites is a useful exercise for 

learners to increase their language comprehension. Moreover, the problem-

solving approach of WebQuests may facilitate language learning.  

Abdullah (1998) also notes that by posing language learners problems like 

those found in real life, the gap between language use in the real world and that in 

the school setting can be bridged. He further contends that when language 

learners go through the inquiry process to develop solutions, they need to use 

language to obtain and communicate information and present their findings, thus 

learning to listen, speak, read, and write effectively.  

In addition, WebQuests can be designed to offer learners opportunities to learn 
multiple knowledge representations and multiple perspectives so that they can realize 
the real-world complexities to which the knowledge is applied. With multiple 
knowledge representations (Spiro et al., 1994) learners experience the same content in 
different ways, with different activities and multiple media forms. That means that 
learners can flexibly use their new knowledge in a real-world context. According to 
Lim’s statements( 2004), a well-designed WebQuest also provides learners with 
cognitive tools and procedural guidance ,especially when a balance is created between 
the system-generated guide and the human facilitator. Also, a WebQuest promotes 
thoughtful literacy because it enables learners to process information using a variety 
of complex thinking skills ( Bradshaw, Bishop, Gens, Millers, & Rogers, 2002). 
WebQuests offer useful tools for reading and learning contexts on the Internet.  

With 99% of U.S. public schools reporting Internet access (National Center 
for Education Statistics,2002), more attention is now being focused on the potential of 
the Internet as a learning tool. Several studies (Bradshaw et al., 2002; Owen et al., 
2002; Ridgeway et al., 2002) have theoretically linked WebQuest to the development 
of higher order thinking skills. Moreover, the problem-solving strategies required by a 
WebQuest task with real-world relevance promote students’ critical thinking 
(Mathison & Pohan, 1999; March, 1998) and inspire them creativity and imagination 
(Lipscomb, 2003). Studied also show that students enjoy learning with WebQuests 
and gain deeper understanding of the subject matter through WebQuests (Mathison & 
Pohan, 1999; Lipscomb,2003). Finally, the WebQuest is believed to benefit language 
learning because a WebQuest activity exposes students to rich and authentic target 
language experience and encourages real communication (Ge Stock,2002). Moreover, 
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a number of empirical research have indicated that students have a positive attitude 
toward assisted language learning environment (Felix, 2001; Liou,1997; Shen,1999). 
With the respect to the research of Web-based writing instruction and student’s 
anxiety over writing, these studies have shown that this instruction was effective for 
their language skills in generall.( Hassan,2001; Masny & Foxall,1992; Stepp-Greany , 
2002). However, more of these studies, including those focusing on the specific area 
of second/foreign writing, demonstrate that students have positive attitudes and 
improve their language performance in a web-based learning environment. Still, little 
empirical research actually exists that show that Internet resources can be integrated 
into foreign language instruction to yield expected outcomes. In this study, we 
focused on the use of WebQuests to design and deliver writing instruction to enrich 
classroom interactions. More specifically, our goal was to demonstrate how to 
integrate and use multiple tasks of WebQuests to facilitate students’ writing skills 
learning and their higher order thinking. The purpose of this study was to gain further 
insight by conducting a survey that addressed the following research questions: 

 
 Research Question 1: What are the factors critical to WebQuest learning as 

perceived by learners?   
 Research Question 2: Are there any differences between traditional instruction 

and an inquiry-oriented approach in their perceptions of WebQuest learning? 
 Research Question 3: Are there any differences for students’ writing 

instruction in 
 terms of WebQuest learning?  

 
Methodology  
Participants 

Sixty subjects participated in this study. Subjects were students at one 
university in Taiwan. There were all freshman students taking English composition 
class as their required class for one academic year. Nearly ninety percent of the 
students in this class were able to have access Internet and use some educational 
software for specific learning tasks. E-learning center (computer lab) classroom is 
available for these students. 

Instrumentation and procedure  
Data collection was preceded by selections of a topic for the WebQuest and 

some activities on the website. Participants’ interests and choices were given special 
consideration in this process. And a WebQuest on health issue was eventually chosen. 
The Web-Quest was lasting 10 weeks and interdisciplinary, including English writing. 
After critically evaluating the WebQuest by the instructor, students and teachers 
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develop the questions as well as the activities both online and offline that would 
strengthen students’ thinking and interpersonal skills.  

A website was set up in collaboration with participants, where we posted 
students’ homework and links to other websites. Data collection and analysis were 
accomplished using the action research paradigm (McNiff, 2002). This paradigm gave 
us the opportunity to plan, closely observe, reflect on, evaluate, and generate new 
understanding about teaching and learning in a Web-based environment. During data 
collection, the participants were taught for 60 minutes per lesson, once per week, at 
the schools’ computer lab. Activities for each lesson included a review of previous 
lessons, question-and-answer sessions, group discussions, and hands-on activities.  

Data collection included observations, field notes, written artifacts, evaluation 
rubrics, and reflective journals. This triangulation of multiple-data collection is 
designed to support trustworthiness, however, it should be concerned that 
interpretation of these data was still subjective (Fine,1994). There were audiotapes of 
semi-structured interviews of participants, classroom interactions, and discussion. 
This action research paper was thoroughly analyzed in terms of ongoing throughout 
the data collection process, observation and reflection. Audiotapes were transcribed 
and field notes, students’ writing samples, and their writing performance.  

 
Results and Discussion 

Student reports: interviews 
Thirteen students voluntarily participated in semi-constructed interviews about 

their perceptions of course and use of WebQuest. Overall, all of the students reported 
having positive experiences with WebQuest writing instruction. Most also expressed 
the belief that build their confidence on English writing, “ We did it step by step and 
got the sense of achievement.” Included below are typical responses about the use of 
WebQuest in writing class. 

 
We got the sense of achievement because we built the website. We were 
satisfied with process.  
 We have lots of pictures from friends, and our content is quite clear such as 
weather and travel resorts. 
Team spirit! Some of our group members would ask for task actively. 
We went through the process, and finally we have it accomplished.  
 
Many students participating in the interviews noted an appreciation of being 

able to express their feelings. It is also interesting to observe that many of same 
learners who expressed frustration in their learning WebQuest probes.  
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We found the repeated information, and sometimes there are some invalid 
links. 
We had to pay much attention to check the information on the websites. 
Otherwise, the content might not consist with our topic.  
Gathering the information is the most difficult one. Some of the information 
was not academic enough.  
 

Students reports: course evaluations 
Students are willing to supply their feedback after completing their WebQuest 

project. Sixty-five students submitted a course evaluation for the spring semester of 
2009. Students expressed the importance of cooperation. Included below are their 
evaluations of WebQuest activity. 

 
One or two people were not so responsible. In my opinion, team work is much 
more important than outcomes. 
Find the topic that everyone was interested in, distribute the tasks fairly. As to 
writing, I think that using simple expression as much as possible can make 
people understand easily.  
Have more discussions and cooperation is important. 
 
Participants’ perception of the WebQuest activity form this study was 

consistent with previous teacher evaluations of Web-based ESL/EFL language 
learning activities where Web resources were utilized (Aida,1995; Shetzer,1995).It 
also strengthened the results of prior studies on ESL/EFL learners perceptions of 
using Web resources for language learning (Felix, 2001). And for learning writing 
specially (Alias &Hussin,2002; Lin& Hsu,2000).More importantly, it echoed the 
results of prior practice and research in which WebQuests were employed in learning 
various subject matter at different learning contexts.( Lipscomb,2003; Peterson et.al., 
2003).  
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Conclusion 
The premise of this current study was to investigate college EFL learners’ 

perception of using WebQuest teaching strategy to implement inquiry-based 
activities. It is believed that this study that were are methods and strategies to be 
employed in the design of web-based learning environments that help learners by 
using computer technology and cultivate their awareness of cooperative learning 
during their language  learning. Instructors are able to understand learner perceptions 
may contribute to and enhance the effectiveness of learning a target language.  
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Abstract 

This article is based on a study that compared the Mathematics curriculum and the 

Mathematics Literacy curriculum at the FET1 phase. The study looked into how the 

conceptualisation of a Mathematical Literacy curriculum enhanced the acquisition of 

mathematical concepts among the learners. In order to carry out this comparison between 

the two curricula, views of 355 participants comprising of Mathematics and Mathematical 

Literacy educators, Mathematics and Mathematical Literacy Subject Advisors and Heads 

of Departments at the MST2 Units were sought. The findings of the study revealed that 

both curricula have similar learning outcomes but different assessment standards. Factors 

that hinder the learning and teaching of Mathematics in both curricula, such as lack of 

qualified mathematics educators, lack of parental support, negative societal attitudes 

towards mathematics and lack of support from the Department of Education among others 

were identified by the study. Intervention mechanisms such as the use of information 

technology as an instructional tool and using contextualised teaching and learning 

materials for Mathematics, recruiting and training mathematics educators and continuous 

professional development were suggested. Further research is necessary for exploring 

the benefits of cross-curriculum teaching and learning of Mathematical Literacy as a way 

of enhancing the acquisition of mathematical skills at the FET phase. 
 

Keywords: Mathematics curriculum, Mathematical Literacy curriculum and Further 
Education and Training Phase. 

 
Introduction and background 

 

South Africa comes from a past in which poor quality or lack of education resulted in very 

low levels of mathematical literacy and numeracy in the adult population (Department of 

Education, 2003:9). International research and studies have shown that learners from 

South Africa do very poorly in Mathematical literacy tests when compared to other 

learners in developed and developing countries (Department of Education, 2005). 

                                                 
1
 FET means Further Education and Training  

2
 MST means Mathematics, Science and Technology 
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According to the Mathematics Science and Technology Units, 55% of the learners study 

Mathematics at Standard Grade and only 5% study the subject at Higher Grade.  The 

remaining 40% do not study mathematics beyond Grade 9, thus rendering the learners 

mathematically illiterate and innumerate (AMESA3, 2000).The inclusion of Mathematical 

Literacy as a fundamental subject in the FET phase of the national curriculum is intended 

to ensure that future citizens of South Africa are numerate in the use of basic 

mathematics skills. A mathematically literate person should be able to estimate, interpret 

statistical data, solve day-to-day mathematical problems, reason in numerical, graphical 

and geometric situations and communicate using Mathematics. 

 

As knowledge expands and the economy evolves, more people work with technologies or 

in settings where Mathematics is a cornerstone. Problem solving, the processing of data 

and communication become routine job requirements. Outside the workplace, 

Mathematics is found in everyday activities.  Hence, Mathematical Literacy becomes 

necessary both at work and in daily life.  Mathematical Literacy is therefore, one of the 

keys to coping in a changing and technological society.  Confidence and competence in 

Mathematics lead to productive participation in today’s complex information society and 

open the doors to worldwide opportunities (Ontario Ministry of Education and Training, 

1999a).  Whilst the introduction of Mathematical Literacy as a compulsory subject at the 

FET phase is noble and academically justified, there are a number of areas of concern 

associated with its inception.  These grey areas will have to be identified and addressed if 

the concept of Mathematical Literacy is to achieve its intended goals. 

 

The Association for Mathematics Education of South Africa (2000), identified the lack of 

adequate numbers of qualified educators to teach Mathematical Literacy at the FET 

phase as one of the biggest challenges faced by the Department of Education on the 

introduction of Mathematical Literacy as a compulsory subject at the FET phase. 

AMESA’s (2000) arguments are based on the observation that the outcomes set for 

Mathematical Literacy require a high level of mathematical skills.  Consequently, content 

Mathematics training is necessary for educators who teach and will teach Mathematical 

Literacy. The big question is: Do the Faculties of Education at universities in South Africa 

have the capacity and resources to accommodate the re-training of educators in order to 

prepare them to teach Mathematical Literacy? 

                                                 
3
 AMESA means Association of Mathematics Education of  South Africa 
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Apart from the lack of qualified educators and learner support materials, the piloting of 

the programme in the introduction of Mathematical Literacy has never been undertaken 

(AMESA, 2003). This piloting could have highlighted the strengths and weaknesses of 

the introduction of Mathematical Literacy as a compulsory subject at the FET phase. 

AMESA (2003) was convinced that if a piloting programme had been implemented, 

concerns such as shortage of qualified educators and the lack of learning support 

materials could have been exposed, resulting in relevant intervention mechanisms being 

put in place. The successful implementation of Mathematical Literacy depended on the 

development of appropriate learning support materials.  At the moment few educators 

have the experience of teaching Mathematical Literacy and as such, there are 

inadequate teaching resources.  These teaching and learning resources should reflect 

proper selection and organisation of mathematical knowledge, skills and values 

appropriate for Mathematical Literacy. 

 

The introduction of Mathematical Literacy raises many questions that need to be 

addressed in a number of areas, such as the concept of Mathematical Literacy and how it 

will enhance the mathematical skills of South Africans in general.  

 

Outline of the paper 

 

The following section of the paper consists of: statement of the problem, purpose of the 

study, significance of the study, research design and procedures, presentation and 

discussion of findings and conclusion. 

 

Statement of the problem 

 

According to the Department of Education (2005), the introduction of Mathematical 

Literacy at the FET phase was aimed at providing learners with an awareness and 

understanding of the role that Mathematics plays in the modern world. Mathematical 

Literacy is a subject driven by life applications of Mathematics and it should enable 

learners to develop the ability and confidence to think numerically and spatially in order to 

interpret and critically analyse everyday situations and solve problems.  The learning 

outcomes and assessment standards of Mathematical Literacy were designed to enable 

all learners at the FET phase to handle with confidence the Mathematics that affects their 

lives in whatever area of life they endeavour to pursue in future. However, the 

2010 HICE Proceedings - Page 973



 4 

introduction of Mathematical Literacy as a compulsory subject at the FET phase has left 

many questions unanswered about whether the Mathematical Literacy curriculum 

provides any significant difference in as far as the acquisition of mathematical knowledge 

and skills are concerned at the FET phase. This raises an interesting question: Will 

changing the curriculum address the lack of basic mathematical literacy of South African 

learners or does it further distract the attention of educators and policymakers away from 

addressing fundamental problems such as the shortage of qualified educators teaching 

Mathematics? 

 

Hence, a comparative study between the Mathematical Literacy curriculum and the FET 

phase Mathematics curriculum was deemed necessary in order to evaluate their 

comparative impact in the acquisition of mathematical knowledge and skills by learners. 

 

Purpose of the study 

 

In this section the objectives underlying the study are highlighted. This study compared 

the FET phase Mathematics curriculum with the Mathematical Literacy curriculum in 

order to establish whether the Mathematical Literacy curriculum would bring changes in 

as far as the acquisition of mathematical skills of the learners at the FET phase is 

concerned. The comparison between the two curricula aimed at determining their 

similarities and differences in the form of learning outcomes, assessment standards or 

teaching and learning. In addition, the study aimed at identifying aspects of the 

Mathematical Literacy curriculum which were not part of the Mathematics curriculum at 

the FET phase which could enhance the acquisition of mathematical skills by learners. 

The study also intended to identify intervention mechanisms that could enhance the 

acquisition of mathematical skills at the FET phase apart from those offered by 

Mathematical Literacy. This study also sought to determine the impact of the introduction 

of Mathematical Literacy as a compulsory subject at the FET phase in enhancing the 

acquisition of mathematical skills.   

 

Research questions 

The study was guided by the following research questions: 

 What are the similarities and differences between Mathematical Literacy 

curriculum and the FET phase Mathematics curriculum? 
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 Are there common factors in both the Mathematical Literacy curriculum and the 

Mathematics curriculum that inhibit the acquisition of mathematical skills among 

the learners? 

 What aspects of the Mathematical Literacy curriculum will make a significant 

difference in enhancing the acquisition of mathematical skills? 

 What intervention mechanisms can enhance the acquisition of mathematical skills 

at the FET phase apart from those offered by Mathematical Literacy? 

 

Significance of the study 

 

The significance of the study lay in the fact that its findings provided an in-depth 

comparison between the Mathematical Literacy curriculum and the FET phase 

Mathematics curriculum with the aim of bringing out similarities and differences 

between the two curricula.  This comparison was also aimed at identifying aspects 

of the Mathematical Literacy curriculum that were not part of the FET phase 

Mathematics curriculum that helped learners to acquire life-long mathematical skills. 

The research findings highlighted other further intervention mechanisms, apart from 

those provided by the Mathematical Literacy curriculum that could help the learners 

to acquire mathematical knowledge and life-long mathematical skills. Equally 

important, the study identified factors that impeded the acquisition of mathematical 

skills in the Mathematics curriculum that could equally be factors in the 

Mathematical Literacy curriculum. In addition, this study provided platforms for 

further research work by curriculum developers and research institutions in setting 

up literacy programmes, such as reading literacy and scientific literacy.  The 

question is: Does the introduction of Mathematical Literacy solve all the 

problems related to the acquisition of mathematical knowledge and skills at 

the FET phase?  Thus the findings of the study provided a critical analysis on the 

extent to which the concept of Mathematical Literacy enhanced the acquisition of 

mathematical skills of the learners at the FET phase.  This was a critical issue 

especially after a report by the Third International Mathematics and Science Study 

(TIMSS, 1998) showed that the South African Grade 12 learners performed worst 

among twenty-two countries that participated in the Mathematics and Science study. 

Centre of Development and Enterprise (CDE) (2004) also showed that South 

African learners are extremely weak in Mathematics. 
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Reforming the teaching and learning of Mathematics 

 

During the past quarter of the century there has been considerable rhetoric about the 

need to reform the teaching and learning of Mathematics.  The standards-based reform 

movement now under way in many countries, states and schools is the outcome in 

response to calls for change. The central philosophy underlying this shift in epistemology 

is for learners to become mathematically literate (Romberg, 1985). 

 

The concept of this epistemological shift involves moving from judging learner learning in 

terms of mastery of concepts and procedures to making judgements about learner 

understanding of the concepts and procedures and the ability to interpret mathematical 

problem situations.  In the past, too little instructional emphasis was on the understanding 

of mathematical concepts and the tests used to judge learning failed to adequately 

provide evidence about understanding or ability to solve non-routine problems (Romberg, 

1985). 

 

Important aspects which learners are expected to learn have since changed due to the 

changes in technology and new applications. The applications aspect of Mathematics is 

increasingly playing a pivotal role in the structuring of the Mathematics curricula. 

Technological tools increasingly make it possible to create new, different and engaging 

instructional environments. The critical learning of Mathematics by learners also occurs 

as a consequence of building on prior knowledge via purposeful engagement in activities 

and by discourse with learners and educators in the classrooms. This idea is best known 

as the constructivist theory of learning (Vygotsky, 1978). Since al learning occurs as 

consequence of experiences and all humans have a variety of experiences, virtually all 

complex ideas in Mathematics are understood by a learner at a number of different levels 

in different ways (Carpenter and Lehrer, 1999). 

 

In Mathematical Literacy, the assumption is that the preconceptions of learners are 

engaged due to the practical nature of the subject. The pattern of classroom instruction 

needs to become non-routine or non-traditional. The teaching of Mathematical Literacy 

constitutes a departure from traditional routine (Weller, 1991). However, the major 

challenge for educators in the face of globalisation is how to create a classroom 
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environment that integrates the development of mathematical experiences in different 

cultures and how to deal with the abilities in the multicultural Mathematics classroom. 

 

Weller (1991), points out that the challenge of achieving mathematical literacy for all is a 

complex one calling for a multi-pronged approach. To achieve this vision, educators need 

to focus on adopting the best mathematics instructional and assessment strategies for all 

learners, with emphasis on strategies to benefit the weaker learners and providing 

stronger leadership at all levels of the education system to promote mathematical literacy 

for all. 

 

A number of assumptions about instruction and educational practices have been 

associated with the concept of Mathematical Literacy (Cobb, 1994:79). These 

assumptions, among others, advocate that all learners can and must learn more and 

somewhat different Mathematics than has been expected in the past in order to be 

productive citizens in tomorrow’s world.  Learners need to have the opportunity to learn 

Mathematics regardless of their socio-economic class, gender and ethnicity. It should be 

noted that the ability of learners to learn Mathematics has been underestimated for a long 

time.  All learners can learn Mathematics, provided the environment to do so is conducive 

and enabling (Cobb, 1994). The use of context is one of the factors deemed necessary in 

the learning and teaching of Mathematical Literacy (Cobb, 1994). The contexts allow 

learners to learn Mathematics through the use of everyday experiences such as budgets 

and bills among others. 

 

Mathematical literacy domain: According to the OECD/PISA4 (2003), Mathematical 

Literacy domain is concerned with the capacities of learners to analyse, reason and 

communicate ideas effectively as they pose, formulate, solve and interpret mathematical 

problems in a variety of situations. Under OECD/PISA (2003:109), mathematical literacy 

is defined as: “An individual’s capacity to identify and understand the role that 

Mathematics plays in the world, to make well founded judgements and to use and 

engage with Mathematics in ways that meet the needs of that individual’s life as a 

constructive, concerned and reflective citizen.” 

 

                                                 
4
 OECD/PISA means Organization for Economic Co-operation and Development/Programme for International 

Student Assessment. 
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Mathematics framework provides the rationale for and the description of an assessment 

of the extent to which fifteen year olds can handle Mathematics meaningfully when 

confronted with its everyday applications. In order to describe the domain that is 

assessed in these fifteen year olds, the following components must be singled out: the 

situations or context in which the problems are located, the mathematical content that 

has to be used to solve the problems, and the competencies that have to be activated in 

order to connect the real world in which the problems are generated (OECD/PISA, 

2003:129). 

 
The following is a concept map showing the components of the Mathematical Literacy 
domain:  
 

Figure 1: Assessment framework of Mathematical Literacy 

 

 
 

Source of the concept map: PISA (2003:30) Assessment Framework. 

 

The extent of a person’s Mathematical Literacy proficiency is seen in the way that person 

uses mathematical knowledge and skills in solving everyday real life problems. 

A brief analysis of the concept map above demonstrates how individual learners learn 

Mathematical Literacy.  
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Contexts: This represents an important aspect of Mathematical Literacy which is an 

engagement with Mathematics by using and doing Mathematics in a variety of situations.  

These situations represent the closest activities in the learner’s personal life, school life, 

work life and leisure, followed by the local community and society as encountered in 

everyday life. These situations can also include economic, democratic and socio-cultural 

issues encountered by the learner. 

 

Content component: It consists of a list of overarching ideas to meet the requirements 

for historical development in Mathematics, coverage of the domain and reflection of the 

major threads of school Mathematics curriculum.  The overarching ideas: space and 

shape, change and relationships and uncertainty or otherwise known as data and 

probabilities form the content of the Mathematical Literacy curriculum. With these four 

overarching ideas, mathematically, content is organised into a sufficient number of areas 

to ensure a spread of items across the curriculum but at the same time, a number small 

enough to avoid a fine division that would work against a focus on problems based on 

real life situations. It is important at this juncture to mention that the same overarching 

ideas expressed by OECD/PISA (2003) are practically the same as those underpinning 

the concept of Mathematical Literacy in the South African context. 

 

Mathematical process: This component examines the capacities of learners to analyse, 

reason and communicate mathematical ideas effectively as they pose, formulate, solve 

and interpret mathematical problems in a variety of situations.  Problem solving requires 

learners to use the skills and competencies they have acquired through schooling and life 

experiences (OECD/PISA, 2003). OECD/PISA (2003) has described the cognitive 

activities or clusters that these competencies encompass.  The three competency 

clusters are: the reproduction cluster, the connections cluster and the reflection cluster. 

The following diagram shows the cognitive activities associated with each competency 

cluster. 
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Figure: 2 Diagrammatic representations of the competency clusters 

 

 

 

Assessment in Mathematical Literacy: PISA (2003) describes Mathematical Literacy 

as the use of mathematical competencies at several levels, ranging from performance of 

standard mathematical operations to mathematical critical thinking and insight.  

Mathematical Literacy also requires the knowledge and application of a range of 

mathematical content that is drawn from areas such as chance, change and growth, 

space and shape, quantitative reasoning, uncertainty and dependency relationships.  The 

content of Mathematical Literacy includes areas of the Mathematics curriculum, such as 

algebra, numbers and geometry and everyday arithmetical problems. 

 

PISA (2003) assesses competencies in Mathematical Literacy in three dimensions. 

These include: 

 

The content of Mathematics: This is determined in two ways, that is, in terms of broad 

mathematical concepts underlying mathematical thinking, such as chance, change and 

growth, space and shape, quantitative reasoning, uncertainty and dependency 

relationships and in terms of curriculum content of Mathematics, such as numbers, 

algebra and geometry.  According to PISA (2000), assessment of Mathematical Literacy 

focuses on two concepts which are change and growth and space and shape.  The two 

areas also allow a wide representation of aspects of the curriculum without giving too 

much weight to number skills. 

 

The process of Mathematics: This is defined by general mathematical competencies. 

The PISA (2003) items place varying demands on learners such as the use of 

mathematical language, modelling and problem solving skills.  The aim is not to separate 

such skills in different test instruments, since it is assured that a range of competencies 
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will be needed to perform any given mathematical task.  In as far as assessing the 

process of Mathematics, questions are organised in terms of three “competency classes” 

defining the type of thinking skills needed. These are as follows: 

 The first class of mathematical skills will consist of simple computations or 

definitions of the type most familiar in conventional Mathematics assessment. 

 The second class requires connections to be made to solve straight forward 

problems. 

 The third competency class consists of mathematical thinking, generalisation and 

insight and requires learners to engage in analysis in order to identify the 

mathematical elements in a situation and to pose their own problems. 

 

The situation in which Mathematics is used: This has to do with using Mathematics to 

solve realistic problems ranging from private contexts to those relating to wider scientific 

and public issues. 

 

Research design, method and procedures 

 

The survey method and both qualitative and quantitative research techniques were 

employed. The research population consisted of 842 Mathematics and Mathematical 

Literacy educators from 160 high schools from the four Districts of Mafikeng, Lichtenburg, 

Zeerust and Vryburg, in the North West Province of South Africa. Included also as part of 

the population were 8 Mathematics and Mathematical Literacy Subject Advisors from the 

Department of Education and 5 Heads of Departments at the MST Units. 
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Table 1: Distribution of the research population 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Table 2: Distribution of the research sample 

 

 

 

 

 

 

 

 

 

The study used random sampling in order to identify schools whose Mathematics 

educators participated in responding to questionnaires.  Schools in each district were 

grouped into two sub-groups, that is, urban high schools and rural high schools.  It was 

also important to note that the number of Mathematics and Mathematical Literacy 

educators per high school was known from the records provided by the Provincial 

Department of Education. The names of schools in a sub-group were placed in a hat for 

random selection. Within a sub-group random selection of schools continued until the 

required number of educators was attained. The Mathematics and Mathematical Literacy 

educators of the selected schools were the only ones who received questionnaires to 

District Location No. of Schools No. of Educators 

Mafikeng Urban 29 174 

Rural 40 203 

Lichtenberg Urban 11 59 

Rural 19 95 

Zeerust Urban 12 63 

Rural 21 105 

Vryburg Urban 10 54 

Rural 18 89 

Total  160 842 

District Urban Rural Total 

Mafikeng 55 55 110 

Zeerust 30 50 80 

Lichtenburg 30 50 80 

Vryburg 30 50 80 

Grand Total 350 
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respond to. The resulting research sample consisted of 350 Mathematics and 

Mathematical Literacy educators, 3 Subject Advisors of Mathematics and Mathematical 

Literacy from the Department of Education and 2 Heads of Departments of MST Units. 3 

Subject Advisors of Mathematics and Mathematical Literacy from the four Districts and 2 

Heads of Departments of MST Units were interviewed. 

 

The study used two research instruments for the purposes of data collection.  Firstly, an 

interview schedule was used to interview Mathematics and Mathematical Literacy Subject 

Advisors from the Department of Education and also to interview the Heads of 

Departments of MST Units. Secondly, questionnaires were used to gather data from the 

sample of Mathematics and Mathematical literacy educators.  

 

Questionnaires were composed of both closed questions and open-ended questions. 

Closed questions provided direct and factual responses. These closed questions were 

structured according to a six point Likert scale: Strongly disagree, disagree: slightly 

disagree, slightly agree, agree and strongly agree. Below each open-ended question 

there were spaces provided for educators to express their feelings in writing about any 

issue raised by a question regarding the concepts of Mathematical Literacy and 

Mathematics curricula. 

 

Interviews were carried out with Mathematics and Mathematical Literacy Subject 

Advisors from the Department of Education and Heads of Department of MST Units in 

the Districts of Mafikeng, Zeerust, Lichtenburg and Vryburg. These interviews took two 

formats, that is, structured interviews and unstructured interviews.  All interviews were 

recorded using a tape recorder for the purposes of interview analysis. A coding system 

was developed and used to analyse data from open-ended questions from 

questionnaires and interviews. When data was presented and analysed only two 

categories of the likert scale emerged, that is, disagree derived from the responses 

(strongly disagree, disagree and slightly disagree) and agree derived from the responses 

(slightly agree, agree and strongly agree). 

 

In order to ensure validity and reliability of the study, triangulation was used. In this study, 

triangulation occurred in the sense that there were three different data sources, that is, 

educators of Mathematics and Mathematical Literacy, Subject Advisors of Mathematics 
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and Mathematical Literacy and Heads of Department at the MST Units. The use of two 

research instruments (questionnaires and interviews schedules) further strengthened 

triangulation. 

 

Presentation and analysis of research findings 

 

Demographics of the educators who participated in the study  

 
Figure 3:  Highest qualifications of educators 

 

 

 

Figure 3 shows that the majority of educators who took part in this study had either a 

highest qualification of a Diploma in Education (Dip Ed) or an Advanced Certificate in 

Education (ACE). This supports the highly publicised notion that educators were not 

qualified enough to teach Mathematics and Mathematical Literacy at the FET phase. 
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Table 3:   Subject of specialisation of educators 

 

 

Table 3 shows the subject specialisation of educators who were teaching Mathematics 

and Mathematical Literacy at their respective schools. The interesting factor here is that 

even those educators who had not specialised in Mathematics were involved with the 

teaching of the subject. This also confirmed the notion that there is lack of qualified 

Mathematics educators. 

 

Similarities between the Mathematics and Mathematical Literacy curricula 

1. The Mathematics and Mathematical Literacy curricula have similar learning outcomes. 

These similar learning outcomes are: Number and Number Relationships, Functions 

and Algebra, Space, Shape and Measurement and Data Handling and Probability. 

2. Both the Mathematics curriculum and Mathematical Literacy curriculum deal with 

content and context (a notion that was supported by 83% of the respondents), as 

shown in Figure 4. 

 

 

 

 

 

 

 

 

 

 

 

Subject Number of 

Educators 

Percentage 

Mathematics 129 37% 

Science 72 21% 

Both Mathematics and Science 97 28% 

Other e.g. Biology, English etc 52 14% 

Total 350 100% 
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Differences between the Mathematics curriculum and the Mathematical Literacy 

curriculum 

 

Figure 4: Mathematical Literacy is socially constructed, that is, it is a product of a 
particular society 

 

 
 

 

Figure 4 shows the proportions of educators who perceived that Mathematical Literacy 

has its roots in the socio-cultural and political discourses of a particular society. In the 

Mathematical Literacy curriculum the content is driven by contexts derived from everyday 

life experiences of the learners. This was in appreciation of the contextual nature of 

Mathematical Literacy curriculum and the fact that these contexts vary from one country 

to another. The skills acquired in Mathematical Literacy should allow an individual to be 

mathematically literate within a given society. One of the most popular characteristics of 

the study was the fact that the mathematical knowledge acquired in Mathematical 

Literacy curriculum can be used or applied in other subjects, notably Economics, Physical 

Science, Biology and Environmental Studies. This is called cross- curriculum teaching or 

cross- discipline teaching.  Mathematical Literacy therefore promotes and encourages 

cross-curriculum teaching.  
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Figure 5: Mathematics is derived from deductive truth that has universal  
 applicability 
 

 
 

Figure 5 shows the perceptions of educators who shared the view that Mathematics is 

derives from deductive truths which have universal applicability. In the Mathematics 

curriculum, the context is driven by content derived from mathematical operations 

(calculus), algorithms and algebraic manipulations and representations. 

 

Figure 6:  Mathematical Literacy emphasises on problem solving as an instructional 
strategy 

 

 
 

Assessment standards in both curricula are different in orientation. In the Mathematical 

Literacy curriculum, the assessment standards focus on the application of the learning 
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outcomes to everyday life contexts of the learners.  It is these contexts which then inform 

the learning and teaching of Mathematical Literacy curriculum.  

 

Figure 7: Mathematics curriculum has emphasis on the mastery of mathematical  
skills 

 

 
 

In the Mathematics curriculum the assessment standards put more emphasis on mastery 

of mathematical skills. These assessment standards give two kinds of Mathematics, with 

different purposes, Mathematical Literacy aimed at creating numerate citizens and 

Mathematics directed at learners wishing to pursue careers involving sciences or where 

Mathematics is a major. The fact that these two curricula have different assessment 

standards is one major finding of the study. These assessment standards explain why 

research has shown that traditional Mathematics and Mathematical Literacy are taught 

and learnt differently. 
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Figure 8: In Mathematics, assessment has more emphasis on testing mathematical  
knowledge 

 

 
 

In figure 8, educators agreed with the perception that as far as assessment is concerned, 

in Mathematics the emphasis is on testing mathematical knowledge (content).  

 

Figure 9: A variety of assessment methods are encouraged in Mathematical  
  Literacy 

 

 
 

The learning process in Mathematical Literacy is multifaceted, with a variety of 

instructional strategies used to cater for individual learners. It then follows that a variety of 

assessment methods should be encouraged to accommodate the individual needs of all 

learners. The testing, understanding and application of skills is emphasised in 
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Mathematical Literacy. As learners have different ways of conceptualising different 

concepts, the educators should encourage and nurture the line of thinking of individual 

learners. Mathematical Literacy encourages the best instructional and assessment 

strategies for all learners, with emphasis on strategies that benefit weaker learners. 

 

Factors that inhibit the acquisition of mathematical skills among learners in both 

Mathematical Literacy curriculum and Mathematics curriculum.  

 

Figure 10: Common factors that inhibit the acquisition of mathematical skills in both  
  curricula at the FET phase. 
 

 
 

Figure 10 shows a summary of the common factors from the research findings that may 

inhibit the acquisition of mathematical skills in both curricula. This summary is based on 

the responses of educators. In figure 10 the percentages of educators who agreed that 

the particular factor inhibited the acquisition of mathematical skills are given. At the 

beginning of the paper (page 4) an interesting question was raised about the impact of 
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changing the curriculum as opposed to addressing the fundamental problems that inhibit 

the teaching and learning of mathematics. AMESA (2000 & 2003) already identified some 

of these factors, viz: lack of qualified educators to teach Mathematical Literacy and 

Mathematics and learner support materials. It seems that these factors by implication 

existed before the introduction of Mathematical Literacy. This study has shown that these 

inhibiting factors are still part of the major challenges experienced by teaching and 

learning Mathematics and Mathematical Literacy. 

 

Intervention mechanisms that can enhance the acquisition of mathematical skills 

at the FET phase apart from those offered by Mathematical Literacy 

 

Figure 11: Summary of possible intervention mechanisms that could enhance the 
 acquisition of mathematical skills at the FET phase apart from those offered 

by Mathematical Literacy. 
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Figure 11 shows the summary of possible intervention mechanisms that could enhance 

the acquisition of mathematical skills as identified from the findings of this study from the 

educators’ point of view. Percentages on the diagram indicate the number of educators 

who identified intervention mechanisms as a way forward for enhancing the acquisition of 

mathematical skills. These intervention mechanisms represent what educators perceive 

as factors that could enhance the teaching and learning of Mathematics if properly 

implemented. 

 

Characteristics of the Mathematical Literacy curriculum which will make a 

significant difference in enhancing the acquisition of mathematical skills. 

 

The study has shown that one of the strengths of the Mathematical Literacy curriculum is 

that it puts emphasis on both context and content.  However, the use of context 

outweighs the emphasis on content in the teaching and learning of the Mathematical 

Literacy curriculum. The contexts used in the learning and teaching of Mathematical 

Literacy are derived from the learners’ socio-economic, cultural and political and 

everyday activities.  Learning experiences are derived from the learners’ community 

activities. The teaching and learning of Mathematical Literacy is therefore authentic in the 

sense that it is based on the day to day experience of learners. In Mathematical Literacy, 

learners are involved in problem solving and collaborative forms of learning.   

 

Figure 12: In Mathematical Literacy, the educator acts as a facilitator who  
 encourages independent learning 
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The educator acts as a mentor whose role is to promote and encourage decision making 

among the learners at the same time promoting critical thinking. Assessment in 

Mathematical Literacy takes a variety of forms. The advantage of carrying out a variety of 

assessments, which can include, project work, self-report assessment, observations, 

simulations and research project, is to cater for individual differences of learners. 

 

Conclusion and implications of the study 

 

The study has identified some similarities between Mathematics and Mathematical 

Literacy curricula in that both have the same learning outcomes and emphasise both 

content and context. These findings support what has already been identified by PISA 

(2003) that the Mathematical Literacy is driven by both contexts and content. In terms of 

differences between the two curricula, the Mathematical Literacy curriculum content is 

driven by contexts derived from everyday life experiences of the learners, while on the 

contrary, the Mathematics curriculum context is driven by the content derived from 

mathematical operations, algorithms, algebraic manipulations and representations. The 

latter is also in agreement with what is said by PISA (2003). Assessments standards in 

Mathematics and Mathematical Literacy were very different in orientation. In 

Mathematical Literacy the assessments focused more on the use of context, whereas, in 

Mathematics the assessment standards put more emphasis on content.  

 

The study has also shown that there were problems associated with the teaching and 

learning of Mathematics and Mathematical Literacy in schools. Some of the problems are 

quite familiar within the education system of South Africa as indicated by AMESA (2003). 

These problems included: lack of qualified and experienced Mathematics educators, lack 

of relevant teaching and learning materials and lack of professional development 

programmes for educators among others.  In view of the latter problem experienced in 

the teaching and learning of mathematics in schools, the study suggested intervention 

mechanisms to enhance the teaching and learning of Mathematics in high schools. 

These intervention mechanisms include: developing contextualised teaching and learning 

materials, promoting the use of information technology as an instructional tool and 

retaining Mathematics educators in the teaching profession by introducing a fair system 

of rewarding long service and excelling educators just to mention a few. 
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Paper Session Abstract:  
Innovative Partnerships to Foster Professional Development Opportunities 
 
Professionals, such as teachers and physicians face many challenges to meet professional 
development requirements across curricula, to stay current with changes in knowledge, skills 
and technology and to meet certification requirements. They struggle to overcome the barriers 
of time, location, subject area and government standards and expectations.  For example, new 
government initiatives have placed more demands on administrators to provide instruction using 
new methodologies and technologies, to improve outcomes, while working more closely with 
stakeholders. Opportunities for ongoing professional development are necessary if educators 
are to meet student needs and doctors are to meet patient needs and provide optimal medical 
care. In addition, it is important to network with colleagues who want to build their knowledge of 
current theory and practice.  
 
To respond to the needs of professionals, an accessible, flexible, interdisciplinary model was 
adopted in developing collaborative professional development opportunities incorporating both 
“top down” and “bottom up” approaches. This paper focuses on the implementation of 
successful, collaborative professional development initiatives fostering innovative partnerships 
among university, government, and other stakeholders.  
 
The purpose of this paper is to present a unique and innovative professional development 
model developed in partnership with university, government, professional organizations, and 
educators in the field. The paper will 1) provide an overview of the project planning process, 2) 
discuss the innovative content, format and program delivery methods of the professional 
development model 3) demonstrate how these collaboration concepts address the needs of 
educators and physicians from across the province, and 4) highlight the significance of these 
ongoing collaborations in providing greater access to professional development opportunities.   
 
Summary 
 
The initiatives have been very well received by different professional communities in Manitoba, 
Canada, a large province with remote sites that make new delivery models an effective way to 
reach stakeholders, many of whom are unable to travel to larger centers for professional 
development. One of the first professions to apply this model was education. School Divisions 
have been cooperative and supportive and provided a high level of sponsorship. Student 
response has also been very positive. Professional Learning Opportunities for Educators was a 
creative collaboration that involved partnerships across Manitoba. The same principles are 
being applied in the Office of Continuing Medical Education to establish and strengthen 
partnerships to improve professional development opportunities for physicians across Manitoba. 
 
Autobiographical Statement 
 
Jeff Toews is an instructor and former director of the Office of Professional Learning 
Opportunities at the University of Manitoba, Canada. He is currently the Education Director of 
Continuing Medical Education, Faculty of Medicine at the University of Manitoba. His research 
interests include program planning, marketing adult education and continuing professional 
development. He has presented at national and international conferences and received awards 
in marketing and program development. 
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Assessing Distance Readiness in Adult Learners:  Comparison of Non-traditional 

Undergraduates to Part-time Graduate Students 

 

Abstract 

 

If not for distance education there would many people unable to reap the benefit and 

reward of continuing their education to provide them opportunities for advancement in the 

workplace. The American business environment creates a constant challenge for employees to 

stay competitive in a technologically advanced world.  Some characteristics of distance 

education are that students tend to be older, employed full-time and attending school part time, 

have higher income and are more likely to be married.  As with many new programs there are 

challenges, rewards, and as a result of pilot programs, benchmarks are made and best practices 

are learned, shared and implemented.  In the following paper, we investigate the difference in the 

perception of distance-learning readiness between two groups of university students:  non-

traditional undergraduate students and part-time graduate students.  Both groups of students are 

enrolled in courses that are taught via distance.   

 The students are “individuals with various learning styles and demographic backgrounds. 

Students many engage in different forms of learning processes and behaviors” (Alavi and 

Gallupe, 2003). There are many reasons that students would choose to participate in a distance 

learning course or program which include: cost, convenience, and flexibility (Banas and Emory, 

1998).  Quality of distance learning is another important factor that affects many students’ 

choices regarding which type of program to attend. There has been a considerable amount of 

study over the past few years that attempted to ascertain whether traditional programs or distance 

programs are more successful at enabling learning. “Studies conclusively indicate that distance 

learning is just as effective as traditional, face-to-face learning when measured by achievement 

(test scores), grades, job performance, attitudes and cost-effectiveness” (Cravotta, 2003).   
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 In order for students to get the most out of distance learning programs “non-traditional 

students must show flexibility in learning the mechanics of internet education” (Helmi, Haynes 

and Maun, 2000). Due to the high degree of interaction that must occur through distance learning 

tools, successful students are those that are more technology and computer literate. Students that 

have the added difficulty of attempting to learn basic computer skills while they also learn a new 

educational topic are not nearly as successful as computer literate students. “Students must have 

requisite skills demanded by the delivery technology.  This is not a matter of having equipment 

but being able to use the technology that will enable to students to learn” (Banas and Emory, 

1998). 

This paper describes the difference in distance readiness between two different student 

groups and tests to see if there is a difference in distance learning readiness by student group.  

Recommendations to improve distance delivery methods by learner group will be identified in 

order to better address learner needs. 

Introduction and Literature Review 

 

According to the United States Distant Learning Association (USDLA), distant learning 

is defined as the acquisition of knowledge and skills through mediated information and 

instruction, encompassing all technologies and other forms of learning at a distance.   

Because distant learning plays a key role in the education system, several studies have 

been conducted to test the effectiveness of each distant learning method.  Hwang, Chen, and Hsu 

(2006) developed a web-based multimedia whiteboard system to help students learning with 

mathematical problem solving.  Sixth grade students used electronic whiteboard to write down 

their mathematical problem solving solutions and voice recording tool to give oral explanations 
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about their thinking behind the solutions.  The results showed that students were satisfied with 

the use of the multimedia whiteboard system for helping them with learning fractional division. 

In Overbaugh and Lin’s (2006) study, teacher education students at a mid-Atlantic 

university took a Web-based and laboratory-based learning environments and tested on four 

different cognitive achievements, consisting of analyze, apply, understand, and remember.  The 

results showed that students taking the Web-based course achieved higher scores at the 

remember and understand levels than laboratory-based students did, but scores on the apply and 

analyze levels were in the failing range for both groups.   

Experimental Design 

This study was tested using an IT 442 (Production Planning) undergraduate distance 

class, an IT 230 (Introduction to Supply Chain Management) and a Weekend Master’s (Project 

Management) semi-distance course at Purdue University.  The IT 442 and IT 230 classes are 

offered each semester on line to Statewide Technology students.  Typically, these students are 

full-time workers who are pursuing their undergraduate degree part-time.  Twenty-eight students 

were enrolled in the undergraduate on-line courses.  Fifteen graduate students were enrolled in 

the IT571 class.  The graduate students participate in a program which consists of three on-

campus weekends each semester with 8 hours of in-person instruction per class during the on-

campus weekend.  In between weekends, most of the learning and assignments are conducted via 

distance delivery methods, including chat sessions, threaded discussion and email 

communication. Students were asked to voluntarily answer questions related to their distance 

readiness approximately 6 weeks into the semester. The survey questions were selected from  

Guglielmino, L. (1977) .  All three student groups were asked to voluntarily participate in a web-

based anonymous survey.  The web-based survey did collect demographic information, but 
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student names were not associated with either the survey data or the demographic data.  If a 

student wanted to receive extra credit for the courses they were enrolled in, a separate link was 

provided where students could input their names.  Again, this information was kept completely 

separate from the survey results in order to maintain anonymity. 

Hypotheses 

Two hypotheses were tested in this study.   

Hypotheses 1: The graduate-level students will score higher than the undergraduate students on 

distance readiness due to their experience using technology. 

Hypotheses 2: There will be a difference in distance readiness by age group. 

Findings and Discussion 

The first factor we tested was the student’s openness to learning opportunities.  There were 9 

questions which addressed this factor and generally, as would be expected, the graduate students 

were more open to learning opportunities.  The average for the graduate students across all 9 

questions/items was 3.98 while the undergraduate average was 3.78. 
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 The second factor that we investigated was the student perception of their effectiveness 

as an effective learner. Overall the averages for the two groups were:  undergraduate – 3.29 and 

graduate average was 3.16.  It is likely that undergraduate students percieve themselves to be 

better able to manage the computer technology needed for distance learning than the graduate 

students.  It may also be that graduate students who are returning to school after being in the 

workplace have less confidence in the effectiveness as a learner than the undergraduate students.  

Looking at the individual items though, you can see that both groups scored fairly low on many 

of the items related to their perception of their effectiveness as a learner.  This implies that 

instructors may need to develop some strategies to help students feel more comfortable with their 

ability to learn via distance.  

 

The third factor that we investigated was the student initiative and independence.  Overall 

the averages for the two groups were:  undergraduate – 3.38 and graduate average was 3.60.  It is 

not surprising that graduate students would be more likely to see themselves as having high 

initiative and being effective learners.  Graduate students typically live independent lives that 

often include a full time job and marriage, and the decision to attend graduate school requires 
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high commitment.  The two items that both groups scored lower on were related to the student 

ability to find information when it was not readily available.  Instructors might find that 

developing some simple research strategy procedures for students would help them in their 

ability to find necessary information. 

 

The fourth factor that we investigated was the student acceptance of responsibility for 

their own learning.  Overall the averages for the two groups were:  undergraduate – 3.34 and 

graduate average was 3.43.  Again, it’s not surprising that graduate students accept more 

responsibility for their own learning than undergraduates.  They are more likely to be returning 

to school after some time away from it and have made the decision to attend, often at high cost in 

terms of money and time commitment. The low scores on item 3 were surprising, as it asked 

students if they felt confident in their ability to figure out a way to learn about something they 

have a specific interest in.  Both groups had low scores, which correlates with the low responses 

on factor 3 previously.  Again, helping students learn how to learn might benefit both groups of 

students.   
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The fifth factor that we investigated was the student love of learning.  Overall the 

averages for the two groups were:  undergraduate – 3.39 and graduate average was 3.36.  This 

difference is not a large enough difference to make strong inferences to, but it appears that both 

groups of students do have similar interests in learning, although on some of the items, the love 

of learning scores were fairly low. 
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The sixth factor that we investigated was student creativity  Overall the averages for the 

two groups were:  undergraduate – 3.34 and graduate average was 3.29.  It appears that 

undergraduates students typically rate themselves as more creative, perhaps due to their stage in 

education.  Graduate students in the WMP are workers that have typically been in the workplace 

for several years, and may have fewer opportunities to be creative, or are out of touch with their 

creative sides. 

 

The seventh factor that we investigated was student positive orientation to the future. 

Overall the averages for the two groups were:  undergraduate – 3.58 and graduate average was 

3.56.  These results were also very close and suggested that both groups are goal oriented and 

doing what is in their best interests for a positive future. Item Number 20 asked students if they 

knew when they needed to learn more about something and both groups scored fairly low, with 

the graduate students scoring lower than the undergraduate students.  This could mean that 

graduate students are more confident in their existing knowledge and don’t recognize 

opportunities to learn when it occurs.   
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The eighth factor that we investigated was student ability to use basic study skills and 

problem-solving skills. Overall the averages for the two groups were:  undergraduate – 3.45 and 

graduate average was 3.68.  The higher average for graduate students makes sense befause 

graduate students have applied to and been accepted to graduate school, and have typically 

higher confidence in their own abilities to study and solve problems.   
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 The last chart compares the average scores of each factor for undergraduate and graduate 

students.  The results show that the graduate students scored higher on average for factor 1, 3, 4 

and 8.  These factors were 1:  Openness to Learning, 3: Initiative and independence in Learning, 

4: Informed Acceptance of Responsibility for One’s Own Learning, and 8: Ability to use Basic 

Study Skills and problem-solving skills.  The first three factors make intuitive sense for the 

graduate student population.  Typically, the choice to pursue a graduate degree is just that:  a 

choice.  So, a student who elects to get an advanced degree wants to learn more and is choosing 

to accept responsibility for their learning.  They do so through taking the initiative to sign up for 

graduate school.  The graduate students in the Weekend Master’s Program are generally full-time 

workers, unless they have lost their job as a result of the poor economy after beginning the 

program.  These three factors probably do not play as much of a role in the undergraduate 

population.  Most of the undergraduate students are returning to school after not having a job  

opportunity or not wanting to begin college as a traditional full-time student after high school.  

The undergraduates generally have worked full time or are currently working full time.  They are 

pursuing a degree in order to advance in the workplace after having discovered that without a 

college degree their future doesn’t look very promising in terms of salary and benefit 

expectations.   

The undergraduate students scored higher on average for factors 2, 5, and 6, with a virtual 

tie with the graduate students on factor 7.  These factors were 2:  Self-concept as an Effective 

Learner, 5: Love of Learning, and 6: Creativity.  Factor 7 was a Positive Orientation to the 

Future.  Factor 2 makes intuitive sense in that the undergraduate student who elects to complete 

his/her degree via distance must have determined that they are capable of learning via distance, 
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or they wouldn’t have started the journey.  Because the undergraduate students were generally 

younger than the graduate students and consequently probably more technology savvy, it makes 

 

sense that they believe they can effectively learn via distance education.  The results of factor 5 

are counter-intuitive.  It would seem that full-time workers pursuing a degree on-line would 

typically be doing so in order to improve their job opportunities in the workplace.  A student who 

loves to learn would typically have found a way to go to college full-time right after high school.  

The undergraduate students scored higher on creativity, which makes sense as they have 

discovered a way to better themselves while earning a living, and are pursuing a college degree 

in a nontraditional (ie. creative) manner.  The fact that the undergraduate and graduate students 

were virtually tied on factor 7 also makes sense.  Both groups of students are bettering 

themselves by pursuing further education, and their futures are definitely brighter as a result of 

their additional education. 

Hypotheses testing results 

 

In this study, two hypotheses were tested to see if there are any differences among groups of 

student.  Due to an assumption that graduate students should have more experience using 
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technology than undergraduate students, the first hypotheses was tested to determine if graduate 

students have higher score on distance readiness than undergraduate students.  The paired t-test 

was used as an analyzing method for this hypotheses testing.  The objective of the paired t-test 

method is to compare means on two groups of sample, which are graduate and undergraduate 

students.  Hypotheses 1 can be written as follow. 

H0 : µGraduate > µUndergraduate 

H1 : µGraduate ≤ µUndergraduate 

Results of this hypotheses is shown in Table 1  

Table 1:  Hypotheses 1 - t-Test: Paired Two Sample for Means 

  Undergraduate Graduate 

Mean 3.5159 3.6130 

Variance 0.6908 0.8685 

Observations 41 41 

Pearson Correlation 0.9264 

 Hypothesized Mean Difference 0 

 df 40 

 t Stat -1.7645 

 P(T<=t) one-tail 0.0426 

 t Critical one-tail 1.6839 

 P(T<=t) two-tail 0.0853 

 t Critical two-tail 2.0211   

 

From Table 1 above, p-value of this hypotheses test is 0.0426.  This suggests that 

graduate students significantly score higher on distance readiness than undergraduate students at 

α = 0.5. 

The second hypothesis was tested to determine if there are any differences of distance 

readiness among age groups.   In this hypotheses test, data of both undergraduate and graduate 

students was combined and categorized to different age groups.  This hypotheses was tested by 

the ANOVA method.  The purpose of the ANOVA method is to determine if data differences are 
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truly from differences among groups or just from sample errors.  This hypotheses is based on an 

assumption that students at different ages should have different experience using technology. 

Hypotheses 2 can be written as follow. 

H0 : µ20-30 = µ30-40 = µMore than 40 

H1 : At least two means are not equal 

Results of this hypotheses is shown in Table 2  

Table 2:  Hypotheses 2 - Anova: Single Factor 

SUMMARY 

      Groups Count Sum Average Variance 

  20-30 years old 44 148.3464 3.3715 0.7807 

  30-40 years old 44 150.5833 3.4223 0.9239 

  More than 40 years 

old 44 154.9242 3.5210 1.2977 

  

       ANOVA 

      Source of Variation SS df MS F P-value F crit 

Between Groups 0.5084 2 0.2542 0.2540 0.7761 3.0664 

Within Groups 129.0994 129 1.0008 

   

       Total 129.6078 131         

 

From Table 2 above, p-value of this hypotheses test is 0.7761.  This implies that there are 

no significant differences among students in different age groups. at α = 0.5.  This is a little 

surprising, as initially the researchers felt that the younger students would actually be more 

prepared for distance education due to growing up with more technology than the older students.  

But, perhaps because the older students use high levels of technology in the workplace, they are 

equally as prepared as the younger students.   

Demographic Information and Background 

 The majority of students were in the undergraduate industrial technology program, 28 out 

of a total of 43.  
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 The majority of students were male.  There are 39 males and 4 females in this group. This 

is typical for the College of Technology student population. 

 The majority of the undergraduate students were in the 20-30 year age range, with 

46.43% in this category.  Six percent were 30-40 years old and 9% were older than 40.  

Of the graduate students, the age was fairly evenly distributed, with 40% in the 20-30 

year old range, 40% in the 30-40 year range, and 20% older than 40. 

 Almost 50% of the students were first-time distance students.  Twenty out of the 43 

students were first-time distance students.   

 

Gender Undergraduate % Graduate & 

 

Male 25 89.29 14 93.33 

 

Female 3 10.71 1 6.67 

 

Others 0 0 0 0 

      

 

Age Undergraduate % Graduate & 

 

20-30 years old 13 46.43 6 40.00 

 

30-40 years old 6 21.43 6 40.00 

 

More than 40 years 

old 9 32.14 3 20.00 

      

 

First Time? Undergraduate % Graduate & 

 

First time student 11 39.29 9 60.00 

 

Not a first time 

student 17 60.71 6 40.00 

 

 

Recommendations 

 We recommend that instructors using distance learning be aware of the differing 

perceptions that graduate and undergraduate students may have towards distance learning.  This 

information may be helpful in addressing students’ limitations in self-concept as effective 

learners, learning initiative, acceptance of responsibility for learning, and ability to use Basic 
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Study Skills and problem-solving skills.  For first-time distance users it might be beneficial to 

have a face-to-face discussion via web conferencing, ADOBE Connect or some other 

technology,   instructors need to develop strategies for engaging students with the tools.  

Additionally, simple interaction with on-line peers through sharing of information, experiences, 

and challenges would benefit the distance novice.  Students bring a wealth of life experiences to 

the classroom and sharing these can help peers.  Frequent feedback can help ease student 

discomfort with distance learning.  Administering a distance readiness survey before the start of 

class would also make the students aware of their perceptions and help the instructors develop 

tools that address the student’s perceived weaknesses in learning via distance. 

Future Research  

Several students who participated in the survey sent emails to the instructors telling them 

the survey gave them some interesting insight into their challenges and abilities to participate in 

distance education.  They expressed an interest in learning more about obstacles and challenges 

to learning via distance.   This results of this research suggested there is much to be learned 

about the differences in self-perceptions related to distance readiness of adult learners.  Further 

analysis of each factor related to distance readiness will help educators to be better understanding 

the needs of students taking distance classes.  More research is also needed to identify if there is 

a relationship between distance readiness and success of students in distance learning settings, 

and/or if different techniques for screening and preparation of students interested in distance 

learning may lead to better success rates for distance learners.   
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Workshop Abstract:  
 
Fifteen 9th grade students enrolled in an ELA class were experiencing failure while 
reading difficult literature independently and focusing for extended periods of time. 
Concerned that the students would not successfully grasp Shakespearan language and 
topics, the classroom teacher proceeded to develop curriculum on pod casts and furnished 
each student with an MP3 player. The students were often required to listen to the daily 
lesson while reading a transcript of the lesson. All readings and class assignments also 
had accompanying podcasts. The unit relevant to the writings of Shakespeare was 
successful and the students proceeded to the next unit, fairy tales. 
  
This unit, presented much like the first, introduced the inclusion of the students’ creations 
of their own fairy tale to be produced on a pod cast and would be made available to the 
entire school population. The students received comments about their fairy tale from 
students in their class, other students, teachers, administration and educators introduced 
to this method of teaching. 
  
At the end of a three month period, classroom attendance and punctuality improved 
significantly, reading levels of two of the students improved by one year, the students 
displayed a sense of confidence relevant to the subject and other teachers were exploring 
possibilities of adapting such a curriculum for their classrooms. 
  
This workshop will: 
  
              Provide a hands- on demonstration of the podcast curriculum 
  
              Provide instruction for the development of curriculum using MP3 players 
  
             Provide explanation of the general use of MP3 players in education. 
  
Since MP3 players will be used during the workshop, it is suggested that no more than 20 
participants attend the meeting. 
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Novice Teachers’ Narratives about Teaching: 
Issues of Audience, Authenticity, and Advice 

 
Kathy Carter and Crystal Soltero 
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“We talk our walk” (Aimee, preservice candidate, who explains how she 

stories and shares events observed in early fieldwork) 
 

Abstract 

 This paper is a report of the analysis of written well-remembered 

events and spontaneous stories told and recorded by a diverse group of 

136 elementary and secondary preservice teacher education students in 

the first semester of their professional preparation sequence.  The 

qualitative analysis of the content of these narratives focuses on the 

identification of basic story structures, themes, and meaning attached to 

these stories from the field.  In addition, this study addresses some 

important and emergent issues in narratives of teaching; these issues 

include considerations of audience, authenticity and advice.  

Perspectives/Theoretical Framework 

 Learning to teach is a pervasive and continuous process in the lives 

of teachers.  As children, would-be teachers acquire cultural norms and 
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expectations about schooling, and for long periods of time, they observe 

teachers at work. Basic knowledge and beliefs about teachers, teaching, 

curriculum, and learning are thus accumulated early.  Later these 

conceptions and attitudes are shaped and refined through a variety of 

formal and informal experiences as teachers prepare for and enter the 

profession and as they develop through their careers. 

 Despite general agreement that teachers’ understandings are 

fundamentally important in teaching and that these understandings 

change over time, little is actually known about what teachers come to 

comprehend about teaching processes, their students and the 

curriculum, especially as they enter the field and begin to situate their 

knowledge in the complex settings where they will one day work. 

 In recent years, researchers have begun to explore the utility of a 

research framework which uses narrative methods in order to focus more 

explicitly on what is learned, how that knowledge is acquired, and how 

observed classroom events are “storied” by novice teachers (see, for 

example, Carter, 1993, 2007, 2008, 2009; Carter & Doyle, 2003; 

Gudmundsdottir, 1997; Munby & Russell, 2001).  During these years, much 

has been learned about the promise of story in our attempts to 

understand teaching and teacher knowledge.  Even so, the years have 

shown us not only promise in attending to the storied nature of teaching, 
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but we have also come to understand that much still needs to be learned 

about the nature of story and its value to the educational enterprise. 

Purpose 

 This study seeks to understand the developing narrative knowledge 

of preservice teachers during required fieldwork components in a 

Research I University-based professional preparation sequence.  In 

particular, this study explores the cognitive understandings and personal 

sense-making strategies used by novices to “story” the classroom events 

they routinely observe in the field.   

Data Sources 

 The present paper is a report of recent findings from a multi-year 

research initiative at a large Research I University in the Southwestern 

United States.  The sample for this study included both written and told 

narratives of 136 students enrolled over a 3 year period in 5 sections of an 

introductory general teaching methods course offered at a large 

Research I University in the Southwestern United States.  Nearly 65% of 

these students were female, 35% were minority group members, 20% were 

bilingual, and a wide range of both elementary and secondary teaching 

majors were represented. 

Context and Method 

 The course is the first in the teacher preparation professional 

sequence, and it focuses on general methods of teaching and classroom 
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processes and instruction.  Attached to this 4-unit course is a 45-hour field 

component, where students are provided various assignments aimed at 

reflection on course content and its application to teaching events.  Two 

major assignments were designed with a narrative focus in mind: (1) well-

remembered events (WRE’s) from the field (written and detailed 

descriptions of well remembered events of preservice teachers’ own 

choosing from their field-placement observations and/or teaching); and 

(2) detailed logs of stories related to schooling that preservice teachers 

spontaneously told to others during the semester.    In addition, students 

were asked during each of the 14 weeks in the semester to select one 

narrative from their written well-remembered events or from their story logs 

to “retell” verbally to colleagues in the class.  For purposes of this study, 

these well-remembered event narratives, spontaneous story logs, and oral 

retellings were reviewed and carefully analyzed in order to identify the 

basic story structures (characters, sequence, plot, pattern of action) 

embedded in the texts.  Using iterative and thematic qualitative analysis 

techniques, including constant comparison methods (see Bogdan and 

Biklen, 2006), attention then turned to the documentation of thematic 

elements in these stories, to the choices of the audiences with whom 

these stories were shared, to the students’ reflections regarding the 

purpose in and the veracity of their oral retellings, and to the nature of 
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advice given by the varied audiences who listened to preservice 

teachers’ stories. 

Results 

In this work, we have begun to uncover and define some significant 

genres (such as “humiliation” and “victory and elation” narratives, 

“bumpy moment” classroom stories,  “in the trenches” stories, personal 

stories of teaching fatigue and frustration, and “sheer joy of it” teaching 

narratives. Importantly, we have learned that the emergence of 

decidedly different genres of stories is loosely connected to temporal 

boundaries of the semester.  For example, the results of this analysis 

suggest strongly that during the first few weeks of their field experience, 

preservice teachers regularly anchor their conceptions of teaching and 

learning in relatively simple story structures that are imbued with either 

powerful personal feelings of humiliation and pain or high levels of 

individual elation and triumph.  By mid-semester, this genre of stories 

became noticeably less in number.  In their place, other stories emerged, 

suggesting a possible shift in interpretive lens, which ran parallel to 

expected increases in their fieldwork/classroom involvement. The majority 

of stories told in the midweeks of fieldwork were stories that clearly 

captured many cognitive complexities of classroom life for which they felt 

unprepared.  Story genres in these weeks primarily involved two types of 

narratives:  (1) “bumpy moments” and (2) stories of surprise and revelation 
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in classrooms.  This “bumpy moment” genre was a prolific period of 

storytelling for new teachers; reviews of story logs indicate that each 

teacher candidate told these stories more often than any other genre.  

Also prominent in this time period were stories which revealed preservice 

teachers’ shattered preconceptions, loss of idealism, and their feelings of 

cultural dissonance. These types of stories carried through the semester, 

with only a few new themes appearing in novice teacher stories late in 

the semester.  Nevertheless, about 15% of students shifted to telling stories 

which were characterized by relatively more complex characterization 

and plot structure.  Themes for these stories were:  (a) “stories of repair” 

during difficult classroom events, “something wonderful happened to me 

today in class” stories, and “stories of sage advice” and “so much to 

learn.” 

Finally, this study illustrated that for the most part, preservice 

teachers’ stories of teaching rarely find their way to the conversational 

floor in the teacher education professional sequence.  In other words, a 

central body of novice teacher narratives are told to trusted audiences 

(spouses, parents, and siblings), but are not often shared with teacher 

educators, university mentors, or supervising teachers.  Indeed, one 

worrisome finding was that the typical “outside” audiences who heard 

their stories often offered unsolicited advice or directives to novices about 

how to get “control” or how to achieve “quick fixes” to complex 
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classroom dilemmas.   Moreover, data analysis resulted in an exploratory 

examination of the possible impact of audience and intent on the 

authenticity and veracity of oral retellings of teaching stories. 

Educational Importance/Implications 

 The completed analysis of the various genres of stories written and 

told by preservice candidates appears to have captured a portion of the 

distilled experience of teacher education students as they enter their 

preparation journeys.  In analyzing these stories, it became clear that one 

possible peril embedded in fieldwork is that the reflection, accomplished 

alone and without conversation in a professional community of meaning, 

runs the risk of singular interpretation and a reconstruction of events with a 

personal bias to present oneself in a certain light.   When confined to 

purely personal reflection, then, preservice teachers run the risk of 

egocentric understandings and may not be able to position their thinking 

in the professional perspectives of others, in moral or pedagogical 

dilemmas, or in contexts of systems, politics, and other contexts of 

meaning. 

This glimpse into their images of teachers and schooling opens 

questions for further study but also shows promise in helping a teacher 

education community develop curriculum and tasks in narrative forms of 

pedagogy which allow both novice and practicing teachers to confront 

and reflect upon their personal and developing “storied” sense of 
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classrooms and students.  With time, these refined educative opportunities 

may result in richer and more productive interpretations of what it means 

to teach and to learn to teach. 
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Abstract 

Common outcomes for students in counselor education programs are to form a cohesive 
counselor identity and to establish effective dispositions for working with diverse clients. The 
author attempted to merge these two outcomes in a course on counseling theories. Students’ 
assigned readings included a biography written by an Alaskan Native. The author implemented 
several techniques that required students to use self-analysis and reflection. The author details 
these techniques and also provides a summary of their impact on student outcomes. 

 Facilitating students’ acquisition of an effective counseling philosophy is a basic duty of 
counselor education programs (Guiffrida, 2005). A cohesive counseling orientation that is 
grounded in theory will assist students as they emerge from training programs to enter the field 
as novice counselors by providing a platform for building sound counseling practices. The 
developed counseling identity will provide the framework for making future therapeutic 
decisions (Auxier, Hughes, & Kline, 2003). 

 The charge of counselor education programs to assist budding counselors in developing a 
profession identity that includes a personalized counseling philosophy is an accepted belief in the 
field as evidenced in industry literature (Guiffrida, 2005; Hayes & Paisley, 2002). Brott (2006) 
reported that training components noted by the Council for Accreditation of Counseling and 
Related Education Programs (CACREP) include the need for students to create a personal model 
of counseling. Thus, articulating a theoretically-sound counseling philosophy is an expected 
outcome for counselor education programs. 

Best Practices for Discovering Counseling Orientations 

 The next logical step is to determine the best practices used by counselor educators to 
ascertain that counselors-in-training emerge from their programs with a sound counseling 
orientation. The professional literature contains several suggestions for developing student-
created counseling philosophies. A few of these recommendations will be described. 

 Freeman, Hayes, Kuch, and Taub (207) and Miller (2006) looked at the use of assessment 
instruments to predict counselor styles of graduate students. Freeman, et al noted that settling on 
a counseling theoretical stance is a challenge for many counselors-in-training. They administered 
both the Meyers-Brigg Type Indicator and the Self-Directed Search to students but did not find 
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that the assessments matched self-report of counseling theory preferences. Miller did find a 
moderate relationship between stated counseling orientations and the Holland Types represented 
in the Self-Directed Search. The author suggested that counselor educators design learning 
activities that enable students to examine their personal beliefs and how they can be transformed 
into a professional philosophy. 

 Guiffrida (2005) contends that an educational model based on self-reflection is superior 
to traditional learning activities. Counselor educators can best influence student counseling 
orientations by first instructing them to reflect upon their own experiences and beliefs and then 
allow a philosophy to emerge. This method taps students’ instincts which ultimately drive 
decision-making. 

 Wickman, Daniels, White, and Fesmire (1999) advocate the use of metaphors in 
counseling. The authors contend that metaphors transcend theoretical orientations. Training 
emerging counselors in this technique can assist them in understanding abstract ideas presented 
in theories by examining them in concrete experiences. Thus, students can best grasp counseling 
theory constructs by creating personal understandings that are grounded in their natural beliefs. 

 Howard, Inman, Altman (2006) noted that counseling students engage in many 
experiences through training that serve as critical incidents. Critical incidents are defined as 
“significant learning moments, turning points, or moments of realization that were identified by 
the trainees as making a significant contribution to their professional growth (p. 88).” These 
experiences have lasting effects on students developing counselor identities. The authors 
examined journals kept by interns and found that critical incidents experienced by interns affect 
their ability to internalize theoretical concepts. The authors concluded that processing these 
experiences may assist students in attaining a cohesive identity. 

 Brott (2006) contends that in the age of accountability it is essential that training 
programs for counselors, especially school counselors, contain formal learning activities that 
focus on demonstrating effectiveness. An example of a structured learning experience is to create 
a personalized model to counseling. Integral to the effectiveness of this assignment is the 
inclusion of interactive learning experiences. An example of n activity is a case study analysis. 
Instructors can utilize groups to pool their knowledge to analyze cases. Students can take their 
new learnings and integrate them into an individualized model to counseling. 

 Auxier, Hughes, and Kline (2003) described the identity formation of counseling 
students. They suggest that students recycle through three stages. Counselor educators can 
enhance student acquisition of a professional identity with targeted strategies. IN the first stage, 
conceptual learning, students engage in activities such as lectures, readings, and writings. In the 
second stage, experiential learning, students should be exposed to activities such as small group 
experiences. The third stage, external evaluation, provides students with feedback from peers and 
instructors. 

2010 HICE Proceedings - Page 1027



An Example of Using a Native Narrative 

 A learning experience that fosters an emerging counseling philosophy that encompasses 
many of the elements of the best practices represented in the literature involves analyzing Native 
narratives. Students are required to read a life-story written by Alaskan Native Harold Napolean. 
In the book, Yuuyarak: The Way of the Human Being (1991), the author describes his life 
struggles with substance abuse. The author presents his theory that the modern social problems 
such as alcoholism and domestic violence plaguing many Alaskan Natives can be contributed to 
the loss of pride and identity experienced by forefathers. The Alaskan Indigenous population lost 
great numbers during a period of time when Russian and European newcomers brought 
previously unknown diseases to the Natives. The result of this phenomenon known as the Great 
Death was a loss in leadership and empowerment of Native people that continues in present time. 

 The assignment consists of three parts: responding to quotes from the book, discussing 
the implications of the ideas on a case vignette, and using peer feedback to analyze a vignette on 
the final exam for the course. The assignment is posted online in the class “wiki.” A wiki is 
similar to a weblog in that an author (i.e., course instructor) posts a written document that readers 
(i.e., students) can edit. The benefit of this teaching modality is that students can read and 
comment on their peers’ posts.  

Students are first given instructions for proper conduct when using a wiki. The first part 
of the assignment requires students to read, reflect, and respond to several provocative quotes 
from the book. Students often have strong emotional polar responses to the quotes such as 
“Native people choose to be alcoholics” to “you can’t blame the victim.” The second phase of 
the activity involves group case study analysis. Students implement their personalized meanings 
from the book in a case vignette. Students continually reflect and refine their positions based on 
feedback from class peers. The third part of the assignment is an item on the final exam for the 
course. Students are instructed to analyze a case vignette. They are allowed to use information 
gained from student contributions in their response. 

The wiki assignment encapsulates many of the elements associated with best practices for 
facilitating counseling philosophies. Students are encouraged to examine their self-beliefs 
through a guided activity that involves book quotes that serve as metaphors for counseling 
beliefs. Reflecting on the quotes can be a powerful critical incident as evidenced by one student 
who commented that the book “changed her life” in that it brought new meanings to her current 
philosophy of counseling. The exercise also produces documentation of effectiveness in the form 
of case study analysis. Finally, the exercise addresses many of the exercises expected in the 
dynamic formation of a counseling identity. The assignment requires reading (conceptual 
knowledge), group discussion (experiential learning), and utilizing feedback from peers (external 
evaluation). Thus, the assignment is one that should be considered by counselor educators as 
they support emerging counselors discover their philosophical stance to professional practice. 
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Wiki Assignment Details 

The wiki assignment is detailed below: 

In order to complete this assignment you must have read "Yuuyaraq: The Way of the Human 
Being" by Harold Napoleon.  The purpose of this assignment is to provide a public forum to 
discuss an issue of concern to counselors (alcoholism) and how we might use counseling 
theories and techniques to explain and treat the issue. 

The wiki will allow everyone in the class to write their comments on one document. Choose the 
"edit" feature on the right side of the monitor and not the "comment" button. Only one person 
can edit at a time so please be sure to save and close when you are done so that others may offer 
their comments.   

There are two parts to this case study.  The first section asks you to rate how much you agree 
with a statement.  This exercise is similar to the theory self-assessments that you have been 
completing this trimester. Please write a brief rationale for your answer so that we might 
understand your perception of the statement. I find it helpful to use different font colors and to 
put initials at the end of your comments (see example below). 

The second part of the case study is to read the two vignettes and choose one.  Briefly provide 
your response to the corresponding questions.   

Remember, the case study vignettes will be on your final written examination.  You may refer to 
this Wiki when you answer the question on the exam but you may not consult with 
anyone except me. 

You will be graded for the quality of your contributions rather than for "accuracy" of your 
answers. 

A few notes about "Code of Conduct" on the Wiki.  We want to abide by the following: 

1. Focus on what matters (understanding other's points of views). 

2. Contribute your thinking. 

3. Speak your mind and heart. 

4. Listen (read) to understand.  

5. Link and connect ideas. 

(adapted from: The World Cafe Community (2002). A quick reference guide for putting 
conversations to work. Whole Systems Associates.) 
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Note: Some of the items in this case study may cause intense feelings.  Please contact me or the 
UAA Counseling Center if you wish to discuss your feelings. 

Group Case Study - Part One  

Using the following code, write the number of the response that most closely reflects your 
viewpoint  under each statement.  Please give a brief rationale, use a colored font, and put your 
initials at the end of your work. (see example) 
   
            5 = I strongly agree with this statement 
            4 = I agree, in most respects, with this statement 
            3 = I am undecided in my opinion about this statement 
            2 = I disagree, in most respects, with this statement 
            1 = I strongly disagree with this statement 

1.  Alcoholism in Alaskan Native cultures cannot be cured without wide public discussion. 

I put a 4 here.  I believe that spoken word is important to Native cultures. dpr 

2. The backgrounds of Native alcoholics are almost always the same, regardless of village 
or tribe. 

3. Alaskan Natives have a biological predisposition to alcohol addiction. 

4. Alcoholism is a disease in that no one chooses to be alcoholic. 

5. Today's alcohol addiction problems in Alaskan Natives is the direct cause of the Great 
Death. 

6. Post Traumatic Stress Disorder (PTSD) often leads to alcoholism in Alaskan Natives. 

7. Most Alaskan Native alcoholics choose to drink. 

8. State and Federal governments have largely ignored the alcohol problems with Alaskan 
Natives. 

9. Fatalistic thinking on the part of Alaskan Natives has lead to the rise in alcoholism since 
the 1960s. 

10. Alcoholism greatly contributes to Alaskan Native domestic violence problems 

Group Case Study: Part Two 

Choose one of the following vignettes and respond to the corresponding questions.  

 A.  Evan, age 8 
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Imagine that you are a school counselor and that one of your students is Evan, age 8.  Evan's 
teacher has asked you to see him because she is concerned about his artwork.  Evan tends to 
draw objects such as dead animals, weapons, and burning houses. He primarily uses black 
crayons. You are aware of Evan as you had been thinking about including him in a "Friendship" 
group that you are about to conduct.  In your initial meeting with Evan you find out that he is a 
Yup'ik Eskimoo and is from the same village as Harold Napoleon.  You happened to have just 
finished reading "The Way of the Human Being" by Harold Napoleon.    

Briefly respond to the following: 

1. How would your understanding of the information presented in the book impact your 
work with Evan? 

2.  What counseling theoretical concepts or techniques would you use in your work with 
Evan?  Please consider the "western" theories that were presented in the Rochlen text, 
such as conducting a family constellation (Adlerian Therapy) as well as the ideas 
presented by Napoleon such as the Talking Circle. 

B.  Samantha, age 43 

Imagine that you are a counselor working in a correctional facility. You have a client, Samantha, 
age 43.  Samantha is being incarcerated for 3-5 years for aggravated assault against her 
significant other.  She was extremely intoxicated when she committed the crime and states that 
she does not remember much about the incident.  She plead guilty to the crime.  Samantha 
reports that both she and her significant other had problems with alcohol and crack cocaine. 
Physical violence was common in their household.  Samantha tells you that she is a Yu'pik 
Eskimoo and is from the same village as Harold Napoleon.  She asks if you have read his book, 
"The Way of the Human Being."  As a matter of fact, you have just finished it. 

Briefly respond to the following: 

1. How would your understanding of the information presented in the book impact your 
work with Samantha? 

2. What counseling theoretical concepts or techniques would you use in your work with 
Samantha?  Please consider the "western" theories that were presented in the Rochlen 
text, such as conducting a family constellation (Adlerian Therapy) as well as the ideas 
presented by Napoleon such as the Talking Circle. 
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While one might argue that the intent of the Treaty of Waitangi (ToW) has been lost 
in translation, others turn to the overriding principles encapsulated in the document 
itself as a means to guide the move from philosophy to practice.  As a result much of 
the present-day applications of the ToW make reference to the principles drawn from 
the document.  Although the principles of the ToW have been deciphered under a 
number of interpretations, those provided by the Royal Commission on Social Policy 
(Durie, 1998) hold popular repute (Orange, 2004).  The Commission highlighted three 
essential principles; partnership, participation and protection as relevant to Treaty 
application with respect to social policy (including education). In this paper, we 
provide a Maori and a migrant interpretation of how those principles are implemented 
in a health and physical education context in Aotearoa New Zealand (A/NZ). In 
particular, one male Maori and one male, Anglo-American migrant, both in their 
thirties share their perspectives on the ToW and their experiences in implementing the 
principles of the ToW using narrative inquiry. Adopting a self-reflective narrative 
approach the paper connects the principles of ToW to the multifarious social and 
cultural realities of each writer. The aim of this paper is to engage both pre-service 
and in-service teachers in self-reflective narratives that embed them in the critical 
debates central to the implementation of the principles of ToW in education. We 
argue that in the context of A/NZ, there is a lack of reflective praxis (reflection on 
relationship between theory and practice) in education on the implementation of the 
Principles of the ToW. Furthermore, we illustrate our frustrations and successes with 
putting the Principles to practice. By providing the reader with two narratives in a 
health and physical education context, we aim to encourage other professionals to 
critically reflect on and to understand the Principles of the ToW and to put them into 
practice.  
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Abstract:  
The recent rise of francophone immigration in British Columbia is a result of concerted 
efforts between the federal and provincial governments to increase immigration in one of 
the official languages, French, outside the largest urban centers that usually attract 
francophone immigrants. The availability of services in the French language has 
contributed to this effort in British Columbia. In this regard, one of the most attractive 
fields of work for immigrants, apart from social services, is education at the elementary 
and secondary levels. However, the professional integration of immigrants in the labour 
market for education is still difficult. Indeed, most immigrants, in spite of their 
credentials and experience in education, find it hard to integrate into the francophone 
community of BC. This problem opens up a debate on how to redefine who is 
francophone and who is not, and raises questions about the leadership and its legitimacy 
within this community. This study is aimed at analyzing the social representations that 
emerge from discourses of representative immigrant teachers on how they perceive their 
profession and the francophone community as a result of their socio-professional 
integration – or “disintegration” – and its influence on their identity construction – or 
deconstruction. 
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5.  Abstract: 
The media is plagued with stories about teachers who have behaved in a manner 
unbecoming their profession.  In Ohio alone, the Department of Professional Conduct 
received 8,246 allegations of misconduct against teachers in 2008.  This number 
continues to rise each year and has nearly doubled since the 4,771 reported in 2005.   
It would then seem obvious that colleges and universities that prepare teachers would 
have solid gates in place to assure that no candidate is being licensed if there is any doubt 
of the student’s ethical credibility.  Not necessarily the case, however, as a case of blatant 
and repeated dishonest behavior prompted an investigation into university policies and 
procedures with respect to dealing with such behavior. 

When asked about monitoring ethical behavior of teacher education candidates, 
representatives from teacher preparation institutions consistently referred to disposition 
forms as their means for documenting such behavior.  The inconsistencies then surfaced 
as to what became of that information.  The most problematic of these inconsistencies 
was with the chain of communication.  Specifically, who received the information about 
student misconduct?   The second inconsistency was with respect to what actions could 
be taken against students who conducted themselves unbecoming a professional.  In the 
case of repeated and blatant dishonest behavior, for example; could candidates be denied 
licensure if they met all other requirements.   

An investigation at one university, as well as data gathered from other Ohio institutions 
and the Ohio Department of Education attempts to shed light on these issues.  One 
finding was that there was a definite disconnect with respect to communication amongst 
key constituents who should have knowledge of student misconduct, specifically, 
academic affairs, student affairs, athletics, advisors, and professors.  Another finding 
deals with actions that can or cannot be taken against a student who displays behavior 
unbecoming a professional.   In Ohio, the code of conduct is the tool used to measure 
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ethical behavior for licensure purposes.  The code distinguishes numerous conduct 
violations that would result in a criminal record.  But what do teacher preparation 
institutions do with students who conduct themselves unethically, but still within legal 
boundaries? 
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     6. Abstract and/or full paper.  

This study examined the Korean-American mothers’ perspectives in terms of how 
they interacted with special education systems in NYC public education system. Semi-
structured interviews were conducted with six mothers with children who received 
special education services for more than 1 year. The perspectives of the Korean-
American mothers of children with disabilities revealed how different factors such as 
culture, immigration history and English language proficiency shape their experiences. 
For example, depending on the length of their stay in the U.S., some Korean-American 
mothers thought that limited English Proficiency is not a major barrier, but a lack of 
education experiences is a big challenge when advocating for their children. Most 
Korean-American parents were satisfied with special education services their children 
received.  If parents came to U.S. earlier in their life, (before they have their child with 
disabilities), they didn’t bother to look at the quality of special education systems in their 
home country and want to compare it to the US system. They were not grateful just 
because their children receive services but desired high quality services. It seemed that 
they are willing to take direct action to challenge the system when they think their child is 
not receiving appropriate special education services.  These findings imply that all 
professionals need to consider different issues beyond stereotyping families in a certain 
cultural groups in order to build more collaborative relationships with the families. 
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This study aims to address the impact of distance education and its implications for 

teacher preparation program through document analysis of course reflection and online survey. 

The findings revealed the opportunity, convenience, and flexibility as benefits while the lack of 

face-to-face interactions, writing skills, and personality as challenges. The results of this study 

implies that the most critical components in creating a successful online learning environment 

would be to embrace what each teacher candidate brings into the virtual world, to nurture the 

interactions, and to foster collaborative learning environment. This study also suggests “hybrid” 

format to meet the students’ needs better and to bridge the best of both traditional and online 

world. The issues for discussion regarding the impact of technology on the quality of and 

implications for teacher preparation programs were discussed. 
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This presentation will highlight a new communication channel to address cost and time 
constraints associated with primary data collection in public health research. The Center for 
Internet-Based Health Research TM (CIBHR; pronounced "cyber") was created to serve as a 
central hub to enable health researchers to share, promote, and recruit participants for Internet-
based health research (IBHR) studies. The mission of the CIBHR is to foster quality Internet-
based health research (IBHR) by providing health researchers and the general public with access 
to IBHR projects and a forum for open dialogue about "best practice" IBHR methodology and 
practical utility. Currently trademarked and in its ‘beta-testing' phase, CIBHR users can post IBHR 
study descriptions and associated URL links to raise awareness of active and forthcoming 
research projects among colleagues despite geographical boundaries, browse active and 
archived IBHR studies by topic, engage in online forum interactions, and review relevant IBHR 
literature and resources. CIBHR also serves as an outlet to facilitate discussion among health 
researchers about IBHR experiences and successful IBHR strategies and methods. Utilizing the 
ideals of the Social Exchange Theory, health researchers can assist other health researchers to 
recruit study participants by providing easily accessible URL links and study descriptions of IBHR 
projects to colleagues, students, and committee members. The CIBHR is completely free of 
charge and can be accessed by visiting http://www.cibhr.org. Only through open discourse and 
an exchange of ideas may IBHR prosper as a reputable and valid method to collect primary data 
from study participants.  
 
Learning Objectives: 

o Describe the benefits and limitations associated with Internet-based health research 
strategies  

o Assess the utility of the Center for Internet-based Health Research  
o Identify the components the Center for Internet-Based Health Research 
o Bottom of Form 
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Abstract 
 

The objectives of this research were:  1) to study state of the effective school 
management, 2) to study the network system development of the effective school 
management and 3) to propose  network system of the effective school management 
for long lasting educational  by conducting research for 3 phases:  The First Phase; the 
in-depth interview was performed to confirm conceptual framework and the items 
were developed to be relevant to school context.  Phase 2:  it was the research for 
studying the state of effective school management and network system development 
of the effective school management:  Phase 3: it was seminar of expert referenced for 
confirming network system development of the effective school management.   

The research findings were as follows: 
1.  The state of effective school management, the overall was in “High” level.       

2. The network system development of the effective school management  ,      the 
overall was in “High” level 3. The proposal  of the network system development of 
effective school management network, there were 4 steps of system for creating 
school management network from expert seminar including; 1) The step of awareness 
and formation of network.  2) The step of commitment development and network 
management.  3) The step of relationship development and utilization.  4) The step of 
relationship maintenance and continuity.     
 
Keywords : Network System , Effective ,School Management 

2010 HICE Proceedings - Page 1041



 
8th Hawaii International  Conference on Education 

January 7 - 10, 2010 Research Paper 
 

The Network System Development of 
Effective School Management for Education Reform in 

The North Eastern  Region, Thailand 
 

Asst.Prof.Dr.Saowanee Treputtharat 
Assoc.Prof.Dr.Kanokorn  Somparch 

Dr.Prayuth Chusorn 
 
 
 

Background 
 For the school administration and management in the age of changing, it was 
indispensable to be developed and studied for finding the appropriate model 
throughout the time.  Since the school was the first work unit with responsibility in 
instructional management for youngsters with the school administrators as leaders 
who should be developed in all aspects so that they could be able to manage the 
schools among globalization with rapid changes and extensively in object, social, 
environmental, and cultural aspects.  During 20 years ago, the researchers stated and 
proof the evidence that there were some links between successful schools and  
effective principals (Murphy, 1997).  It was supported by Weber’s (1989 cited in Fair, 
2001) that the principals’ strong leadership was a major characteristic of successful 
school.  For the result from brainstorming total population of the country, it indicated 
major philosophical approach of National Economic and Social Developmental Plan, 
9th Issue and 10th Issue (2002-2011) based on “Sufficiency Economy Philosophy” 
which was the National Economic and Social Developmental Plan respectfully invite 
the Sufficiency Economy Philosophy based on The King’s Edicts as a guideline 
philosophy for developing and administering the country based on middle of roads 
line so that the country would succeed in escaping the crisis and be able to exist 
firmly and leading to balance development with quality and long lasting under 
globalization in changing situations, focus on reasonable moderate line as well as 
understanding thoroughly keeping pace with the world as a guideline in living of Thai 
people and basis for developing every dimension in holistic view with “Human 
Beings” center of loyalty and confidence of personnel and community until there were 
unity and collaboration by every sector or part based on vision and objective.  As  a 
result, the administrators or transformational leaders could maintain their influence in 
achieving goal and practice their responsibility of school  with school efficiency and 
effectiveness.    

Significance of the study 
The school administration for reforming effective education in Thailand, the 

administration and administrative behavior was important because the most important 
responsibility of the administrators was to develop organizational effectiveness with 
the belief that the persons who worked happily or had work satisfaction, would work 
for good product if they could work with efficiency, quality, and effectiveness 
(Daresh & Playko, 1992) 
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According to the problems and importance of educational reform as well as 
school management as the above, if there were education and development for 
Network Systems, they would support and extend potentiality of educational 
management both in school and educational area relating to educational institute 
management that:  What was the management which affected the School 
Effectiveness in order to achieve objective and goal of institute as well as problem 
solving technique of school management to include Efficiency, Effectiveness, based 
on Economy?  The rational for creating and developing the strong Network Systems 
for steadfast educational institute management, was another guideline in causing the 
quality learning to serve for long lasting educational reform in future. 

 
Research Objective 

 
1.To study state of the effective school management,  
2.To study the network system development of the effective school management and 
3.To propose  network system effective school management for long lasting 
educational 
 

Research Methodology 
 

   The methodology of this study consisted of the following three Phases: 
  Phase 1:  
   For this phase of the study, it was conducted to confirm conceptual framework and 
develop item questions from the study with following details:   
   The researcher interview 2 schools from each of target area for investigating basic 
conceptual framework of research to be relevant to Thai social context by classifying 
into 1 small sized school, 1 large sized school, total of 6 schools for being interviewed 
from the schools under jurisdiction of The Office of Khon Kaen Educational Service 
Area 5, the schools under jurisdiction of The Office of Kalasin Educational Service 
Area 2, the schools under jurisdiction of The Office of Nongbualampoo Educational 
Service Area 1.  Obtaining the school list to be studied, the researcher contacted the 
school administrators by phone to ask permission for collecting data.  When it was 
permitted.  The researcher sent formal letters asking for cooperation in collecting data.  
Then, the researcher made appointment with the administrators, teachers, and key 
informants to go to the area and collect data. 
   For the technique for collecting data, the researcher administered In-depth interview 
with school teachers and administrators by recording audio tape by permission and 
note taking.  For the documents, the observation and document analysis were 
performed on school documents in order to trace back different phenomena as clues 
by using photograph.  The issues to be interviewed included the state of effective 
school management and network system of school management that:  How they were?  
What were there?  Which sub-factor included in each factor ?  so that  Content 
Analysis would be performed with total data which would be improved later. 
   For data obtaining from In-depth interview, observation, documentary analysis, they 
were analyzed by Content Analysis. 
   The findings using to confirm conceptual framework from all 6 schools, found that 
both conceptual framework of model of effective school management and network 
system of school management came from conceptual framework determined by the 
researcher as the school context.  Therefore, the researcher used the conceptual 
framework as a guideline for constructing instruments.    
Phase 2: 
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 It was a search for studying the state of effective school and network 
developmental system of should management by collecting both quantitative data and 
qualitative data with following details:  
          2.1  Population and sample 
 The population of this study included 295 schools under jurisdiction of The 
Office of Khon Kae4n Educational Service Area 5, 212 schools under jurisdiction of 
The Office of Kalasin Educational Service Area 2 and 230 schools under jurisdiction 
of The Office of Nongbualampoo Educational Service Area 1.   
          2.2  Sample 
 The sample size was determined by using Kreijcie and Morgan’ (cited in 
Boonchom sri-sa-ard, 2000) Table, obtaining 260 schools. Simple Random Sampling 
was administered by the key informants were school administrator and teacher, one 
person each school, total of 520 persons. 
 Phase 3: 
           For the third phase, it was focus group discussion as expert referenced in order 
to confirm network developmental system of effective school management.  The 
target group in focus group with expert referenced in Purposive Sampling, total of 
8persons.  The criterion of selection was as follows:  Group 1, the were 2 academic 
experts, Group 2, there were 3 experts in school management, Group 3, thee were 3 
experts in educational administration. 
 
 Research Instruments  
 
   It included the Interview Form for confirming the conceptual framework and 
constructing item questions, Record Form of Focus Group Discussions of expert 
referenced, Questionnaire of The State of Effective School Management and network 
system development of effective school management as Rating Scale constructed and 
developed by the researcher by investigating Construct Validity, Content Validity and 
language by the experts.  Later on the questionnaire was tried out in 30 schools under 
jurisdiction of The Office of Educational Service Area which were not the samples.  
Then, reliability coefficient was found by Cronbach’s Alpha Coefficient as 0.8378.  
When it was administered, its value was 0.947.     
  
 

Findings 
 

  1.  School Management State, its overall was in “high” level.  Considering each 
aspect, the aspect with the highest average value was the “Process Aspect” which as 
in “High” level (  = 3.93 ).  For the aspect with the lowest average value, it was the 
“Input” factor , which was in “moderate” level ( X = 3.43). 
      1.1  Recommendations from open ended question 
      Recommendations 
      1)  Input  Factor  Aspect, recommendations of input factor, the topic with most 
respondents’ answers was the insufficient obtaining budget for allocating in schools.  
The second order was the allocation of resources in schools,  shortage of teachers in 
some fields of study, teacher’ competency in instructional management, the teachers 
who still lacked of knowledge and practice guideline based on bureaucratic rule, 
schools and community still lacked of understanding with each other, and no attention 
in the problems occurring with parents’ students and student themselves. 
      2)  Throughput Factor Aspect, there were recommendations as follows:  the 
teachers and school personnel’ potentiality in competency should be increased, the 
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teachers lacked of skill in conducting research, the teachers’ knowledge in major field 
of study for those who didn’t teach the subject they had studied, and the teachers’ 
other kinds of work should be lowered so that they would have responsibility in 
instructional management  as major duty.   
 
  3) Product Factor Aspect, there were following recommendations:  the teachers’ 
training should be organized to develop their competency in conducting research for 
instructional development.  The encouragement, awareness development, 
reinforcement should be continuously and adequately performed in order to enhance 
the teachers and student’ morale.   
 
2  Network Systems Development  for Effective School Management, the overall 
was in “High” level ( X = 4.29 ).  Considering each phase ranking in order as :  
commitment development and network management it was in “High” level ( X = 
4.29).  The final phase was the recognition and network formation, and relationship 
development and its utilization, they were in “High” level ( X = 4.26 )   
 
3  Proposal Network System Development for Effective School Management, the 
network developmental system of school management based on seminar by expert 
group including 4 steps: 
      3.1  Awareness and network formation consisted of sub-factor as follows:  1) 
the members had to be aware of the importance of network, 2) the organization had to 
be clear of one’s own potentiality, 3) the members had to have shared belief and 
value, 4) the network had to have common organizational culture, 5) the organization 
united as a network, had to have the same goal and need 6) before establishing 
network their should have group preparation or network preparation, 7) the school 
administrators had to develop the awareness for members in organization in order to 
se the importance of network, and 8) the member had to be trusted on network.    
     3.2  Commitment development and Network management  consisted of sub-
factors as follows: 1) there should be opened organizational  climate and the members 
had friendly , 2) thee should be two way communication and thoroughly 
communication, 3) it should be firm network with potentiality relationship, 4) the 
members in network had to accept and be trust with each other, 5) thee should have 
shared commitment, 6) the members should enhance and maintain good relationship 
with each other, 7) the members should establish the objective an agreement in 
working together, 8) the members should have shared learning both inside and outside 
their group, 9) the member’ role should be clearly specified, and 10) the participative 
follow up and evaluation. 
     3.3  Relationship Development and Utilization consisted of following sub-
factors:  1) the network should share resources  with eh other, 2) the members in 
network had to take role both as  those who gave and took 3) the schools in network 
had to obtain equal benefit, 4) there should be development of leader of organization 
and network members, 5) the network organization should enhance public activity  
and stage for sharing, 6) the network organization should conclude and review the 
study together, 7) the network should create new knowledge and continuous 
knowledge management, 8) the network should enhance culture for eliminating 
conflict, 9) the should be development of credit by participative investigative system 
10) the maintenance of relationship an continuity phase, 11) the members in network 
had to received common benefit   in network, and 12) the other organizations should 
participate in determining policy with the network.    

2010 HICE Proceedings - Page 1045



      3.4  Relationship Maintenance and Continuity consisted of following sub-
factors: 1) the network organization had to continuously create new activities, 2) the 
good relationship should be maintained among every level of network members , 3) 
the network should create learning process by new technology and knowledge, 4) the 
network had to enhance usage of technology in developing the data base of 
information technology, 5) the network should specified and encourage work 
motivation system, 6) the network should have be and modern management system 
with appropriateness for work, 7) the network had to have strong bond relationship 
with eh other 9) thee should have enhancement for new generation of leaders 
continuously, and 10) the other organization should be allowed to participate with the 
network group.   
 

Discussions 
 

       According to the findings, there were issues to be discussed as follows: 
        1.  State of Effective School Management,  according to the findings found that 
the aspect with average value of aspect of state of effective school management, was 
The Throughputs Factor Aspect.  Considering details in each item of the throughputs 
Factor with the highest average value, it included the school administrators had 
leadership, the schools had good physical environmental management for enhancing 
good health, and the school had good climate, the personnel trusted each other and 
were friendly.  For the analysis of findings, found that the effective school 
management occurring in the throughputs factor aspect with the highest average 
value, especially the details of items with highest average value included:  the school 
administrators  had leadership, the school managed good physical environment for 
enhancing good health, and the schools had good climate, the personnel trusted each 
other and were friendly.  Since the situation of leaders’ management in changing 
period, the persons who would lead the organization to accomplish the goal with 
successfulness, it was necessary for them to express their leadership and professional 
management.  Therefore, the school administrators had to play their role as 
transformational leadership (Saowanee Treputtharat, 2004) by emphasizing 
participative process and creating good climate in work as well as taking care the staff 
both of physical and health for good work practice with complete quality and 
potentiality.  The important issue of leadership in educational management, what to be 
administered should be firstly known.  In education, it would start from Academic 
Work, People Work,  and Facility Work for providing convenience or services so that 
they could work very well according to their responsibility (Paitoon Sinlarat, 2009).  
Furthermore, the administrators in educational reform period had to have competency 
in Knowledge Management : KM  and Brain Based Learning Development (Teera 
Roonjaroen, 2007).   
 For the aspect with lowest average value, it included The Input Factor Aspect.  
Considering each item, found that the item with lowest average value including:  
school had sufficient resources and modern and sufficient technology.  Considering 
the research findings, found that The Input Factor Aspect with low average level, 
most of schools were not able to manage by themselves.  They had to depend on the 
allocation from governmental sector whether it was budget with limited allocation, so 
it wouldn’t be sufficient  for administration and management as well as modern 
resources and technology administering both of instruction and school management 
which the budget management was very limited.  It was an indispensable thing for 
being professional administrators.  For administration under limited situation , Teera 
Roonjaroen ( 2004) conducted research and found that potentiality in budget 
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management for providing additional revenue besides the national budget spending 
for educational management, it could be practiced in “Moderate” level.  According to 
report of annual educational state 2006/2007, problem solving and educational reform 
as holistic system ( The Office of Secretariat of Educational Council, 2007) was also 
found that the educational budget allocation in 2007 school year for Basic Education, 
was allocated lower than total school budget.  It showed that most of administrators 
had similar problems.  But, the professional administrators had to be able to manage 
by leading their schools, students, teachers, staffs in school to achieve specified goal 
among various obstacles and obstructions.  So, the administrators had to try to find 
budget from other sources for supporting school work management.  They had to 
allow community to participate in providing resources and technological equipments 
for supporting school work management  by collecting resources and investment 
regarding to budget, finance, and property both from public sector, local 
administrative organization, family, community, community organization, private 
organization, professional organization, religious institute, enterprise, other social 
institutes, and foreign countries using in educational management ( The Office of 
National Educational commission, 2002).  Considering recommendations from open 
ended questions, it was also found the same issue as:  recommendation with most 
recommended included The Input Aspect including:  the school obtained insufficient 
budget which confirming that the administrators had to play their role as 
transformational leadership by leading their work unit to specified goal among 
different obstacles and obstructions especially in finance and budget.  
        Considering recommendations from open ended questions in Throughputs and 
Product, found that in Throughputs Aspect, was most presented included:  the 
teachers and school staffs’ potentiality in knowledge and competency should be 
enhanced.  For Product Aspect, it included: the teachers’ potentiality in conducting 
research should be provided for instructional development.  According to the issues 
and the findings and recommendations, reflected that although there was educational 
reform, learning and teaching techniques were changed, which in major material of 
educational reform including the instructional reform as a key of school management, 
curriculum, and learning focusing on Human Development.  It was supported by 
educational principle focusing on Thai people as perfect human beings as specified in 
National educational Act (Uthai Boonprasert, 2004).  Moreover, the teachers still 
needed their potential to be developed in instructional and research aspects since the 
rapid changing of educational innovation, the teachers or staff had to always adjust 
themselves to keep pace with newly existed learning throughout the time which would 
be useful for both of students and themselves in professional development and 
promotion.  It was supported with conclusions from synthesis of research report and 
model development of management regarding to the issues of strategic basic approach 
and technique from The Office of Secretary General of Educational council (2006), 
found that the staff potential development was selected by all pilot schools as major 
technique in implementation based on their own management style.  Most of staffs 
would cover both of staff both inside and outside schools.   

2. Network System Development for Effective School Management, 
according to the findings found that the overall network system and each aspect, the 
average value were in “High” level.  Considering results from seminar with expert 
referenced, found that the experts confirmed research findings that there were 4 steps 
of network developmental system of effective school management including:  
awareness and network formation, commitment and network management, 
relationship development and utilization, and relationship maintenance and continuity.  
According to the research team visited the area for collecting qualitative data, found 
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that both of teachers and administrators gave very much importance to network 
development.  The network would help schools in many aspect including the 
instruction, material and equipment for instruction, sharing of knowledge, learning 
with each other, as well as building good relationship between different school staffs.   
       Moreover, according to findings conclusions of implementation in developing 
network of The Office of Secretariat of Education Council (2006) found that the 
implementation of school network  had more principles in management and 
systematic work management, conducted research, and utilized information for 
management, team working, and changing.  Many networks reported that the states of 
instructional management were improved.  The students were more developed, had 
desirable characteristics, and learning achievement.  It included information 
confirming that the school management networks were useful for instructional 
development. 
     According to the notice of research study, found that most of school network, large 
sized school would provide support for small sized schools regarding to academic 
consultant in academic, staffs, instructional development, instructional media as well 
as borrow the sites for organizing different activities.  The network the members were 
satisfied included the sites shouldn’t be too far such as not more than 10 kilometers.  
Besides, it was also found that the members in network wanted to expand network or 
develop network with higher education institutes since they viewed that the higher 
education institutes could be able to support schools very much both for the teachers 
and administrators regarding to professional development and management. 
      For problems an obstacles of network group, they consisted of budget, for 
instance, there was very little amount of budget comparing to the activities to be 
organized.  As a result, the activities couldn’t be managed as the members needed, 
communication and connection for work such as when the administrators went to a 
meeting at network center, they didn’t inform or communicate to the teachers about 
the topic they had discussed, after they came back.  Besides, it also found that the  
group of network members who came from Primary School and Secondary School, 
didn’t have understanding.  There were some gaps of communication since they came 
from different contexts.  Moreover, it found that some members thought that they 
didn’t have much benefit from network because they were large sized school, so they 
had to support small sized school.  The most benefit given to small sized school. 
   For the issue of long lasting  of network, the members viewed that the network 
would be long lasting further, the teachers and administrators in network should have 
more communication and interaction with friendliness.  They should collaborate in 
making plan together. In network development, the other organizations should 
participate in making plan with the network group.  
 
 

Recommendations 
 

      This research focused on studying network developmental system of effective 
school management to long lasting educational reform, the researcher provided 
recommendations for 2 issues: The First Issue, it was a recommendation for applying 
the research findings. The Second Issue, it was a recommendation for conducting 
research  as following details: 
   
        Recommendations for application of the findings 
       1. According to the study, found that the creation of network could very much 
support school both in administration and management as well as instruction.  
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Therefore, the administrators should consider in searching for technique in applying 
network system as concrete form with true assessment. 
       2.  To maximized the benefit of network development system, the administrators 
and network members had to develop good attitude toward each other since the data 
from research study found that some members felt that they didn’t gain benefit from 
the network. 
 
    Recommendations for future research 
      For future research, the researcher team would like to recommend as follows:   
    1.  This research topic should be studied by classifying into educational level 
between Primary School and Secondary School since different contexts would include 
other supplementary findings which were interesting and useful for school 
management.   
    2. The research and development should be conducted in applying network system 
development of administration and management since research findings would be 
very much benefit for education including school and educational service area as well 
as other related work units for educational management as well.  
    3. Case study should be performed in schools with application of network system 
for good school management so that the findings would be example for the other 
groups or schools to adapt for usage.   
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‘Vocabulary acquisition is crucial to academic development.  Not only do students need a 
rich body of word knowledge to succeed in basic skill areas, they also need a specialized 
vocabulary to learn content area material’.  (Baker, Simmons, and Kameenui, (2009, p 17) 
 
 
Marilyn Jaeger Adams (1990) suggests that most formal education is acquired through 
language. Research over a period of years (Becker, 1977, Stanovich, 1986, Bauman and 
Kameenui, 1991) has indicated there is a strong link between literacy and oral language.  
The importance of oral language as a basis for the future development of literacy is 
recognised by the Department of Education and Training, New South Wales, Australia 
whose current English syllabus (K- Year6, 1997; Years 7-10, 2003) includes not only 
reading and writing strands, but also a talking and listening strand. 
 
There are many aspects of language that can have an impact on a student’s literacy and 
numeracy development.  These metalinguistics abilities can include aspects such as 
phonological awareness skills, understanding of the social pragmatics of language, 
understanding the morphological system of the language and vocabulary (semantic) 
understanding. 
 
Increasing in my work with students from Kindergarten to high school, it has become 
obvious that for many students, whether they have English as a primary or second 
language, one of the most significant aspects of language having an impact on the 
development of their literacy abilities is that of semantic understanding. 
 
As stated by Beck, McKeown and Kucan ‘... a large vocabulary repertoire facilitates 
becoming an educated person to the extent that vocabulary knowledge is strongly related to 
reading proficiency in particular and school achievements in general’ (2002, p ). 
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English is one of the world’s ‘richest’ languages.  The Oxford English Dictionary lists 
approximately 500,000 words (not including technical and scientific terms), while German 
has a vocabulary of about 185,000 words and French fewer than 100,000 words (cited 
McCrum, Cran, and McNeil, 2002). It has been estimated that from year 3 to Year 9 
students will read texts that contain approximately 90,000 words so, according to these 
estimates students need to learn approximately 3000 to 4000 words a year throughout their 
school years (Honig, 2001). 
 
The assumption is that most vocabulary can be learnt in the context of reading.  However,  
‘the problem is that many students in need of vocabulary development do not engage in 
wide reading, especially of the kinds of books that contain unfamiliar vocabulary, and these 
students are less able to derive meaningful information from the context’ (Beck et al, 2002, 
p 32).  Students with learning difficulties often lack confidence in reading, become 
frustrated, hence they avoid reading (Stanovich, Matthews effect in reading, 1986) 
consequently miss out on strengthening and enriching their vocabulary through extensive 
reading.  
 
Another aspect discussed in the Baker, Simmons and Kameenui (2009, p 16) review of the 
research literature on vocabulary acquisition is the strong relationship between reading 
comprehension and vocabulary skills, however as they state, this relationship needs further 
investigation to determine causal links.  Hence students with poor vocabulary skills read 
less, as well they have less ability to access text meaning (whether the text be oral, written 
or visual) resulting in significant comprehension difficulties. 
 
Vocabulary development, (and its close associate, sentence development) is an area which, 
unfortunately, is often not well taught, as teachers often assume students have a better 
understanding of general vocabulary than is actually the case. Available evidence indicates 
that there is little emphasis on the acquisition of vocabulary in school curricula (Miller, 
2001; Scott, Jamieson-Noel and Asselin, 2003). Similarly for sentence development where 
‘teaching’ emphasises ‘capital letter, full stop’ rather than structure (such as clause, noun 
groups) and meaning. 
 
Many of the conventional approaches to teaching vocabulary (eg dictionary work, hunt-a-
word) do little towards teaching a real understanding of word meanings, associations and 
usage and certainly students with difficulties often have very poor abilities to remember 
(i.e. to efficiently store and retrieve information) or to generalise their ‘learning’ into 
different learning contexts. 
 
This workshop aims to: 

1. Present an hierarchical schema for building vocabulary knowledge (Wallis & Miller 
1986) and link to levels of comprehension (perception, literal, interpretive, 
application) as applied to vocabulary 

2. Demonstrate how these schema can be incorporated into many key learning areas to 
enhance and make more explicit the teaching of vocabulary and sentence 
development 

3. Provide many practical strategies and activities for teaching of vocabulary and 
sentence development that can be used in the classroom, across all curriculum areas, 
from Kindergarten to early high school  
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Abstract  
LINKS: Children’s Literacy Program is a literacy intervention program developed by the 
Learning Disabilities Association of Nova Scotia and offered in partnership with the School of 
Education at Acadia University to elementary students who are struggling with literacy. LINKS 
is designed for elementary age children who are experiencing difficulty in reading skills 
development, which may be attributable to a learning disability. The program is delivered by pre-
service teachers enrolled in the Acadia University Bachelor of Education degree .The authors are 
examining the impacts of the LINKS 2008-09 program through a qualitative analysis of three 
data sources: participating students’ literacy assessment results, literacy instructor focus group 
interviews and parent /guardian focus group interviews.  The main research question guiding the 
analysis of the data is: What components of the LINKS program are working, for whom and 
why? Specifically our study considers the LINKS program results in terms of their possible 
contributions to the literature on innovative community based supports for students who are at 
risk or who have a learning disability. 
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ABSTRACT 

 

Objectives: To gain an insight into the health information seeking experiences of 
residents in Taiwan, and to explore potential factors influencing such activity. This 
study also focused on the differences in health information-seeking experiences 
between remote and urban area.  

Methods: Twelve focus group interviews were conducted (n=95), six from 
remote area (n=51), and six from urban area (n=44). The interview transcripts were 
analyzed using a coding scheme iteratively developed by both authors.  

Results: Emerging themes included: context of health information needs, health 
information seeking behavior, factors influencing health information seeking, , and 
health information use and outcomes. People living in remote areas face specific 
barriers to finding useful health information, such as lower information literacy, 
health literacy and media literacy, relay on interpersonal communication, and a lack of 
resource.  

Conclusions: Research findings in this study can assist in better understanding 
the contexts of information seeking of remote and urban residents. Some suggestions 
are offered to health professionals to design optimal strategies for health information 
communication. Future research should collect data using quantitative methods to get 
a picture about health information seeking behavior among various populations in 
Taiwan. 

 
Key words: health communication, health information, information seeking behavior, 

public health education, remote area 
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INTRODUCTION 

Information can be defined as stimuli from a person’s environment that 

contribute to his or her knowledge or beliefs (Brashers, Goldsmith & Hsieh, 2002). 

Health information is the content of communications derived from credible sources 

related to individual, group, and community health issues and concerns (Joint 

Committee on Health Education and Promotion Terminology, 2001). Information 

behavior is meant those activities a person may engage in when identifying his or her 

own needs for information, searching for such information in any way, and using or 

transferring that information (Wilson, 1999). Information seeking is a part of human 

communication behavior. 

 

Purpose 

The purpose of this study was to gain an insight into the health information 

seeking experiences of residents in Taiwan, and to explore potential factors 

influencing such activity. This study also focused on the differences in health 

information seeking experiences between residents living in remote and urban areas.  

 

METHODS 

Participants 

A purposive and convenience sampling approach was used to recruit participants 

to the study who had certain predefined characteristics in common. Twelve focus 

group interviews were conducted with 95 residents (28-77 years old), six from remote 

area, and six from urban area. Of the 95 residents participated, 51 (53.7%) living in 

urban areas, and 44 (47.3%) living in remote areas (Tab. 1). 
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Table 1 The characteristics of participants of focus group interview 

 Urban areas Remote areas 

n(%) 51(53.7%) 44(47.3%) 

Male/female 15/36 9/35 

Average age(min-max) 57.96(35-77) 57.25(28-76) 

Have ever used web(%) 22(43.1%) 18(40.9%) 

 

Materials and Data Analysis 

The interview questions contained a number of issues: health information need, 

health information-seeking behavior, factors influencing health information seeking, 

and health information use and outcomes (Tab. 2). The interview transcripts were 

analyzed using a coding scheme iteratively developed by both authors. 

 

Table 2 The interview questions of focus group interview 

Interview questions 

1. What would you do if you needed some health related information? 

2. Have you ever needed health information and unable to find it? If so, please 

describe that situation. 

3. What has been the best source of health information in your experience? 

4. What else source have you gone for information about health in the past? 

5. How satisfied were you with the outcome of those health information? 

 

RESULTS 

Emerging themes included: context of health information needs, intervening 

factors of get health information, health information seeking behavior, and the 

differences between remote and urban residents. Figure 1 describes the information 

seeking activity, and the causes and consequences of that activity. 
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Context of Information Needs 

Information needs arise from the situations in which seekers find themselves 

have any need for help or information, and that is situationally based and dependent 

on a particular context. The health information needs emerged as physiological, 

cognitive and affective, and social needs. Physiological context include demographic 

factors, health history, and current health status. Cognitive and affective context 

determine the attitude to information seeking. Social context is related to the family 

member or friend either at risk or with current medical problems.  

Health Information Seeking Behavior 

1. Communication channels  

Interpersonal channels for health information seeking include physicians and 

other health professionals, friends and relatives and support communities. Media 

channels include health resources available via media, such as TV, radio, and World 

Wide Web. We found that the web site would be available only to those with access to 

the Internet and could potentially discriminate against those without it. TV was the 

most common source of health information for all participants. 
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2. Active / passive seeking 

Active information seeking means residents access the information in traditional 

mass media, new media or through personal interactions. Information is acquired not 

just through deliberate acts of searching but also through the passive monitoring of 

everyday life. People also tend to rely on information that is easily accessible. 

3. Understanding and evaluation 

Some Aboriginal old adults felt that there was a need for using of the more 

aboriginal languages. Poor language literacy may lead to individuals receiving 

insufficient information. 

4. Information use and outcomes 

Health information can help people to reduce their feelings of anxiety and 

uncertainty, to help them participate in the decision-making process. The health 

information use outcomes include empowerment, satisfaction, increasing knowledge, 

improving attitude, activities and health outcomes. 

Factors Influencing Health Information Seeking 

Information seeking behavior of residents appears to be influenced by several 

factors, including information capacity of individual, social support from social 

network and information access of environment. People with inadequate health 

literacy, media literacy and information literacy have a complex array of health 

information seeking difficulties. The “information poor” often had inadequate 

processing skills and were locked in a disadvantage situation. Information seeking is 

often assisted by social networks. Social networks influence the flow of information, 

and key individuals within these networks and either facilitate or constrain 

information exchange.  

Differences between Remote and Urban residents 
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Examining the gap of urban and remote areas, we found that people living in 

remote areas face specific barriers to find health information, including the resource 

characteristics and the availability to residents of acquired literacy for health 

information seeking. Limited local services, long distances to travel, and a lack of 

transportation alternatives constrain access to health services for remote residents. 

Remote residents tend to look first for advice and information from interpersonal 

sources, especially from other people with whom they share similar characteristics. 

Urban residents tend to rely on institutional sources as a convenient resort. 

 

DISCUSSION 

    This study contributes to the limited understanding of the information seeking 

experiences among residents in Taiwan. Research findings in this study can assist in 

better understanding the contexts of information-seeking of remote and urban 

residents.  

Communication inequality was defined ad disparities among social classes and 

racial and ethnic groups in access to and use of information channels, attention to 

health content, recall, knowledge, and comprehension of health information, and 

capacity to act on relevant information among individuals. Information seeking may 

be an antecedent of use and access to information. If there are differences in degrees 

of seeking information, then those differences may constitute a part of communication 

inequities and contribute to health disparities.  

 

IMPLICATION 

Public health education professionals have to design optimal strategies for health 

information communication according to the communication style of communities. 
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Multiple channels may be effective for urban communities, and interpersonal 

channels are important communication strategy for reaching remote residents. 

Future research should collect data using quantitative methods to get a picture 

about health information-seeking behavior among various populations in Taiwan. 

Further studies across ethnic and cultural groups are necessary to establish patterns in 

health information seeking behaviors.  
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The Impact of Visualization and Creativity on Conceptual Understanding in Mathematics 

Education 

 

  Based on the works of Arnheim (1966), Eisner (2002), Gardner (1993) and others, it 

is very clear that visualization and creativity play significant roles in the learning and 

understanding of mathematics.  Additionally, solving complex, real‐world problems 

requires a creative approach, alternative ways of thinking, and a new articulation of ideas. 

In much the same way, production in the visual arts requires a fresh approach to seeing 

and understanding the world. When working with students as they learn new 

mathematical concepts, incorporating visual representations of complex ideas is 

exceedingly important for construction of new ideas and understanding. Implementing 

techniques of art production, creative thinking, and critical problem solving will enhance 

the mathematical understanding of students. This paper presents arguments from writers 

in the areas of the visual arts, creativity, multiple cognitive structures, and mathematics 

education to offer an approach for teaching mathematics through experiences in the visual 

rts. a

  In the era of high‐stakes testing and legislated of standard setting, the idea of 

creativity in mathematics learning seems foreign and impractical. However, as educators 

look to the notion of artistic creativity, the sense that the learning mathematics can also 

reinforce the skills of visualization and creativity is discovered. One of the influences of that 

has caught the interest of mathematics educators is the use of computer generated models 

for mathematical problem solving. Emmer (1993) believes the infusion of computer 

generated models in mathematics has raised the need for a more intuitive, creative 

approach to mathematical research that reinforces the possibility of visualization not only 

in studying known phenomena, but to also make the invisible visible to the learning 

community. 

  In his essay, The Emperor’s New Mind, Penrose (1989) wrote that artists often feel 

that through their greatest works they are revealing eternal truths that reflect some kind of 

prior ethereal existence. Believing in an ethereal, external existence for mathematical 

concepts seems to be even stronger than one might expect from creativity in the arts. 

Mathematical creations must also reflect qualities of design, harmony, and beauty that are 
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seen in artistic endeavors (Kline, 1953). While there are some concerns in considering the 

question of creativity in mathematics and trying to compare it to an artistic one, many 

mathematicians view the real, universal art as mathematics. 

  One area of mathematics that seems to be closely attuned to the visual arts is the 

study of fractals. When computer generated patterns are explored, the artistic beauty 

comes through the color and symmetry of crystal patterns or iterations in number patterns. 

Mandlebrot (1989) repeatedly stressed the importance of the artistry seen in fractal 

patterns. Fractal geometry has provided a view of a visual approach, close to the idea of art 

for art’s sake as well as art for mathematics’ sake. The origin of fractal art began with the 

recognition that a simple mathematical formula, seemingly dull to the non‐mathematical 

eye, is rich in its graphic representation. The artist’s creativity intervenes in the choice of 

formulas, their arrangement, and the visual interpretation rendered by the computer 

representation. By incorporating the eye and hand into mathematics, we not only 

rediscover the ancient beauty, but also unveil a hidden, extraordinary beauty. 

  The question then arises, is creativity in mathematics distinct from creativity in 

other areas, or is there an over‐arching trait of creativity that permeates performance 

across many fields? Poincare' (1952) and Hadamard (1954) maintained thinking creatively 

in mathematics is seemingly unconscious or intuitive rather than logical and formal.  

However, these two mathematicians agreed that there are actually several stages in 

creative thinking in mathematics. Many definitions of creative thinking in mathematics 

emphasize divergent thinking and an open‐ended approach to solving problems.  

According to Guilford (1964), creative thinkers in mathematics must be fluent, flexible, and 

capable of elaborating and redefining problems. They must be able to change strategies and 

see problem solutions from many different vantage points. 

  Kiessweter (1983) reflects that his own experiences in solving mathematical 

problems required flexible thinking.  On the other hand, Bishop (1981) indicates that one 

needs two very different complementary modes to be an effective problem solver – 

creative thinking for which “intuition” is typical and analytical thinking, for which “logic” is 

typical. Creative performance is essential for solving problems; thinking visually forms a 

basis for an intuitive approach to problem solving. 
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  Defining creativity is often illusive, but Bergstrom (1984) focuses on performance in 

which the individual produces something new and unpredictable. Additionally he 

introduces the concept of “everyday creativity” and “Sunday creativity” (p. 159). “Everyday 

creativity” refers to finding new associations which can be predicted if we know what 

elements are being associated. “Sunday creativity,” often thought of as “real creativity,” 

requires a circumstance that requires a solution that cannot be attained by intension or 

mechanical methods.  

  Developing and fostering creativity in mathematics education is an objective for 

teaching and learning at all levels and is nurtured through a balance of logical and intuitive 

approaches. A constant emphasis on rules and algorithms, now more present than ever 

with the focus on high stakes testing, may prevent the development of creativity in problem 

solving and spatial ability. Creative thinking is enhanced with activities that reinforce both 

logical thinking and divergent thinking which is based on intuitive thinking with a 

conscious goal. When students apply a creative approach in solving problems, divergent 

thinking produces multiple solution strategies. However, the balance between logic and 

creativity is extremely important. If too much emphasis is put onto logical deduction, 

creative approaches will be limited and freedom to choose a variety of solutions will be 

lost. Successful problem solving involves providing students with experiences that support 

reativc e approaches in thinking and production. 

  Just as in creative production in the visual arts, creative thinking in mathematics 

needs an environment that encourages experimentation and exploration. First, there needs 

to be exploration with the medium – how does it react, what are its unique characteristics, 

how does the artist interpret his/her relationship to the medium. Second, there needs to 

experimentation with the medium. Finally, the artist must integrate his/her feelings with 

the determination of what is to be created in an intentional effort to produce a product. In 

solving mathematical problems, these same components must come alive. Initially, 

individual and social components like motivation, curiosity, self‐confidence, flexibility, 

engagement, imagination, and satisfaction must be incorporated. The atmosphere should 

encourage allow for spontaneity, tolerance, and freedom for students to express their own 

ideas. There should be time for fruitful communication with others. 
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  The second requirement is that challenging problems must be presented. Problems 

that are fascinating, interesting, thought provoking, and entice the learner to explore and 

engage in searching for solutions. Problems that are open‐ended and entice learners 

because these problems connect to the learners’ life experiences encourage interactions 

and involvement. Last, the learner must develop the ability to invent their own solutions or 

modify given techniques to solve the problem. Creative thinking demands change in 

behaviors that engage learners in complex cognitive processes to solve problems in new 

and novel ways. The essence of learning mathematics is thinking creatively, not simply 

arriving at the right answer (Dreyfus & Eisenberg, 1966; Ginsburg, 1996). 

  Torrance (1966) defined creativity as “. . . a process of becoming sensitive to 

problems, deficiencies, gaps in knowledge, missing elements, disharmonies, and so on; 

identifying the difficult; searching for solutions, making guesses or formulating hypotheses 

about the deficiencies; testing and re‐testing these hypotheses and possibly modifying an 

re‐testing then; and, finally, communicating the results” (p. 8). Artists engage in these 

processes every time they create a new work, sometimes the process is transparent and 

intentional, other times it is truly experimental and exploratory. The key for mathematics 

educators is to instill in the learner the same feelings of freedom and experimentation that 

he artt ist experiences. 

  Haylock (1985) differentiates between a creative approach to solving mathematics 

problems and a systematic approach. He aligns a creative approach to divergent thinking in 

formulating mathematical hypotheses, evaluating unusual ideas, sensing what is missing 

from a problem, and splitting general problems into specific sub‐problems. On the other 

hand, a systematic approach would reflect more convergent thinking characterized by 

determining patterns and looking for previously successful strategies. To encourage a more 

creative approach to solving problems, mathematics educators need to enable creative 

exploration and reward students who expand their approaches and try new techniques. 

Effective mathematics teaches encourages mathematical creativity as well as 

computational fluency. When students have a productive and enjoyable journey while 

developing a deep conceptual understanding of mathematics, they are more inclined to be 

creative and their mathematical talents are enhanced. 
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  As emphasis is placed on incorporating authentic learning situations where students 

are encouraged to think, feel, and create in the same ways as practicing mathematics 

professionals, students become more flexible, fluent mathematical thinkers (Renzulli et al., 

2004).  Factual and procedural knowledge is important for developing proficiency in 

mathematics, but research suggests that conceptual understanding is equally important 

(NCTM, 2000; Schoenfeld, 1988).  David, Maher, and Noddings (1990) enumerate four 

types of mathematical experiences students need to learn mathematics effectively. The first 

experience they need is characterized by teacher demonstration followed by drill and 

practice. Although this seems to be the procedure most frequently followed in the 

classroom, it has limited usefulness in helping students develop a deep, conceptual 

nderstanding of mathematics.    u

  All Students Reaching the Top, a report by the national Study Group for the 

Affirmative Development of Academic Ability found that the use of drill and practice may 

actually work against the transfer of learning to other applications not directly related to 

the set of drills. Schoenfeld (1988), in his research, also discovered that students failed to 

connect drill‐and‐practice learning objectives with real‐world problems and ways to solve 

those problems. Moving away from standard drill‐and‐practice allows for activities which 

encourage students to take risks and look for creative approaches to solving problems.  

  When students learn to appreciate mathematics as a “difficult‐beautiful‐rewarding‐

creative” process, they experience a substantial and permanent progress in their 

understanding of mathematics (Whitcombe, 1988, p. 14). Rather than developing an 

appreciation for mathematics by focusing on the qualities of creative mathematics problem 

solving, teachers who only emphasize algorithms, speed, and accuracy reinforce the 

negative view that doing mathematics is dull, boring, and not very rewarding. Failing to 

encourage creativity in the mathematics classroom denies all children the opportunity to 

develop a rich mathematical understanding and prevent them from realizing their full 

ew mathempotential to contribute to n atical advancements. 

  Creativity needs an incubation time in which ideas can develop and evolve. This 

reflects a close connection to a deep, flexible knowledge in content domains and long 

periods of internalization rather than rapid, exceptional insight. Poincare’s (1913) essay on 

his own experiences with mathematical creation discussed the need for reflection as part of 
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the process. He relates the story of how he came to solve a problem. After much 

deliberation, he experiences a sudden illumination as he steps on a bus. This illumination 

ty. occurred after a period of incubation which appears to be an essential aspect of creativi

  Davis (1969) posited that developing creative thinking in mathematics students 

must be in terms of three major parameter: attitudes, abilities, and techniques seen as 

methods of preparing and manipulating information. Skills with the techniques of the 

discipline are enhanced only through active participation in a variety of opportunities to 

experiment with these ideas and developing a belief in one’s abilities. Mathematics 

educators would be wise to follow the lead of their colleagues who instruct in the arts. 

These same major parameters are seen when art teachers work with children to create 

artwork. Only through active participation will art students become more adept at creating 

products that reflect their individual sense of self‐expression and control of the medium. 

Mathematics educators should approach the teaching of mathematics in much the same 

way as the art educator.  

  Each child’s innate ability to learn mathematics or to become an artist will remain 

dormant if not developed through appropriate challenges and experiences. Teachers, both 

mathematics educators and art educators, must help students develop commitment and 

perseverance to the completion of assigned tasks by providing opportunities for purposeful 

and meaningful experiences, fostering an understanding of multiple techniques through 

modeling, and by establishing an environment that encourages creativity, risk taking, and 

curiosity. Classroom environments in which teachers do not encourage alternative views 

and approaches and where the rote application of skills is highly valued will produce 

students who can only solve problems they have encountered before. They will struggle 

when they encounter new situations in which creativity, originality, flexibility in thought, 

and problem solving are necessary (Mann, 2006).  

  In Meissner’s view (2000), when the use of creative approaches to solving problems 

is not reinforced in the classroom, the learning of mathematics is reduced to a set of 

prescribed methods and rules to be memorized and mastered. In classrooms where rote 

processes take center stage, children’s natural curiosity and enthusiasm for learning 

mathematics disappears and their desire to take more advanced courses diminishes as they 

grow older.  Working to develop mathematical creativity must be a constant focus for 
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teachers as they plan ways to engage learners in the classroom as children pursue their 

educational journeys. 

  In the elementary classroom, it is not uncommon for teachers to encourage students 

to explore, question, interpret and employ creative approaches to solving problems. Social 

Studies teachers engage students in serious debates of current events, challenge them to 

interpret sets of data for reasons for economic advancements or theories for national 

trends in policy making, or look at geographical features of a country as they influence 

expansion and settlement. Teachers in science ask students to develop hypotheses and 

determine methods for supporting or refuting conjectures. Language arts teachers require 

students to build written arguments to persuade readers to adopt a particular stance on an 

issue or to illicit an emotional response to an ideal. Yet, mathematics teachers focus solely 

on the use of rule‐based instruction and rote memorization. Students who focus on rote 

memorization rather than on meaning will learn how to follow the steps to correctly 

master a procedure viewing the process as a symbol‐pushing operation that is limited by 

arbitrary constraints. Without a deep conceptual understanding of the foundational 

principles, a creative approach to solving a problem may be inhibited by over‐

generalization of “bits and pieces” of prior knowledge and application of procedures may 

be incorrectly incorporated in situations that result in computationally ”wrong” answers 

(Ben‐Zeev, 1996).  

  The continual emphasis on sequential rules and traditional algorithms may prevent 

the development of creativity, problem solving skills, and enhanced spatial ability 

(Pehkonen, 1997). The more practice students have with creating visual models and 

graphic organizers, the more enhanced their skills in approaching problem solving in 

creative ways will be reinforced.  For students to become successful problem solvers, the 

development of creativity in mathematics must have the same emphasis and resources as 

provided to creative development in art and other disciplines. Teachers must also be 

prepared to appreciate the beauty and creativity of mathematics before they can 

demonstrate those dispositions to their own students. They must also have opportunities 

to explore the world of mathematics and experience the learning of concepts in the same 

ways as they will prepare learning activities for their own students. Because of the many 

pressures experienced by classroom teachers, particularly early entry teachers, it is easy to 
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forget the value of struggle, incubation, and illumination they experienced as they learned 

mathematics as a child and fall back into practice that involves demonstration by the 

teacher and mindless replication by the students. 

  Jensen (1973) recalled Bruner’s description of a creative act as one that produces 

surprise that is only recognizable by those prepared to see it and reiterated that creativity 

demands a readiness and understanding of the problem not only by the students who work 

toward a solution, but by the teacher as well who would appreciate the creative act. 

Therefore, it is especially important that teachers have an appreciation for mathematics 

and a preparation that assists them in helping their students develop an understanding of 

the beauty of mathematics if creativity is to be encouraged and reinforced in the 

mathematics classroom. 

  Comparing the work of a mathematician to that of an artist, Dienes (2004) traced 

the practice of constructing a solution in an effort to communicate their own learning with 

others. Through their work, both the artist and the mathematician wrestle with ideas, 

combining and recombining them in a variety of ways until a structure emerges that the 

individual finds satisfying. Without the opportunity for creative play and exploration with a 

rich offering of ideas, students’ problem‐solving skills are limited to recall of methods 

developed by others practiced with little encouragement to expand approaches (Bronsan & 

Fitzsimmons, 2001). 

  The essence of teaching mathematics creatively is to encourage children to reach 

beyond the familiar and comfortable and probe deeper to explore relationships and 

structures of problems. Teaching practices should include curricular materials that 

encourage creative thinking in an environment that rewards divergent thinking, new 

applications of the familiar, and explorations of possibilities to extend previously learned 

approaches to problem situations. Studying the approaches taken by art educators in 

helping students enhance their spatial visualization skills, problem‐solving abilities, and 

creative approaches to analyze new situations and incorporating these methods in teaching 

mathematics will enhance students’ creative approaches to solving problems. In this way, 

all students will benefit from an environment that provides opportunities to develop as 

mathematically talented students who can think creatively and introspectively to 

successfully solve the problems they will face in the future.   
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Māori symbolism - the enacted marae curriculum 
 
 
 

Jamie Lambert  
Te Awemāpara, Ngāti Hinekura, Te Māhurehure familial connections 

Te Wānanga o Aotearoa, Te Awamutu, New Zealand 
Jamie.Lambert@twoa.ac.nz 

 
 

Symbolism and other metaphoric representations of aspects of Māori (Indigenous peoples of 

Aotearoa/New Zealand) culture such as whaikōrero (formal speaking), moemoeā (dreams), and 

whakataukī (proverbial sayings) has existed with Māori for generations.  This paper examines Māori 

symbolism and its importance in Māori culture more specifically the maintenance, sustenance and 

transmission of our indigenous knowledge systems for generations to come.  Traditional use of 

symbols is also explored through the contextual application of the marae (traditional Māori living 

complex) and how symbols exist in various parts of the marae.  The enacted curriculum is also 

investigated looking at specific examples of how these symbols can enact both non-Māori and Māori 

formal curriculum areas. 

 

Symbolism 
 

Symbolism as a part of an expressive culture operates on a number of levels and across a 

range of frequencies according to your perceptions and having deeper understandings of what 

is truly represented.  These symbols appear as images, words, behaviours and actions function 

in different spaces and places with differing meanings.  This depends heavily on context, that 

is they are culturally and contextually relevant.  Much of the value is encoded in metaphor.  

Symbols stand for concepts that are often too complex to be stated directly in words 

(Womack, 2005).  Furthermore, Womack cites social anthropologist Raymond Firth (Ibid) 

who writes “it is assumed that symbols communicate meanings at levels of reality not 

accessible through immediate experience or conceptual thought.  These meanings are often 

complex and of different layers.  In addition, because symbols convey multiple levels of 

meaning at the same time, they are multivocal (they speak with multiple vocals), polysemic 

(they have multiple levels of meaning) or multivalent (they make multiple appeals).  (Ibid)  

Because symbols are often about how that particular symbol is interpreted it is not only about 

the intention of the symbol but also about how it is interpreted by the onlooker.  The intention 

and interpretation of symbols is a key factor of communication especially in a culture that 

relied heavily on oral and visual communication such as Māori.  Pre-European contact, the 
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Māori people of Aotearoa (New Zealand) relied heavily on oral and visual communication.  

There was no written language as we would discern it today.  The written language included 

various methods of communication including oral, visual and spiritual.  The written language 

would be better described as a visual language as there were no words (as we know words 

today) that were written, but there were other forms of knowledge and information 

transmission and heavy use of symbolism and metaphoric language.  Māori symbolism is 

epitomised by the marae (communal living complex).  The marae itself is a symbol of history 

and genealogy and continues to give Māori a sense of belonging.  Symbolism was 

significantly represented in traditional means of learning and retaining history through the 

traditional house of learning, known as the whare wānanga. 

 

Traditional education systems 
 

One of the oldest learning institutions in Māori history is that known as whare wānanga.  

Whare wānanga were held in order to preserve tribal lore and it was decided that this tribal 

lore including long conversed myth and ritual was taught to a certain number of young men of 

each generation.  These men were given the task of transmitting the tribal lore to the young 

men.  The subjects taught were classified as:  

 

1. High-class ritual and other lore; 

2. historical and other matters of less importance; and 

3. the arts of black magic. 

 

In some cases the whare wānanga were held in places that were of special relevance and or 

significance to the topic being learnt.  In other instances the whare wānanga was but a name 

and a system; no special house bore the name, and the knowledge pertaining to it might be 

taught in the open air or in any house set apart for the purposes.  There was a significant 

amount of ritual associated with whare wānanga and its participants.  The related customs of 

these instructional courses included the scholars having to show that they had successfully 

memorised the matter taught through the whare wānanga.  (Best, 1974)  The memorisation of 

this information and knowledge was aided by images, metaphors, figures of speech, chants 

and songs.  Buck (1982) explains that in order for the elders to keep their own memories 

green, the old people in the evenings or early mornings sang through their repertoire of songs 
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while reclining in the tribal meeting house (structure included in the marae complex) and the 

older children learned them so as to join in with the community singing.   

 

According to Hemara (2000) the element of surprise was sometimes used to impress a 

particular piece of important information on a student’s mind.  The faux-anger state that was 

sometimes used was done so in order for students to trigger cognitive expansion and 

therefore, students would ask more questions.  Whaikōrero (formal public, ritualistic 

speaking) were also used as a symbol to represent cultural expression of whānau (family), 

hapū (sub-tribe) and iwi (tribe) histories as well as political relationships and family links 

with each other and other iwi (Ibid). Whaikōrero (formal public, ritualistic speaking) was 

carried out on the marae (communal living complex) and children were exposed to the 

histories, genealogies, arts, politics rituals of their hapū (sub-tribe) and iwi (tribe) in a public 

arena.  The children observed their elders behaviour and mimicked them.  In this case the 

elders stand as not only a symbol of knowledge holders but are symbolic of the type of 

knowledge that they are transmitting.  The forum in which these histories, tribal links and 

other relationships were explored and the related skills applied was through the traditional 

marae complex. 

 

The marae 
 

The marae is a focal point for Māori where families and communities come together for 

various reasons.  The marae is a local ceremonial centre, dedicated to the gatherings of Māori 

people and to the practice of traditional rituals.  (Salmond, 1975).  The marae complex usually 

consists of several buildings including a whare tīpuna (ancestral house; otherwise known as 

whare nui, whare tūpuna or whare whakairo), whare kai (dining hall), and whare paku 

(ablutions) at the very least.  There are a number of views of what marae are and stand for.  At 

one level Tauroa & Tauroa (2000) state that marae are places of refuge that provide facilities 

to enable us to continue with our way of life within the total structure of the Māori world.  

They go on to say that we the Māori need our marae so that we may pray to God; rise tall in 

oratory, weep for our dead; house our guests; have our meetings, feasts, weddings and 

reunions; and sing and dance.  The marae is an institution that has existed for many 

generations and will exist for many generations to come.  It provides Māori with an 

opportunity to be one with our environment and to truly express ourselves in ways that are 

unique only to Māori of Aotearoa (New Zealand). 
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With all this in mind, marae are a powerful symbol for Māori living as Māori.  It symbolises a 

connection to being Māori and it also represents the traditions, rituals, customs, protocols and 

ways of doing and being of those who have gone before us and those who will remain when 

we are gone.   

 

The whare tīpuna (ancestral house) is conceptualised metaphorically as a human body, 

usually representing the eponymous ancestor of a tribe (Harrison, 1999).  Harrison describes 

the whare tīpuna as follows: Beginning at the top of the house, the apex of the gable, attached 

to the tāhūhū (ridgepole) is the koruru (head).  The maihi (bargeboards) are the arms, 

outstretched to welcome guests.  The tāhūhū stands as the backbone and the heke (rafters) that 

fall off the tāhūhū are the ribs.  The porch of the house is named the roro (brain).  The kuwaha 

(mouth) or door is the symbolic entry where the spiritual and physical spheres meet and come 

together.  The matapihi (window) is seen as the eye and the interior of the house is known as 

the koopu (womb).  Those inside the house are then comforted by the embrace of that 

particular ancestor.  The poupou (carved posts) that embellish the sides of the house depict 

distinguished descendants from the eponymous ancestor.   

 

This paper examines the whare tīpuna and the whakairo (carvings) that adorn the ancestral 

house and details how these are symbolic of much more than what appears on the surface. 

 

The marae as a symbol 
 

Symbolism occurs at various levels at, in and on the marae.  This occurs in a range of forms 

including, whakairo (carved representations), waiata (song) and whaikōrero (formal public 

speaking).   

 

More specifically, as one example, whakairo has many symbolic connotations especially 

inside the whare tīpuna.  These carved representations surround those who are inside with 

tradition and history with their sheer presence, and symbolic representation of aspects that 

tradition and history that comes with each of the carved pieces.   More often than not, the 

carved pieces that enliven the walls of the house represent ancestors who are directly 

connected to the eponymous ancestor that that particular house is named after.  These poupou 

(carved figures) represent ancestors in the spiritual state and therefore were represented in 
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abstract form.  Harrison (1999) explains that “Ancestors, tribal atua (tribal Gods) mythical 

heroes and fabulous creatures are represented.  Personification also plays a distinctive part.  

The feeling for departed ancestors is closely interwoven with carving because of the prestige 

bestowed on their descendants through their achievements.”  The position of these ancestors 

in whare tīpuna all over Aotearoa (New Zealand) has been likened to the sculpted and painted 

ancestors found in castles and halls all around the world  (Ibid).  However, for Māori they 

represent the living present and future. 

 

There are various surface patterns used in the carving of these poupou.  More specifically 

surface patterns such as Raperape or Kirikiore, Ritorito or Puwerewere, Taratara ā Kae or 

Taowaru and Rauponga are symbolic of deeper meanings.  Raperape are used as whakapapa 

(genealogy) symbols.  They are used to imply whakapapa, or are used to identify whakapapa 

of that person.  The general use of the Ritorito pattern was to denote priesthood in men and 

noble birth in women.  The placement of these patterns on certain parts of the carved figure 

emphasised points of movement of the shoulders, buttocks and legs, therefore implying agility 

and speed of a youthful person.  Taratara ā Kae denotes abundance and material wealth and is 

mainly found on food storage houses, where it symbolises abundance and wealth in terms of 

food.  Rauponga symbolises genealogy.  The lines and placement of each line denotes 

genealogy and different generations (Harrison, 1999). 

 

The use of these surface patterns and the application of their meanings provide a field for the 

introduction of mnemonics in sculpture to support the oral tradition of Māori.  According to 

Harrison (1999) the symbols found in whakairo are: 

 
1. Mnemonic:  Something intended to assist the memory (for example, a diacritical 

mark). 
2. Ideagraphic: A written or carved symbol that represents an idea or concept. 
3. Calligraphic: Writing or painting of high aesthetic quality. 
4. Hieroglyphic: A pictographic script in which the symbols or figures are 

conventionalised and have hidden meanings. 
5. Diacritic: A mark or sign. 

 

All of these concepts are applicable to whakairo in one way or another.  Mnemonic 

application could occur in the learning of the art of carving to assist them with the names of 

the patterns or techniques that carvers use.  The surface patterns mentioned above are 
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ideagraphic in nature as they all represent further ideas and concepts.  Carvings are 

calligraphic, hieroglyphic and diacritic in nature and form. 

 

Enacting the marae curriculum 
 

Marae is a catalyst for the thinking and rethinking transformative education.  This opens up 

the possibility for the thinking about the ‘enacted marae curriculum’.  A common question 

that is being asked in Māori educational circles in the adult learning arena in Aotearoa (New 

Zealand) is how we can incorporate more Māori knowledge into curriculum that is taught 

especially by wānanga (Post compulsory education with an indigenous Māori focus).  I 

suggest that we explore the possibilities of using the traditional marae complex to enhance 

current curriculum activities which will move towards enhancing and therefore enacting 

current static curriculum. 

 

In order for this to occur there are a number of issues that need to be considered and resolved.  

Firstly, essential components of Māori ways of being and doing need to be implemented in to 

the education system over a period of time.  There needs to be a plan of how this will be 

integrated so as not to implement a tokenistic approach to appreciating indigenous 

knowledge.  Penetito as cited in Tapine & Waiti (1997) supports this by stating that the 

education system needs a long term plan for Māori education, and it needs to include critical 

elements from Māoritanga (Māori ways of being and doing) over a long period of time.  If 

they are injected into the system immediately without proper trial and error it will simply 

bastardise and misrepresent Māori knowledge and practices.  People need to be able to build 

up a whole set of associations with this knowledge as they accumulate it.  It is just as 

important for us as Māori as well as non-Māori to remember that Māori have the same 

potential, mental capacity, and ability to operate intellectually as any other group (Ibid).  As 

with other indigenous cultures around the world Māori people has seen the dominant group 

impose its culture, values, knowledge and practices on Māori society, and this has had 

overwhelming effects upon generations of Māori and will continue to influence future 

generations.  Penetito claims that Māori have been subject to this hegemony for so long that 

in many cases they find themselves in situations where they believe their knowledge, customs 

and practices are in some way inferior and less coherent than non-Māori culture, knowledge, 

customs and values.  This belief is something that is learnt and observed.  Those who are 

colonised learn to hate themselves, and it is something which is learned.  They learn it from 
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what they see of themselves through other peoples’ eyes and what they hear from other 

peoples’ mouths (Ibid). Self determination through education needs to occur first through a 

mind shift in Māori and non-Māori and place importance on our own voices and our own 

symbols to assist us in this endeavour.  The agenda for returning intellectual coherence and 

moral force to Māori education involves Māori telling their own stories, creating their own 

images, listening to their own voices.  It requires a return to the belief that we are no better or 

worse than any other group (Ibid). 

 

Secondly, an important change needs to occur in learning environments.  These learning 

environments need to be flexible enough to be able to accommodate educational changes.  An 

important role for any learning environment is to prepare for the educational changes that are 

taking place.  Where curriculum changes occur in traditional areas, these can be 

accommodated with reasonable facilities.  However, where changes occur in new fields these 

are not nearly as quickly or impressively effected (Harrison 1999).  An awareness of cultural 

diversity is taking place in Aotearoa (New Zealand) education and programmes together with 

facilities for the projection of these changes are being developed and used by the authorities 

who realise that cultural diversity is a valuable resource which properly nurtured, contributes 

positively to the functioning of a cohesive society.  Effective teaching about cultural 

influences on learning can best take place in an environment that reflects these values.  

Furthermore, it will help young people to be secure in their own culture on one hand, and to 

have contact and first hand knowledge with another if they so desire (Ibid). Above all the 

marae will provide a living example of the benefits to be gained from people of goodwill 

working together towards the achievement of a common goal. 

 

The marae can assist in the achievement of this mind shift as well as the achievement of 

curriculum changes to reflect Māori values and knowledge systems that are supported by 

traditional symbols and imagery.  For example, curriculum areas that can be taught using 

whakairo include mathematics (geometry, symmetry and measurement), science (for example. 

appropriate wood types, density testing, tree uses and lifecycles), technology (e.g. how to 

carve, identifying grains of the wood and appropriate tools for appropriate wood types and 

carving styles and techniques), te reo Māori (the Māori language) (for example learning 

genealogy, relevant terminology, traditional stories associated with and represented through 

carving) art (e.g. visual presentations of people, actions, genealogy, stories through carving), 

social studies (e.g. identifying connections between the chosen poupou and relevant tribe of 
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the student, identifying different patterns or carving styles from different tribes).  These are 

excellent examples of how Māori learning environments can accommodate non-Māori 

curriculum areas.  In the same vein where Māori knowledge would be best taught using Maori 

learning environments that are enhanced by a myriad of supporting symbols presented in 

various forms including song, dance, art, story and formal speeches.  These aspects make us 

unique from other indigenous and non-indigenous cultures around the world. 

This paper has explained and highlighted that the marae in one of the oldest knowledge 

institutions in Māori culture and is currently underutilised in formal education settings.  This 

paper invites the use of code and symbol through the enacted marae curriculum.  Elements of 

the enacted marae curriculum would include a facilitator who has an understanding of the 

symbolism that exists throughout the marae and the application in different shapes and forms.  

Other elements would also include the ability for participants to be able interact in both Māori 

and Pākeha worlds of education and contextual application in each.  The potential of the 

enacted marae curriculum for Māori education is that the concept is applicable across 

different curriculum areas, ages, abilities, capabilities and levels of understanding.  

Ultimately, this means that anything can be taught using the enacted marae curriculum and 

has the potential to encourage Māori students to operate to learn aspects of their education 

using traditional Māori methods and forms. 
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Abstract 

Disproportionality is defined as the “overrepresentation” and “underrepresentation” of  a  particular 
population or demographic group in special or gifted education programs relative to the presence of 
this  group  in  the  overall  student  population.    Disproportional  representation  matters  because 
mistaken placement in special education classes can result in students not receiving the instructional 
support that will meet their needs and allow them to advance academically.  For ethnic and minority 
students,  the  consequences  can  be  even more  harmful.    A  special  education  label  can  become  a 
double‐edged  sword when  these  children  face  both  racial,  ethnic,  and  disability  discrimination  in 
today’s society. 

Inappropriate  labels  and  special  education  placements  are  cause  for  alarm  because misidentified 
students receive inappropriate services and support.  It means that students are likely to encounter a 
limited  curriculum  and  diminished  expectations.    It  creates  a  false  impression  of  the  child’s 
intelligence  and  academic  potential.    Studies  show  higher  drop  out,  unemployment  rates,  and 
increased incarceration for those who are misidentified.   

According  to U.S. Department of Education  reports, approximately 96% of students with disabilities 
are  educated  in  general  education  environments,  such  as  public  school  buildings  and  general 
education classrooms.  However, studies show that culturally and linguistically diverse students with 
disabilities are often educated  in more segregated or  restrictive environments  than  their Caucasian 
peers.    Fifty‐five  percent  of  Caucasian  students with  disabilities  spend  80%  of  their  school  day  in 
general education  classrooms.   Only one‐third of African‐American  students with disabilities  spend 
80% of their day in general education classrooms. 
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Abstract 

To better serve our gifted students, we as educators need to realize our own 

intellectual strengths so that we can guide our students to recognize their special 

abilities and potentials.  Our study compares and contrasts two theories of 

multifacted intelligences and applies them to ourselves and to fourth grade gifted 

students in a midwestern elementary school.  Based on the theories of Gardner 

and Sternberg, we used self-reflections, surveys, work samples, observations, 

and discussions to gather information about 16 fourth grade gifted students and 

ourselves.  Results suggest that each person involved (whether a child or an 

adult) was intrigued by these two theories and also interested in recognizing how 

the theories could be applied to him or herself. Through the study of these 

theories we discovered that each person is a distinct individual with his or her 

own intellectual strengths. Both Gardner’s and Sternberg’s theories proved to be 

valuable for adult educators who can use awareness of multifaceted intelligences 

to understand and appreciate their students, differentiate instruction, and provide 

a balanced curriculum. Both theories were useful in helping gifted students 

become aware of their personal traits, but the elementary gifted students in this 

exploratory study preferred Gardner’s ideas to Sternberg’s because the 

descriptions of the eight intelligences provided concrete and rich examples of 

abilities the children could recognize in themselves.  
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Gardner versus Sternberg:  Analyzing Theories of Multifaceted Intelligences and 

Applying Them to Fourth Grade Gifted Students 

Deborah A. Stiles and Joy A. Berry 

 

The two major views of intelligence are as follows: (a) general factor, 

single trait, theories of intelligence and (b) pluralistic or multifaceted theories 

(Gardner, 1983, 2006; Sternberg, 1985, 1997). Psychologists Howard Gardner 

and Robert Sternberg believe in the second view of intelligence, described as 

“multifaceted conceptions of intelligence, which emphasize the importance of 

multiple and distinctive aspects of intelligence” (Sternberg, Jarvin, and 

Grigorenko, 2009, p. 4). Both psychologists view intellectual abilities as 

multifaceted, recommend that individuals identify their own pattern of intellectual 

strengths, and encourage schools to use their theories to guide and educate 

students (Gardner, 2006; Sternberg et al., 2009). In many ways their beliefs 

about human intelligence are similar, but in other ways Gardner’s and 

Sternberg’s theories are competing theories. 

Gardner has proposed eight intelligences: logical-mathematical, linguistic, 

musical, bodily-kinesthetic, spatial, interpersonal, intrapersonal, and naturalist 

(Gardner, 2005, 2006). To be human is to possess all of the multiple 

intelligences. Each person has strengths – that is intelligences that are more 

developed. “No two individuals – not even identical twins – have exactly the 

same intellectual profile because, even when the genetic material is identical, 
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individuals have different experiences” (Gardner, 2006, p. 23). Gardner 

advocates using his theory to assess children and teach accordingly.  

Sternberg has proposed a triarchic theory of intelligence: analytic, 

creative, and practical (Sternberg, 2006; Sternberg et al., 2009). Analytic skills 

are critical thinking and evaluation skills; creative skills include brainstorming, 

“problem-finding”, and the use of the imagination; practical skills involve real-

world applications of knowledge. Sternberg et al. (2009, p.6) advocate the 

following: “Create a supportive learning environment in which students find their 

own pattern of abilities, understand how uniqueness allows each individual to 

make a particular contribution to the learning community and value diversity…. 

Balance the types of activities you offer your students so as to broaden the range 

of abilities addressed.” 

The purpose of this exploratory study was to apply the theories of Gardner 

and Sternberg to understanding the intellectual abilities of 16 fourth grade 

academically gifted students. To accomplish this purpose the theories of Gardner 

and Sternberg were examined, multifaceted intellectual strengths of eighteen 

individuals were identified, both theories were applied to the classroom setting, 

and then the two theories were compared and contrasted. 

Method 

Participants 

The main participants in this exploratory study were 16 elementary school 

students including 8 girls and 8 boys who were 9 or 10 years old. The elementary 

school is located in St. Louis County, Missouri. The state of Missouri labels the 
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demographics of the school district in the following ways: Asian 10.9%, Black 

16.7%, Hispanic 2.2%, Indian .1%, and White 70%. Students from low-income 

families were identified on the basis of meeting the criteria for eligibility for free 

and reduced lunch; 17% met eligibility requirements.  

In this school district, educational giftedness is as defined by “working at 

or above the 96th percentile in the areas of achievement, reasoning/problem-

solving, and general mental ability” (unpublished document). On the WISC IV the 

96th percentile is associated with an IQ of 126 or 127.  

Also participating in the investigation of multifaceted intelligences were 

two adults, a gifted education teacher (adult Q) who interviewed the children and 

provided work samples and a university professor (adult R) who served mainly as 

a consultant. 

Materials  

 Both the gifted education teacher and the university professor read books 

and articles by Gardner and Sternberg and both viewed and discussed two 

videos, Multiple intelligences: Developing intelligences for greater achievement 

and Intelligence, creativity, and thinking styles. Sixteen children completed the 

Multiple Intelligences Worksheet (based on Gardner’s theory; ALPS Publishing, 

1999). Adults collected and evaluated poems from 10 children and work samples 

from 16 children. Applications of multifaceted intelligences were illustrated by two 

photographs of the gifted education classroom (Figure 1).  

Procedure  
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In August 2009 intensive study of theories of multiple intelligences 

commenced. In September the gifted education teacher shared information with 

her fourth grade students about the lives of Gardner and Sternberg and each of 

their theories. She provided several examples of Gardner’s “eight ways of being 

smart” and Sternberg’s triarchic theory (book smart, street smart, and creative).  

Each of the 16 gifted education students completed the Multiple 

Intelligences Worksheet (based on Gardner’s theory; ALPS Publishing, 1999).  

Later the teacher prepared an associated Multiple Intelligences Profile for each 

student and discussed the results with each student individually. This profile 

identified strengths based on Gardner’s eight intelligences: verbal/linguistic, 

logical/mathematical, visual/spatial, bodily/kinesthetic, musical/rhythmic, 

interpersonal, intrapersonal, and naturalist.  

A different process was used for identifying each child’s strengths 

according to Sternberg’s triarchic theory. Due to difficulties in finding an age-

appropriate instrument for fourth graders comparable to the Multiple Intelligences 

Worksheet, “triarchic” strengths were identified mainly through students’ work 

samples, teacher’s observations, and students’ self-reflections. Sternberg’s 

triarchic theory includes analytic, creative, and practical abilities. By definition all 

of the gifted children in this study have strong analytic abilities because they 

each scored at the 96th percentile or above on tests of reasoning/problem-solving 

and general mental ability. Creativity and practical intelligence were mainly 

assessed through teacher observations. An additional professor who is an expert 

on children’s poetry independently assessed the poems of 10 of the 16 students. 
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The criteria for evaluation were similar to what Sternberg has used for 

adolescents and adults (novelty, quality, sophistication). Responses were rated  

on a scale ranging from 1 (very low) to 5 (very high). In addition to earning points  

for novelty, quality, and sophistication, students earned double points for overall  

creativity. Each poem could receive a minimum of 5 points and a maximum of 25 

points.   

In September and October, using information from work samples, 

observations, self-reflections, discussions, and the Multiple Intelligences 

Worksheet; the teacher and the professor prepared Table 1.  This table identifies 

the intellectual strengths of the 16 children and two adults. 

In October the teacher made observations of and reflections on teaching 

the gifted students; these were recorded in three written emails. (See Table 2).  

Results 

All of the participants in this study were fascinated by the theories of 

multifaceted intelligences and enjoyed applying the theories to themselves. 

Presented here is Table 1 that describes the intellectual strengths of each of the 

16 fourth grade students and the 2 adults according to the theories of Gardner 

and Sternberg. The 16 children are labeled A through P and the two adults are Q 

and R.  

Table 1. 
The intellectual strengths of 16 fourth grade students and 2 adults according to the 
theories of Gardner and Sternberg. 
 
person 

 
Gardner 

 
Sternberg 

 
Comments 

A  Boy 
9 yr. 

Bodily-
kinesthetic 
Logical/ 
Mathematical 
Intrapersonal 

Analytic 
Practical 
 
Poem high in 
creativity –  
20 pts 

A is an athlete. He also is an exceptional  
student who thrives on challenges,  
especially logic and critical thinking activities. 
Math and science are his favorites. He usually 
likes to work alone on projects and is quiet 
until he feels comfortable with others. Once he 
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does, his sense of humor and confidence 
really shine – last year he had a major role in 
our skit. 

B  Boy 
10 yr. 

Bodily‐ 
Kinesthetic 
Musical 
Interpersonal 

Practical 
Analytic 
 

B loves and excels in a variety of sports. He is  
a student who is definitely sensitive to  
movement and sound. B is very enthusiastic  
and loves to share his ideas and opinions.   
He likes working on problem-solving and can 
relate it to many different situations. B is quick 
to see the practical side of things. 

C  Girl 
9 yr. 

Naturalist 
Intrapersonal 
Visual/spatial 
 
 

Analytic 
Practical 
 
Poem low in 
creativity –  
11 pts 

C loves animals and is very concerned about 
environment.  She hopes to become a 
paleontologist. C is very visual and believes  
there is only one answer for a problem. She  
loves to share her ideas and knowledge but 
prefers to spend time by herself. C has been 
working on her creativity and it has greatly 
improved.  She thinks her strength is being  
creative; her teacher thinks she is strongest in 
analytic intelligence. 

D Boy 
10 yr. 

Bodily- 
Kinesthetic 
Logical/ 
Mathematical 
Interpersonal 

Analytic 
Practical 

D loves and excels in a variety of sports.  He  
enjoys challenges, logic and critical thinking  
activities. There is usually only one correct  
answer for D and he will definitely defend it. 
He is always quick to apply new concepts and 
skills as well as relating them to real life. 
D is a hardworking, confident, dependable  
student who shows patience in assisting  
other students. 

E Girl 
10 yr. 

Interpersonal 
Naturalist 
Bodily- 
Kinesthetic 

Practical 
Creative 

E is an avid reader who enjoys sharing her 
knowledge, ideas,  and opinions. She shows 
strong leadership qualities and is highly 
regarded by her classmates. E is a born actress 
and was the lead in our class skit. She always 
finds a way to bring her vivid imagination, 
creativity, and artistic talent to her projects. 

F Girl 
9 yr. 

Naturalist 
Logical/ 
Mathematical 
Intrapersonal 
 

Creative 
Analytic 
 
Poem high in 
creativity –  
20 pts 

F is very creative and artistic. She brings these 
strengths to all of her projects. F is a  
perfectionist who see only one way to solve 
problems. She is a very independent worker 
who can sometimes work with a partner. Group 
activities cause her stress. She loves nature 
and enjoy learning about living things. 

G Girl 
9 yr. 

Musical 
Interpersonal 
Intrapersonal 

Analytic 
Practical 
 
She perceives 
high creativity 

G thinks her only strength is creativity. 
However, she can look at a problem and come  
up with a unique solution. G is friendly, social, 
and loves to share her ideas, but usually 
prefers to work alone on activities and  
projects. 

H  Boy 
9 yr. 

Logical/ 
Mathematical 
Naturalist 
Interpersonal 

Analytic 
Practical 
 
Poem high in 
creativity –  
21 pts 

H is an exceptional student whose energy,  
excitement, and enthusiasm for learning is  
contagious. He thrives on challenges and 
loves to work on logic and critical thinking 
problems.  Math and science are his favorite  
subjects.  He also has a quick wit, sense of  
humor, and vivid imagination. H took a  
leadership role in creating, developing, and  
acting in our class skit last year.  
He was upset that his profile indicated 
"Interpersonal" because he sees himself as 
not outgoing and stronger in "Intrapersonal."  
Once discussed, he understood and agreed. 
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I  Boy 
10 yr.  

Logical/ 
Mathematical 
Naturalist 
Musical 

Analytic 
Practical  
 
Poem low in 
creativity –  
11 pts 

I is a diligent and independent worker.  He does
 well in groups but sometimes takes a more  
passive role.I excels at problem solving and  
logical thinking. He was surprised to see 
naturalist and musical listed as strengths on 
his profile. He does play an instrument but 
definitely didn't view music as having  
a large importance in his learning. 

J Girl 
9 yr. 

Naturalist 
Intrapersonal 
Verbal/ 
Linguistic 

Creative 
Practical  
 
Poem low in 
creativity –  
11 pts 

J has a quick wit and vivid imagination that  
adds spark to our class and presents her 
classmates with a different perspective. She  
loves reading, writing, and sharing her ideas.   
"Artistic" definitely describes this student.   
J enjoys nature and animals.  She just got  
a puppy and "is in love."  

K Boy 
9 yr.  

Naturalist 
Intrapersonal 
Logical/ 
Mathematical  

Analytic 
Practical 

K thrives on math challenges, especially  
logical thinking. His favorite subject is science  
and he is like a sponge for knowledge. 
K is a loner who will some‐  
times work with a partner.  Group work is hard 
for him. He likes attention and usually seeks  
the negative type.  He is very creative but  
needs encouragement to express himself. 

L Boy 
9 yr. 

Visual/Spatial 
Interpersonal 
Logical/ 
Mathematical 

Practical 
Creative 
 
Poem low in 
creativity –  
6 pts 

L has the ability to adapt to everyday situations 
and issues.  He is also very social and is a  
friend to all. L does well when visuals are 
provided for new concepts. 
He shows strength at logic and critical  
thinking (usually drawing pictures to help solve
 the problems). 

M Girl 
10 yr. 

Naturalist 
Interpersonal 
Logical/ 
Mathematical 

Practical 
Analytic 

M loves reading, writing, and participating in  
all activities. She enjoys sharing her  
knowledge, ideas,opinions, and unique  
perspective with others.  M likes challenges  
and works diligently until a task is completed.   
It's as if she attacks logic and critical thinking  
activities.  She likes science and nature, but  
was surprised that naturalist came in first  
place on her Multiple Intelligences Profile. 
 

N Boy 
10 yr. 

Verbal/Linguistic 
Visual/Spatial 
Interpersonal 
 

Analytic 
Practical 

N has a passion for words and language.  He  
possesses excellent communication skills. N  
loves reading, writing, geography, and history. 
N is extremely analytical, enjoying critical  
thinking activities.  He usually wants to make  
practical connections between new  
knowledge and skills.  N is also very creative,  
especially in writing, and was also  
instrumental in writing and developing our  
class skit. He was one of the lead characters. 

O Girl 
9 yr. 

Naturalist 
Visual/Spatial 
Logical/ 
Mathematical 

Practical 
Creative 

O is a very conscientious student who loves to 
research in order to learn new facts and  
concepts.  She is very creative, yet loves the  
challenge of critical thinking activities.  O is  
very capable of applying new knowledge to  
real world situations. Although she is very  
quiet, she is a friend to all and is getting  
better at sharing her ideas and opinions. 

P Girl 
9 yr. 

Naturalist 
Musical 
Interpersonal 

Creative 
Practical 

P is a new student who has only been in the  
class for two sessions. She is a confident  
student who enjoys participating in  
discussions and activities.  Her creativity is  
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already apparent.  She also excels at  
problem-solving and applying knowledge  
to real world situations.   
Knowing her strengths will definitely  
help me in helping her to adjust to the class 
and in assisting her in selecting projects.  

Q 
woman 

Interpersonal 
Verbal/linguistic 
Visual/spatial 

Creative 
practical 

My strengths have always served me well in 
running a family business, as a salesperson,  
and as a teacher. Working with gifted students,  
I rely on my strengths to create unique and  
challenging lessons geared to their strengths 
and specific learning  styles.  (Q is most 
similar to children J, L, N).  

R 
woman 

Visual/spatial 
Bodily‐ 
kinesthetic  
intrapersonal  
 

Creative 
analytic 

My strengths have been obvious since I was a  
young child. In kindergarten my teacher 
described me as “artistic and dreamy.” I taught 
myself to swim at four years. Today my life 
includes psychology, art, research, and 
triathlons. (R is most similar to the child F.) 
 

 Figure 1 shows gifted education teacher (adult Q) and includes two 

photographs of her elementary school gifted education classroom. The two 

photographs illustrate pluralistic views of intelligence incorporated into the design 

and decoration of a classroom for gifted children. 

 

Figure 1. The gifted classroom 

 Table 2 contains excerpts of emails documenting observations of and 

reflections on incorporating the theories of Gardner and Sternberg while teaching 

gifted students. 

Table 2. 
Excerpts from emails documenting observations of and reflections on incorporating the 
theories of Gardner and Sternberg while teaching the gifted students  
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Teacher 
and 
student 
are similar 
to each 
other 

[As I think about the students with whom I share similar intellectual profiles, I 
realize that I] relate really well with the students who are  
most like me.  When selecting activities I know exactly what  
will appeal to these students.   
I also know how to differentiate instruction to fit their needs.   
Student J was the one who wasn't happy with finding the  
facts about Christopher Columbus.  I asked her a few questions,  
counted on her creativity, and suggested writing a song.   
She happily composed one and immediately sang it to the  
assistant principal who was observing in my classroom 

Teacher 
and 
student 
are 
different 
from 
each 
other 

[As I think about the students whose intellectual profiles are different from 
mine, I realize that my lesson planning has changed]. Now 
I spend more time researching ideas and ways to reach  
the students [who are least like me].  Since they are all very  
strong mathematically, I usually have an additional critical thinking  
problem for them to work on while others are still completing  
the first problem.  Many times, I have them working on different  
problems than the whole group.  These students would rather work on  
their own; however, I want them to be able to work with others and  
select activities where it is logical and worthwhile for them to do so.  
 If the activity allows for independent work, I let these students do  
so. 

Overall 
benefits 
of 
knowing 
about the 
intellectual 
strengths  
of 
students 

[My teaching is improving along with my growing awareness of the theories 
of multifaceted intelligences]. The uniqueness of my students  
has become very apparent to me. It has become clear that 
that I need to make sure that I am teaching to everyone's strengths. 
Last night I had to plan my activities for the Gateway  
Arch field trips that we are taking this week.   I think I took 
into account their multiple intelligences… We are going to take 
the information and create various projects. The students will be  
able to select how they will present their ‘discoveries’." 

 

Discussion 

 One might reasonably expect the class of 16 gifted fourth grade students 

to be quite similar intellectually. After all, these children are all of the same age (9 

or 10); they are all strong in academic achievement and general mental ability; 

and they had all qualified for the gifted education program based on test scores 

at or above the 96th percentile.  

Distinct intellectual abilities 
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On the contrary, each child in this study proved to be a distinct individual 

with his or her own intellectual profile; the individual strengths of each child are 

shown in Table 1.  

All eight of Gardner’s intelligences are represented in Table 1, as are all 

three of Sternberg’s intelligences. No two individuals are exactly alike. The gifted 

education teacher (adult Q) is most like children J, L, and N; the professor is 

most like child F.  

Table 1 shows that some students (such as A and D) are similar to each 

other, but no two students are the same. As a result of applying the theories of 

Gardner and Sternberg, it became apparent, for instance, that students N and F 

do not have the same intellectual strengths. N has a passion for words and 

language and is linguistic, spatial, interpersonal, analytic, and practical; whereas 

F loves nature and enjoys learning about living things and is a naturalist, logical-

mathematical, intrapersonal, creative, and analytic. Therefore, students N and F 

are inspired and challenged by different kinds of activities.  

As a result of applying multifaceted theories of intelligence, the educators 

discovered different intellectual abilities in students who initially appeared to be 

very much alike. For example, both A and D are athletes and exceptionally good 

students who enjoy critical thinking activities. Applying Gardner’s theory revealed 

that A is stronger in intrapersonal intelligence and prefers to work alone; he wrote 

a self-reflective poem that was rated high in creativity. D is stronger in 

interpersonal intelligence and interacting with others. D assists other students, 

speaks out, and expresses himself confidently.  
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The gifted education classroom 

 Two photographs show a classroom environment conducive to using 

multifaceted intelligences. The photograph on the left illustrates how much 

creativity in encouraged in this class. “Poetry is everywhere!” and examples of 

poetry from both students and published poets are displayed. Above the poems 

are several examples of students’ artwork. The photograph on the right illustrates 

a colorful and comfortable space designed by the gifted education teacher. In this 

cozy environment children can read and think quietly or they can participate in 

small group discussions. A student who is giving a presentation to the group is 

invited to sit in the special multicolored chair that resembles a hand. On the wall 

is a teacher-made blinking facsimile of the St. Louis arch and photographs of 

several St. Louis communities and neighborhoods. The gifted education teacher 

(adult Q) is strong in creative, practical, interpersonal, verbal/linguistic and visual-

spatial abilities. Each of these abilities is prominent in the visually inspiring and 

thoughtfully arranged gifted education classroom. 

Applications to instruction 

Some results on Table 1 are surprising. Logical-mathematical and 

linguistic intelligence are the traditional scholastic intelligences; “most tests of 

intelligence focus on logical and linguistic intelligence” (Gardner, 2005, p. 1). The 

16 students qualified for the gifted education program because they all scored at 

or above the 96th percentile on traditional tests. And yet, on their profiles, none of 

the 16 gifted students was strongest in both of Gardner’s scholastic intelligences. 

Sternberg’s analytic intelligence is another example of the “traditional scholastic” 
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intelligence. None of the gifted students was exclusively strong in Sternberg’s 

analytic intelligence and only eight students were strongest in analytic reasoning. 

With this new knowledge of the abilities of her students, the gifted education 

teacher can differentiate instruction and broaden the curriculum. She can follow 

the suggestions of Sternberg, Ferrari, Clinkenbeard, and Grigorenko (1996) and 

broaden her instruction and assessment procedures to include multifaceted 

abilities. 

 The profile of the gifted education teacher is most similar to those of 

children J, L, and N and most different from A, F, I, and K. In Table 2 the teacher 

reflects on the value of studying and applying the theories of Gardner and 

Sternberg. She discovered what Sternberg and others wrote (2009, p.14), “Your 

students can have both preferences and profiles of success that can be very 

different from yours.” She now revises lesson plans to reflect what she has 

learned about her students.  It has become clear to her that she needs to make  

sure that she is teaching to everyone's strengths. 

Gardner Versus Sternberg 

Gardner (2007) asserts that the theories of multifaceted intelligences hold 

out “hope that more students can be reached more effectively, if their favored 

ways of knowing are taken into account in the curriculum, instruction, and 

assessment.” Gardner encourages educators to discover applications of his 

theories. According to Gardner (2006, p. 73), “Sternberg reveals he is much 

more of a psychologist and psychometrician than I am. This may explain why his 

work has been of great interest to psychologists, whereas mine has captured the 
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interest of educators… ” 

In contrast to believing multifaceted theories “hold out hope”, Sternberg 

tests out his theories with scientific research studies.  He designed and 

conducted several research studies to evaluate the application of his theory of 

successful intelligence to educational settings. He describes a series of research 

studies on instruction and triarchic intelligences; Sternberg and his colleagues 

(2006, p. 94) found that students “placed in instructional conditions that better 

matched their pattern of abilities outperformed students who were mismatched. 

In other words, when students are taught in a way that fits how they think, they 

do better in school…. [Combining analytic, creative, and practical learning has 

greater benefits than just emphasizing memory or critical thinking. In several 

studies] students in the analytical, creative, practical condition outperformed the 

other students.” 

  Prior to this investigation Teacher Q had not extensively studied the 

theories of Gardner and Sternberg. As a result of this study she realized that both 

theories were helpful in terms of understanding and teaching her students. She 

discovered that she liked both of the theories, but enjoyed Gardner’s theory 

slightly more because his theory inspired her “creative and practical” self to think 

of ways to teach to students who are “naturalists” or strong in “logical-

mathematical” thinking. 

 The professor (adult R) is a psychologist and as a psychologist agrees 

with Sternberg’s (2007, p. 31) recent criticism of Gardner’s book Five minds for 

the future that he provides “no real empirical evidence” to support his ideas. She 
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prefers Sternberg’s theories, but the professor thinks that Gardner’s theories are, 

in fact, more intriguing and delightful than Sternberg’s are. 

The nine and ten year old gifted students in this exploratory study liked 

Gardner’s ideas more than Sternberg’s. They were very interested in the Multiple 

Intelligences Profiles. They often recognized themselves on the profile, and in 

some cases began reflecting more deeply about their strengths. For example 

student I was surprised and interested in his strength in musical intelligence and 

student M was surprised that naturalist was “first place” for her. The athletes 

enjoyed discovering that they possess high bodily-kinesthetic intelligence. 

Sternberg’s triarchic intelligences are abstractions, but Gardner’s descriptions of 

the eight intelligences provided concrete and rich examples of abilities that the 

children could recognize. After one girl was complemented on her contribution to 

a class discussion, she exclaimed, “Well I am, after all, a naturalist.” 

In conclusion, although only 16 gifted fourth grade students were involved 

in this exploratory study, much was learned. We encourage other researchers to 

study the application of multifaceted theories of intelligence to the education of 

gifted students. Educators will want to consider the theories of Gardner and 

Sternberg when they assess and instruct their gifted students. As a result of 

understanding their own strengths and the strengths of their individual students, 

educators can successfully teach and guide gifted students to realize their 

potential abilities. 
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Paper title:  Ietoga and human lifespan 

 

 

Introduction 

The roles of men and women of Samoa were clearly distinct pre and post missionaries’ 

influences. Men mainly dealt with the physical sustenance of the family, attending to the 

plantation and fishing while the women focused on the daily operation of the family within 

the extended family and village or itumalo (district) context.  Despite such differences both 

men and women work arduously to ensure a collective sense of well-being is achieved within 

the family.  This chapter describes the most significant treasure of Samoan culture and how it 

portrays the lifespan of a living person.  It aims at justifying that the ietoga is not only a 

living art but also a living lifespan theory of the Samoan peoples.  Sāō fa’alālelei!!  

 

 ‘Ietoga  
 
 
According to Kramer (1994) the “fine mats” or ietoga are of great importance in Samoa. The 

name “fine mats” is a misnomer as the ietoga is never intended to be used on the floor as a 

mat to stand on, adorn  walls, room or house but is often hidden away and not seen or 

displayed until a special event demands it.  

 

Unique to the Samoan culture, the ietoga is displayed and exchanged as a symbol of wealth, 

power and influence on special occasions. It is said the wealth of a chief and the standing of 

their aiga and family in a village can be measured by the number of ietoga they have and the 

history attached to it (Grattan, 1948).  

 

Arguably a monetary price tag on an ietoga is very uncommon. An ifoga; an ancient Samoan 

ritual where the offending party pleads for pardon from the offended party, (Tui Atua, 2007. 
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p.8) is incomplete without an ietoga.  It is in this manner an ietoga becomes a priceless form 

of bail as it can spare a man’s life.  This is done by wrapping a condemned man’s head to 

foot with their finest ietoga and presenting him to the offended family in an ifoga.   

Tui Atua (ibid:1) explores various levels of harmony within the Samoan Indigenous religion, 

referring to the ifoga as an accord between fellow men.  Here, the ietoga is of great 

significance in sustaining peace amongst Samoan peoples. 

 

E! Tino e ua li’a ma maniti 

O lagona foi ua faasolo pei o ni ao 

E feavea’i e le savili 

Ona o le toga su’e gatā lea ua tāla 

A pulou ai le tagata e ola le pagotā 

Sāo faalalelei!  (Sauvao, 2008) 

The abovementioned is an example of a solo mo sulatoga (chant) used for an ifoga.   

 

Ietoga and fanua 

Ietoga (fine-mat) and fanua (land) are both generational assets for Samoan people as 

both have significant values in any aiga (family) Samoa.   Both are sacred and reflect status 

of Samoan people and their aiga potopoto (extended family) where knowledge pertaining to 

such treasures is passed through aiga generations.   Aiga is not just a biological group, as the 

Western view of the term consists of only parents and children. Rather, aiga encompasses a 

wider family group with blood lineages including the inlaws.  The term is widely viewed 

from a Samoan perspective as it includes neighbors, villagers’ and even church members, yet 

one can still position himself in the fanua of his ancestry by name.    A child’s name is crucial 

to her identity as it carries with it her genealogy, heritage and the fanua (land or village) of 

her ancestors.  The naming of a new born Samoan child is a crucial occasion as it signifies 

momentous connection to tua’a (ancestors), aiga potopoto (wider family) and fanua (land).   

Ana Koloto (cited in Drewery and Bird, 2004) argues from a Tongan perspective of a similar 
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account and positions of both aiga to ensure the naming of the new born child associate with 

family afflictions and ownership of lands (fanua).    

Ietoga is a product of the fanua (land), the same fanua (land) that the umbilical stump 

(pute/fanua) of a new born pepe (baby) is buried for the new life to begin the connection with 

the land.   The pute is either buried under a fruit tree with the notion of nurturing of the 

growing life or under the main post in front of the fale to have closer connection to the aiga 

as Peteru claims (cited in Tui Atua, 2009).   

 

 The life of a young Samoan child is very much cared for by the aiga with each member 

being designated a responsibility to nurture, provide and offer care. Bronfenbrenner’s 

(Ministry of Education, 1996) ecological system outlined the benefits for a child if various 

systems collaboratively complement one another to strengthen the child.    

In multiple contexts fanua is referred to either land, blood (eleele, palapala), or the umbilical 

cord that binds the child to the mother.  Unasa (cited in Tui Atua, 2009) reminds us of how 

crucial fanua (umbilical cord) in transporting blood, oxygen and nutrients to the unborn child.  

On contrary, the land (fanua) provides for the needs of the carrying mother.  It provides 

expectant mothers and aiga with nutrition, a sense of belonging, love, connection, 

relationship, security and a continuum of living.    Maslow (Crain, 2005) in his hierarchy of 

needs stressed the importance of achieving physiological, safety, love and the feeling of 

belonging before any learning takes place for a child.  The learning of a child starts from a 

mother’s womb (fanua) and the connection to fanua begins there with the mother been the 

provider of the produce from the fanua (land).   Therefore fanua can embrace the physical 

land as well as the social, cultural and the spiritual relationships created and cultural practices 

among people on the land.  Unasa (cited in Tui Atua, 2009) refers to these practices as 

aganuu or agaifanua.   
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From a young age, a Samoan child is taught the Samoan agaifanua through word of mouth 

and imitation in preparation for his/her future responsibilities.   

Fanua unites people.  Fragrance of the land is imbedded in our psychic and bodily memories 

which one yearns for when away from the land.   The scent from those fragrances can provide 

a powerful tool where people can connect with their roots, heritage and ancestors (Tui Atua, 

2009).  Correspondingly the presentation of the ie faatupu (mat for the king) at the child’s 

birth acknowledged the child’s presence, position in the aiga, ancestry connections and tie to 

the fanua.   It is a symbol of affiliation with people (aiga) who will nurture, love and provide 

safety for the newborn.  The same ietoga (ie faatupu) will resurface at the marriage ceremony 

when one is perceived mature and ready.    Arriving at an age does not necessary indicate that 

one has reached a particular developmental stage in the faasamoa.   Depending on the family 

structure, a thirty year old can be referred to as an elder in one family or a youngest in 

another with divergent privileges and responsibilities.   Alternatively, Grattan (1998) in his 

writings identified the age of 13-14 where a young girl has to weave a fine mat or complete 

one that was started by her mother before her birth.  Bandura (Berk, 2009) highlighted how 

children obtained knowledge by watching and imitating their surroundings.    Girls start to 

observe and imitate the skills of weaving at puberty as it is the age where they are developed 

in many areas physically and mentally.  One can see their ability in following instruction, 

concentration and replicate gained knowledge.  Jean Piaget (cited in Crain, 2005) concrete 

stage from 12year of age was said to be the first stage of intelligence.  It is the age where 

their abilities will be attested by women as they transfer them into meeting their 

responsibilities as weavers.   

 

Harakeke (Maori flax) and fanua 
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Harakeke portrays many sociocultural aspects of Maori culture.  It carries a spiritual 

connection to whenua (land in Maori).   In any association with harakeke, it is a protocol to 

conduct a prayer before the weaving commences.  Such a procedure is a demonstration of 

appreciation to the creator; God.  The harakeke plant symbolizes a Maori whanau (extended 

family) where the outer leaves are the parents and the young shootings in the middle 

represent the children (Drewery, 2004).  Thus when the harakeke is cut, the leaves must be 

cut with care and in a sloping way to allow water to travel inwards to nurture the whole plant.  

It is a common practice to cut the outer leaves first, allowing the young leaves in the middle 

to mature into quality weaving strands.    

The harakeke consolidates significant relationships between man and fanua.  Fanua connects 

us to our ancestors.   Jean Piaget (cited in Berger, 1998) identified how crucial senses are in 

the child’s learning upon which fanua can offer meaningful discourse while exploring 

children’s senses.  We continue to use fanua not only as young children but as adults as we 

continue to feast upon the fanua and contribute to its growth for our sustenance.   The fanua 

represents who we are and Samoans originated from as a nation. 

 

At this point, both Maori and Samoan people’s use of the harakeke and laufala (Samoan 

pandanus for weaving) are indicative of its people’s connection to nature.   The Samoan word 

for placenta and land is fanua.  Therefore fanua celebrates the contribution of the land to it’s 

people. 

 

Ietoga and human lifespan  

Western theorists dominate human lifespan studies with ideas of how children learn and 

develop in either chronological stages (Berg, 2004. p.19) or in various systems including the 

ecological model (Bronfenbrenner, 1989).  Ietoga in the faalelegapepe (Tagoilelagi-Leota, 
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2009) already has a name, purpose and meaning which describe a Samoan person’s human 

lifespan.  Ietoga in the Samoan culture are presented at various cultural events such as 

weddings, funerals, induction of a new minister, unveiling of a headstone and so forth.  

Ietoga are also presented at the birth of a newborn girl.  Such events carry a variety of 

purposes and meanings of ietoga each denoting the stage or system a person is at in his/her 

lifespan. 

 

In the fa’a-Samoa (Samoan culture), events such as weddings, funerals, birthdays, matai title 

inductions and so forth are usually referred to as fa’alavelave.  All of these events demand 

certain fa’aaloaloga (gift of acknowledgement) upon which an ietoga or many ietoga are 

required.  For example – During a saofa’i (initiation of new matai or chief titles), all the new 

title holders contribute ietoga (for instance 5 – 10 big ietoga) and also wear the best ietoga.  

All these are gifted to the chief who blesses the new titles and also to the villagers.   

A saofa’i is a rite of passage in which either a man or woman (young or old) is acknowledged 

as a valuable contributor to discussions and decision making within an aiga.  Receiving a title 

is an acknowledgement of your families’ service to the wider extended family.  In acceptance 

of the title one must be prepared to accept all the commitments that the title entails. 

In this example, ietoga that is exchanged within a saofa’i celebrates a person’s entrance into 

another phase of his/her adult life.   

The following are various ietoga gifted at a specific time in a Samoan person’s life which 

illustrates certain phases between birth and death. 

 

Ulumoega o le fa’afailelegātama  

Ulumoega o le fa’afailelegātama are mats and ietoga given by the mother’s family to the 

father’s family when a newborn arrives home from hospital.  Mostly in the past, the 
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fa’atōsaga (traditional midwife) delivers the baby in the mother’s home.  Although there is an 

exchange between the father and mother’s family, the focus is the significance of ietoga at 

various times of one’s life.  Ulumoega o le fa’afailelegātama consists of layers of different 

mats. They are: 

- fala pepe or baby mats as they are small in size. 

- ‘ie fa’atupu’ is a special ietoga which is the highlight of the ulumoega presentation as 

it’s the best ietoga in the exchange. Tupu in this sense gives emphasis to the verb to 

grow which implies that this particular ietoga will be kept and cared for by the 

newborn’s family.  As the child grows older this ietoga will acknowledge his/her 

existence and all those who have contributed in his/her well-being.    

- ‘ie fa’amatua is gifted during the presentation of the ulumoega o le fa’afailelegapepe 

(Faleula, 2009).   This ietoga is of dual value thus representing a twofold nuance for 

Samoan people’s lifespan.  Firstly, the ietoga pays homage to a newborn.  Secondly 

the same ietoga acknowledges first time parents; thus the word fa’amatua (to be 

parents). 

 

These named ietoga will become the family’s guarded property and the name ‘ulumoega’ 

which literally describes where the ietoga will be stored; under the parents’ beds.  This not 

only highlights the security of the storage but most importantly reflective of the ‘moe 

manatunantu’ (Tui Atua, 2009) as Tui Atua describes as having an ancestral dialogue while 

sleeping on these ietoga.  It is argued that such a dialogue enables chiefs to make wise 

decisions. 

 

Ulumoega o le fa’aipoipoga  
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These ietoga are presented by the bride’s family to the grooms before or after the wedding.   

It is in this event that the ‘ie faatupu re-appears when the baby girl gets married.   Her parents 

will gift this ietoga amongst many others to her new husband’s family.  This is to signify that 

the bride doesn’t not the inlaws family alone; that she comes accompanied by her whole aiga 

potopoto (extended family) and also with her ancestors. 

 

‘Ie o le mavaega 

 This special ietoga are only spoken about during a funeral.  Mavaega means ‘to part’ 

however with a prefix of ‘faa’ before it will suggest ‘farewell’.   There are many ietoga 

presented during a funeral, but the ‘ie o le mavaega in particular takes precedence as it is 

presented by either the husband or wife’s family when either dies.  This ‘ietoga bids farewell 

to the deceased; marking the end of one’s lifespan.   

 

‘Afu elo 

At the burial, the coffin is covered by an ietoga named the ‘afu elo.    Faleula (2009) confirms 

that the ‘afu elo (old material) was used to wrap the deceased’s body but the finest ‘ietoga is 

currently used to cover the coffin.  The ‘afu elo will be buried also with the deceased, thus 

families willingly give their finest ietoga as it is their final mark of respect.  The status of the 

deceased is usually reflected in the quality of the ietoga used as the ‘afu elo.  Fa’alelegāpepe 

(Tagoilelagi-Leota, 2009) not only showcases the best ietoga but also portrays one’s lifespan 

as observed at various fa’alavelave. 

 

It is a shared understanding amongst Samoan people that the ‘ietoga symbolizes the 

importance of vā fealoa’i (relationships/respectful space) (Tuagalu, 2008).    When displayed 

during a fa’alelegāpepe, it’s response to the wind convey māfana and mālie (Manuatu 2006) 
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to its observers.  Its presence carries dignity and sacredness.  It has the authority to bring 

people together.  Ceremonial exchange of ietoga represents reciprocity.  The paraphernalia 

that Samoan people have become accustomed to seeing at Samoan ceremonies are 

accompanied by the protocols of the fa’a Samoa.    People of Samoa live knowing their space 

and that when ietoga is presented on their behalf, their existence in this world is 

acknowledged.  

 

Ua tagi ‘u’u nei le fatu ma le eleele 
Ina ua nimo le fetu pupula ua lē toe lele 

Talofa i pēlega o le manamea fa’apelepele 
Lea ua foa’i ai le toga paia ma utu ai kate eseese 

Sāō i lau faatamālii ua tele! 
(Sauvao, 2008) 

This sulatoga acknowledges ietoga displayed at a funeral. 

 

Glossary 

aganu’u Samoa     Samoan culture 
agaifanua      Samoan cultural practices and protocols 
aiga potopoto      extended family 
’ause’epapa      novice weavers 
‘afu elo      material used to wrap the deceased’s 
       body, now replaced by the finest mat 
       laid over the coffin 
‘ietoga       fine mat 
‘ie fa’atupu      best ‘ietoga from the presentation of the  
       ulumoega; kept for the baby 
‘ie fa’amatua      ‘ietoga gifted by the mother’s family 
       to acknowledge the first time a  
       couple have become parents. 
‘ie o le māvaega     ‘ietoga gifted by either spouse’s family 
       when one or the other dies 
ifoga       submissive gesture of a formal apology.  
fa’aaloaloga      cultural display of acknowledgement 
 
fa’alavelave      a wide range of events, ranging from 
       weddings to a canoe lost at sea. 
fa’alelegāpepe      celebration which displays newly  
       woven fine mats 
fa’asinomaga      cultural capital 
faatosaga      traditional midwife 
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fala pepe      baby mats 
fale lalaga      house where mats are woven 
fa’atōsaga      traditional midwife 
harakeke      Maori pandanus 
lalaga       to weave    
    
laufala       pandanus leaves 
māfana       warmth 
mālie       enjoyment 
matuau’u      expert weavers 
moe manatunatu     dream dialogue with ancestors 
sulatoga      chant by women to accompany display  
       of ietoga 
saofa’i       induction of new matai/chief titles  
talanoa       to talk, speak 
tapua’iga      blessings 
tūlafale      orator 
 
ulumoega o le fa’afailelegātama   mats and ietoga gifted by mothers  
       family to the father’s family when a 
       newborn arrives home from hospital or  
       from the fa’atosaga’s home. 
Ulumoega o le fa’aipoipoiga    mats and ietoga gifted by the bride’s  
       family to the grooms family 
 
vā       distance, space between two places,  
       things or people 
vā fealoa’i      relationships  
whanau      Maori for extended family 
whenua      Maori for land 
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 As early adolescents move from elementary to middle school, the 
biological, socio-emotional and cognitive changes they experience are 
more dramatic than at any other time in their lives.  This case study 
examines information obtained from an insightful 12-year-old girl from a 
middle-class Midwest suburban area; she is just beginning her journey into 
adolescence. She attends a parochial school and due to her parent’s 
divorce, lives in two separate households.  During two interviews, we 
discussed the following topics concerning Mary’s life:  activities, interests, 
school, peers, family, values, future goals, self-concept and advice to 
peers, educators and parents.  Results indicate that Mary is actively 
involved in Girl Scouts, cheerleading, and choir.  She is passionate about 
reading and theatre and aspires to become an actress.   Mary is perceptive 
and skilled in her intrapersonal as well as interpersonal knowledge, relating 
well with peers and adults, even sharing wise advice.  Based on our 
discussion of Mary’s family life, it appears that this young adolescent has 
successfully integrated the complex transitions between the rules, 
schedules and routines of two separate households.  In conclusion, most 
often educators read case studies about 12-year-olds who are adjusting 
poorly to the demands of early adolescence, school transitions, or blended 
households. This young adolescent is an exception; educators have much 
to learn from Mary, who is staying true to herself while becoming a 
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confident, self-assured, well-adjusted adolescent who seems “beyond her 
years.” 

 

2010 HICE Proceedings - Page 1119



 
 
 
Providing Tools for the Teacher/Athletic Coach: A Multifaceted Approach 
 
Drew Zwald 
Georgia Southern University 
Health and Kinesiology, GSU  
Statesboro, GA 30460-8076 
dzwald@georgiasouthern.edu 
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approach will be utilized to present this paper. 
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Abstract 

 
This paper considers the concept of spelling as a ‘self- teaching 

mechanism’ (Shahar-Yames and Share, 2008, p22) arguing that when 

encoding and decoding are at phoneme/grapheme level only, then 

spelling cannot act as a self-teaching mechanism (unless children are able 

to abstract orthographic patterns and rules via implicit learning from their 

reading experience). It is argued that some children with dyslexia are 

poor at processing orthographic information implicitly.   Initial gains 

from phonics interventions may hinder automatic recognition of 

orthographic patterns when children rigorously apply a phonemic 

strategy.  This affects sight word recognition and reading fluency. The 

importance of phoneme knowledge is not disputed but it is argued that, 

due to difficulties in unitisation (Bowers & Wolf, 1993) orthographic 

representations in the mental lexicon may fail to develop. It is essential 

therefore, in deep orthographies such as English, that phonological and 

orthographic knowledge develop at all levels (fine and coarse grain, 

Ziegler and Goswami, 2005). 
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FULL PAPER 

 

The influence of key proponents of various education theories can be 

found in education policy and reform. The Northern Ireland Literacy 

Strategy (1998), aimed at raising standards in Northern Ireland, had at its 

heart the promotion of ‘Reading Recovery’ (Clay 1993) and sought to 

ensure that every school in Northern Ireland had access to a trained 

Reading Recovery teacher, an initiative involving a substantial 

investment in terms of time and money. Clay (1993), in her ‘Reading 

Recovery Programme’, addresses the issue of sounds in learning to read 

by including activities  ‘designed to help the child think about the order 

of the sounds in spoken words (p32)’ for the purpose of  ‘directing the 

child to what he knows in reading to help him with writing’ (pg 35).  This 

focus on sounds would arise from words selected from the child’s reading 

and could not be described as ‘systematic phonics’ which Torgeson et al 

(2006) have defined as the teaching of letter-sound relationships in an 

explicit, organized and sequenced way. 

 

Just under thirty years after Smith’s (1978) whole language movement 

the government in the United Kingdom recommended that reading be 

taught using a synthetic phonics approach (Rose, 2006) even though 

Torgeson et al (2006) did not find that synthetic phonic approaches were 

more effective than analytic.  Lewis and Ellis (2006) warn that education 

policy in England, which promotes synthetic phonics, is not based on 

sound research evidence. 

 

Normally developing children, who have strong information processing 

in all domains, can learn to read no matter what the approach be it 

synthetic phonics or whole language. Drawing on their implicit learning 

abilities, and, increasing experience of the reading process they are able 

to detect orthographic patterns and rules and regularities not being taught. 

They compensate for elements missing from interventions that over-

emphasise one strategy.  Manis et al (1996), with particular reference to 
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dyslexia, state that an overemphasis on phonics may reinforce the surface 

dyslexic pattern while the whole word approach may cause transition to 

the phonological dyslexic pattern. The evidence they provide supports the 

need for a variety of strategies.  It seems reasonable to conclude that the 

whole word approach, (in vogue over the last 30 years) in cases where the 

systematic teaching of phonics was neglected, may account for the high 

proportion of children with dyslexia presenting with a ‘phonological 

dyslexic pattern’.  It seems likely therefore, in classrooms where there is 

an over emphasis on phonics resulting in a decoding strategy dominating 

the approach to reading, we may see an increase in, and shift towards, 

dyslexia presenting as the ‘surface dyslexic pattern’.  The pattern of 

difficulties experienced by individuals with dyslexia can change over 

time as a result of educational interventions and strategies employed to 

compensate for specific difficulties. 

 

Intensive phonic interventions, applied in whole classes with limited 

regard for differentiation or individual needs may create barriers to 

learning for some children.  Hall (2006) points out that, for children with 

limited phonological sensitivity at the ‘course grained level’ (syllable and 

onset and rime) intensive programmes aimed at extensive and explicit 

teaching of phoneme manipulation can discourage this group of children. 

Adams (1990, p239) also describes progress for this group as ‘slow and 

tortuous’. 

 

Assessment for learning is vital.  The reading programme must be 

tailored to the varied needs of young children within any class as Adams 

(1990) suggested. When advancing the case for phonics teaching Adams 

emphasises the importance of phoneme knowledge. However, she makes 

it clear that phoneme knowledge is not the only level of sound that is 

fundamental to the development of reading skills. She also highlights 

how knowledge of the intrasyllabic unit (rimes and their onsets), and 

syllables add to the developing body of phonic knowledge and how these 

‘coarse grained’ sounds (represented by clusters of letters) assist memory. 
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Adams drew attention to the importance of phoneme knowledge because, 

at that time, sounds at the ‘fine grain’ level  (phonemes and the 

graphemes that represent them) were not always included in whole 

language approaches to teaching reading and when they were, this focus 

was often incidental rather than structured, sequenced and developmental. 

However, unless phonic interventions include all levels of phonic 

knowledge i.e. words, syllables, intra-syllabic units (onset and rimes) and 

phonemes, we are unlikely to see a reduction in the number of children 

with literacy difficulties rather a shift in the nature of the reading 

difficulties being presented and a marked increase in children who have 

persistent spelling problems. 

 

Orthographic knowledge: Development of memory for whole words and 

letter patterns and their storage in the mental lexicon 

 

The mental lexicon is thought to be a mental dictionary for whole words 

and letter patterns (word-specific memory), a store within visual memory 

with limited capacity. It is involved in automatic word recognition (when 

reading) and retrieval (when spelling).  Spelling patterns and whole 

words, stored in the mental lexicon, are a vital source of visual reference 

enabling the child to determine whether a spelling ‘looks right’. 

 

Ehri (2005) contends that the ability to read words by sight is important 

because whilst English is an alphabetic system, its orthography is deep 

and therefore variable with considerable potential for decoding errors. 

Sight word reading, according to Ehri (2005, p135) happens 

‘automatically without the influence of intention or choice’. 

 

It is important to be clear in our understanding of what is meant by 

orthographic knowledge as opposed to phoneme/ grapheme knowledge. 

Graphemes are the letters used to represent phonemes.   Phonemes are the 

smallest units of sound in spoken language. Phoneme/ grapheme 

knowledge cannot provide information about how letters combine to 
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make words.  In a phoneme/grapheme strategy  e,g. synthetic phonics, 

spelling is dependent on the child hearing the sounds in a word and 

selecting the graphemes for each sound and then writing them down in 

the order they occur. However, if this strategy is used in the absence of 

orthographic knowledge (knowledge of spelling patterns and sequences 

particular to a given orthography e.g. English) then spelling errors 

abound because many graphemes can represent one sound and many 

sounds can be represented by the same grapheme. Children with 

persistent spelling difficulties (poor orthographic processing) fail to be 

able to select the right graphemes from the range of possible alternatives 

(Frith, 1980; Treiman, 1997). They do not know what ‘looks right’. 

 

For this reason it is essential to ensure that children can draw on 

orthographic knowledge as well as phoneme/grapheme knowledge to be 

able to spell correctly and read at a level of automaticity.  An 

‘automisation deficit’ in cases of dyslexia was first identified by 

Nicholson and Fawcett (2004) and accounts for lack of reading fluency. 

 

Preschool indicators of children ‘at risk’ of reading difficulties 

 

There is an anomaly in the analysis of preschool indicators of potential 

reading problems. Research evidence has established that phonological 

awareness is a powerful causal determinant of progress in reading and 

spelling. (Bradley and Bryant, 1983; Stanovich, Cunningham and Cramer 

1984; Goswami and Bryant 1990). However, tests of preschool 

phonological sensitivity cannot detect potential later problems in 

orthographic processing (amalgamating phonology and orthography at 

‘coarse grain’ level). It is proposed that difficulties in orthographic 

processing cannot be detected preschool because children have 

insufficient experience of written language (orthography) for 

orthographic processing difficulties to be identified.  If we acknowledge 

that children require extensive experience of spoken language preschool 

to become sensitive to sounds within words then it seems reasonable to 
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suggest that likewise they need significant experience of orthography to 

be able to detect the patterns and sequences, and rules and regularities in 

print.  

 

Once children begin to read, through their increasing experience of the 

reading process many children begin to abstract orthographic patterns and 

rules and regularities through a process that is best described as 

‘frequency sensitivity’. This group of ‘good readers, good spellers,’ learn 

to read and spell easily because they have strong phonological and 

orthographic processing capabilities and considerable implicit learning 

takes place once the child begins to read. Their increasing experience of 

the reading process enables them to detect orthographic patterns and 

relate them to sound patterns. These children will recognise that ‘red’,  

‘said’ and ‘bread’ are not spelled the same way (red, bred, sed). They can 

use a reasoning by analogy strategy effectively. They also recognise that 

the letters used to spell the vowel sound in ‘ toe’, ‘go’, ‘snow’, ‘though’, 

‘note’, ‘goat’, ‘soul, are not represented by the same graphemes. Their 

ability to recognise patterns in print (orthography) and group similar 

patterns accordingly in orthographic memory (mental lexicon) ensures 

that they can recognise whether a spelling ‘looks right’. 

 

However, there is a group of children who are good readers and 

unexpectedly poor spellers. They have limited ability to detect 

orthographic patterns in written language. The reason for these 

unexpected spelling difficulties is that when reading, the orthographic 

representation may be sufficient for word recognition, even though it is 

not fully specified, if it is encountered in a meaningful context (Holmes 

and Carruthers, 1998 cited in Shahar-Yames and Share, 2008).  Beech 

and Mayall  (2007) provide evidence that the outer features of a word 

have greater influence on word recognition than the inner features.  Good 

readers, poor spellers may respond to phoneme/ grapheme interventions 

because they need only apply it for the beginning and ends of words 

when they draw on a ‘context facilitation strategy’ (Muter , 2006).  This 
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improves their reading ability but not their spelling.  In addition to this 

when they deem it necessary to process each individual phoneme, one at 

a time, this can occur without processing the larger orthographic 

representation for the whole word or coarse grain clusters of letters 

within the word. These children, because they are poor orthographic 

processors, continue to be poor at spelling, often into adult life.   

Spelling is recognised as a ‘self teaching’ tool whereby the young reader 

can identify sounds in unknown words independently (Share, 2004; Hall, 

2006, Shahar-Yames & Share, 2008).  Children for whom this self 

teaching mechanism is impaired can read well because the processes 

involved in reading differ substantially from those involved in spelling 

(Ellis, 1993). Needless to say, children who are poor readers are 

automatically poor spellers because they have no reading experience on 

which to draw. However, in the beginning stages of learning to read and 

spell, some children, if they have been taught a phonemic strategy, can 

spell CVC words (e.g. cat, man) that they cannot read.  This is because 

they have no whole word or intra-syllabic orthographic representations in 

memory (in the mental lexicon), this is a warning sign that a child may 

have difficulties in processing orthographic units larger than 

phoneme/grapheme. These words are encoded sound- by- sound (for 

spelling) or decoded sound- by- sound (for reading).  Consequently, 

although there may appear to be promise in these attempts, once spelling 

and reading leaves this simple CVC stage the orthographic irregularities 

of the English language arrest progress. These children are unable to 

develop their orthographic processing capabilities because they have very 

limited experience of print as a consequence of these difficulties.  In 

addition, some poor readers and poor spellers experience extensive 

difficulties with a phonic based approach to reading (whether it is a 

synthetic or analytic approach) because they have other compounding 

difficulties e.g. speech and language difficulties (either specific or 

general) and/or difficulties in working memory. 

 

It must be acknowledged that experience of spoken language preschool is 
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extensive in comparison to preschool experience of orthography (the 

written word, see figure 1).  From birth (A) the developing infant 

responds to words it hears. Their rapidly expanding world is full of oral 

language. However, the child must also develop their understanding of 

language (i.e. morphology) which emerges sometime between birth and 2 

years of age for the majority of children (B).  Vocabulary understanding 

develops from the child’s first word (some time between B and C) and as 

grammatical understanding develops implicitly, without conscious 

thought, so one word utterances progress until children, on school entry, 

are speaking in more complex sentences (D). You will see from Figure 1 

how extensive the experience of the spoken word is compared to the 

written word (orthography). The dotted line between point E and F in the 

sections entitled orthography represent exceptional cases of advanced 

word reading found in children of very high ability but also too in cases 

of children with exceptionally low ability (IQ less than 50) who are 

‘hyperlexic’ and children with Down syndrome who can be taught to read 

from the age of two because of their strong visual (orthographic) 

processing ability. 

 

Figure 1 is intended to show that on school entry, because oral language 

is the child’s most significant knowledge base, phonics is an important 

and predominant strategy at this stage.  Children who have limited 

sensitivity to sounds will obviously experience difficulties establishing 

sound symbol relationships. The development of phonic knowledge must, 

however, be in judicious balance with meaning, the structure of language 

and orthographic knowledge (i.e. visual patterns and whole words that 

allow for automatic retrieval of words when spelling). You will observe 

from the diagram how the importance of these strategies increase or 

decrease in importance as the child increases in age and literacy 

experiences. 

   

 

 

2010 HICE Proceedings - Page 1129



 

 

 

 

 

 

         Figure 1 

The top of the diagram represents the fluent reader and competent speller 
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Goswami (2008) drawing on evidence from cross linguistic studies 

argues that the acquisition of reading is predicted by phonological 

sensitivity at 3 linguistic levels (syllable, onset-rime, phoneme) however, 

it is linking these sounds to their orthographic representations that is 

problematic for many children given the complexity of English 

orthography.  Orthographic processing then (linking sounds to symbols) 

should be recognised as having a number of levels (See figure 2).   

 

Figure 2 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

It should be noted that these levels are not sequential in their 

development. Anthony and Lonigan  (2004) have shown that 

phonological knowledge develops at various levels in parallel.  Most 

importantly treating these as sequential is problematic if it means that an 

intervention insists in teaching all phoneme/ grapheme correspondences 

in advance of teaching other coarse grain links. 

 

© McMurray, S. (2009) All rights reserved to author. The quotation 
or distribution of any part of this paper is strictly prohibited without 
written permission from the author.  

11 

2010 HICE Proceedings - Page 1131



© McMurray, S. (2009) All rights reserved to author. The quotation 
or distribution of any part of this paper is strictly prohibited without 
written permission from the author.  

12 

Difficulties in orthographic processing (and the mental lexicon) play a 

much greater role in literacy difficulties and dyslexia than has been 

recognised.    Uppstad and Tonnesson (2007) warn that definitions of 

dyslexia must be based on symptoms; causal aspects, they argue, should 

not be included. In fact, they claim that causal aspects, such as the 

‘phonological deficit’, both exclude other causal hypotheses and lead to 

circular reasoning.  

 

As has already been proposed we cannot detect the ‘orthographic deficit’ 

(that is the ability to detect patterns in printed words and store them in 

memory) preschool due to lack of experience of the written word.  Indeed 

Pammer and Vidyasagar (2007, p110) recognise that it may be the case 

that the ‘weighting of visual and auditory deficits in pre-readers predicts 

the relative acquisition of orthographic and phonological skills. 

Although it is difficult to detect orthographic processing difficulties 

preschool we can see the results of this lack of development and children 

identified as presenting with spelling problems by 8 years of age are most 

certainly children who have weak orthographic processing and it is likely 

that these spelling errors, in cases where children are spelling 

phonemically, are the result of over-dependence on a phonic strategy at 

fine grain level without ensuring development of coarse grain patterns 

which are consistent in sound and visual pattern. 

 

What experience do children need? 

Whilst phoneme /grapheme correspondence is important for normal 

literacy development this represents only one level of phonological 

knowledge required for the development of literacy skills and for some 

children (as in the case of GN) allows only one level of orthographic 

knowledge to develop i.e. phoneme/grapheme level.   

 

In order to spell (and read) correctly a child must have, and be able to 

use, a number of forms of linguistic knowledge. These linguistic forms 

include phonological knowledge i.e. what we can hear at the level of the 
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phoneme, onset and rime, syllable and word.  Orthographic knowledge 

i.e. what we can see at the level of the grapheme, orthographic rime 

patterns (i.e visual patterns consistent in sound and sequence of letters), 

syllable and whole words; and finally morphological or morphemic 

knowledge i.e. words or word parts representing the smallest unit of 

meaning in speech or syntactic function. 

 

It is argued that if phonological knowledge at the level of the phoneme 

advances ahead of the other two sources of knowledge (orthographic and 

morphological) and without wider phonological knowledge then 

orthographic representations of sounds in spoken words (that is written 

words) will develop at incompatible levels.  Brown and Ellis (1994) 

identified this difficulty pointing out that although a child may have 

representations of phonological ‘rime’ units (intra-syllabic units) from 

spoken input, they may have no visual (orthographic) representations of 

‘rime’ letter cluster units stored in the lexicon that correspond to the 

spoken input.  This is due to lack of experience of written forms at that 

level. Unfortunately we are in danger, given the current literacy strategy 

within the UK, of educationalists failing to understand the impact of 

neglecting to teach sounds at this coarse grain level and in the fullness of 

time will see the impact, for some children, of the resulting 

underdevelopment of the mental lexicon. From the age of 7-8 onwards 

increasing numbers of children may be identified with persistent spelling 

difficulties and these difficulties can be identified by the number of sound 

based spelling errors in their writing. Some children, in addition to these 

spelling difficulties, may persist in reading in a highly effortful and 

labour-some way by the extended and predominant use of a decoding 

strategy (presenting with a surface dyslexic pattern of difficulties). 

 

Classroom practitioners must be aware that curriculum interventions that 

teach children to process information in a particular and predominant 

way, emphasising one or two sources of phonological knowledge only 

and without other essential knowledge (morphological and orthographic), 
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change the nature of the reading or spelling process for that child. 

Whether this has a positive or negative impact will depend on the child’s 

current knowledge and ability to compensate for what has not been 

taught. Biological determinants and difficulties in cognitive processing 

are impacted by environmental input (Frith’s, 2002 causal modelling 

framework).  As a result, a particular intervention, may change reading 

and spelling behaviours either enhancing or restricting learning 

depending on the learner’s profile of strengths and weaknesses. 

 

It is contended that the issue is not whether or not phoneme knowledge is 

important rather it is an issue about the protracted and predominant 

overuse of the strategy. There is little doubt that children benefit from 

this knowledge but if they don’t reduce their dependence on the strategy 

then we will likely see an increasing number of GNs. 

 

 

THE CASE OF GN 

 

Background to the case of GN 

GN was first identified as having literacy difficulties in his second year of 

formal schooling(5-6 years of age) when his teacher noted the difficulties 

he had with reading spelling and writing. He was unable to learn the 

names of the letters of the alphabet and experienced difficulties with 

sounds, word recognition and letter formation.  Because he was one of 

the youngest children in the class the serious and intransient nature of his 

difficulties was not recognised and it was hoped that he would ‘come on’ 

with greater maturity and support.  In his third year of formal schooling 

he received extra help with literacy in twice weekly sessions from the 

SENCo. Progress continued to be limited and in his fourth year of formal 

schooling he received outreach support in the form of intensive 

intervention in the development and use of a phonemic strategy (synthetic 

phonics).  GN received intensive intervention in phonics for a two year 
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period. At the end of this two year period  GN was assessed againby the 

educational psychologist. 

 

 

 

GN (now aged 9) presented as an articulate boy who demonstrated the 

ability to think logically and sustain mature conversation. When assessed 

orally he demonstrated knowledge of abstract, conceptually complex 

ideas, however, due to his extensive literacy difficulties he could not 

demonstrate this ability on paper. Diagnosed as dyslexic GN was 

described by all professionals associated with his case as the severest 

case of dyslexia they had encountered. 

 

On the Wechsler Intelligence Scale for children 111, GN obtained a 

verbal scale IQ of 127 which is well above average. Approximately 96% 

of children of his age would obtain a similar or lower score. On the more 

practical items of this test, GN obtained a Performance scale IQ of 116 

which is above average. Approximately 86% of  children of his age 

would obtain a similar or lower score. GN obtained a Full Scale IQ of 

126, which is well above average, approximately 96% children of his age 

would obtain a similar or lower score. See Table 1. 

 

Table 1 

Intellectual- Wechsler Intelligence Scale for Children III 

 QUOTIENT CENTILE 

VERBAL SCALE 127 96 

PERFORMANCE SCALE 116 86 

FULL SCALE 126 96 

 

However the Wiat-11 UK achievement test  (Table 2 below) shows the 

extent of the impact of his literacy difficulties. On the Word Reading 

subtest (a test of sight word recognition) GN obtained a standard score of 
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63, which is within the well below average range. Approximately 1% of 

children of his age would obtain a similar or lower score on this scale.  

GN obtained a reading comprehension standard score of 65, which is 

within the well below average range. Approximately 1% of children his 

age would obtain a similar or lower score on this scale. However, given 

his extensive word recognition difficulties this score masks his ability to 

comprehend.  GN obtained a spelling standard score of 70, which is 

within the well below average range. Approximately 2% of children his 

age would obtain a similar or lower score. 

 

 

 

Table 2 

Wechsler Individual Achievement Test- Second UK Edition (Wiat-11 

UK)  

( 9  years of age at date of assessment (6th year of formal schooling) 

 
STANDARD 

SCORE 
CENTILE 

AGE 

EQUIVALENT

     WORD READING 63 1 
6 YEARS 4 

MONTHS 

READING 

COMPREHENSION 
65 1 

6 YEARS 0 

MONTHS 

SPELLING 70 2 
6 YEARS 8 

MONTHS 

 

Table 3 below highlights GNs progress after one year of intervention to 

reduce his dependence on a phonics strategy for the purpose of reading. 

His increased reading comprehension score demonstrates his 

improvement in reading continuous text, however, his Word Reading 

score (68) highlights his continued difficulty with sight word recognition. 

 

Table 3 
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Wechsler Individual Achievement Test- Second UK Edition (Wiat-11 

UK) 

10 years of age at date of assessment   (7th  year of formal schooling) 

 
STANDARD 

SCORE 
CENTILE 

AGE 

EQUIVALENT

WORD READING 68 2 7 YEARS 

READING 

COMPREHENSION 
86 18 9YEARS 

SPELLING 76 5 
7YEARS 

4MONTHS 

 

Two years later ( see Table 4), and now in secondary education, GN is an 

avid reader, although his rate of reading is slow. His reading 

comprehension score (122) is now commensurate with his ability (IQ 

score 126). His Word Reading score (90) is now within the average range 

and could therefore be considered at a level which allows GN to access 

the curriculum. 

 

Table 4 

Wechsler Individual Achievement Test- Second UK Edition (Wiat-11 

UK)  

12 years of age at date of assessment (9th year of formal schooling ) 

 
STANDARD 

SCORE 
CENTILE 

AGE 

EQUIVALENT

WORD READING 90 25 11 YEARS 

READING 

COMPREHENSION 
121 92 16 YEARS 

SPELLING 70 2 7 YEARS 

 

GN had a supplemental target score of 25/26  (from the reading 

comprehension subtest) for reading words in a passage using context 

cues.  Given his greater difficulty in reading words in isolation, as 
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measured by the word reading test, this provides evidence that GN is now 

able to use his advanced receptive and expressive  vocabulary together 

with context and partial phonic cues to aid word identification.  This 

‘contextual facilitation effect’ (Muter , 2006, p62)  ‘provides a powerful 

compensatory resource for the older, verbally bright child with dyslexia’. 

However, GN’s continued extensive difficulties with spelling accuracy 

provide evidence that he continued to have severe difficulties processing 

orthographic information and establishing representations in the mental 

lexicon. GN had representations in memory linking phoneme/grapheme 

knowledge but this strategy had not aided the development of 

representations in his mental lexicon for larger orthographic units and 

whole words. A comparison of this score to the Word Reading subtest 

score reveals the disparity between reading isolated words in a list and 

reading words in the context of a reading passage and highlights GN’s 

difficulties in orthographic processing. 

 

DISCUSSION 

Whilst phoneme knowledge is essential for normal literacy development 

the extended and predominant use of a phoneme /grapheme decoding and 

encoding strategy may be problematic.  Indeed Nicholson and Fawcett 

(2004, p274) stress the dangers of over- teaching phonics resulting in the 

strategy ‘ becoming more and more permanent, an edifice that the 

learner has to lump around long after it should have been left behind’.     

Nicholson and Fawcett (2004) contend that explicit instruction is a 

beginning strategy and that reliance on phonological scaffolding should 

be reduced until the reader is able to recognise words visually without 

phonological recoding. 

 

Ziegler and Goswami (2006) drawing on evidence from cross linguistic 

studies, argue that because English is an irregular orthography children 

cannot use smaller grain sizes easily (i.e. phoneme) when mapping 

sounds to symbols because inconsistency in spelling is much higher for 

phonemes than larger orthographic units at ‘rime’ (coarse grain) level.  
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Indeed Adams (1990) supports this view emphasising the importance of 

‘rimes’ for stabilising vowel digraphs and also for the development of 

memory as ’memory depends on rimes for the phonological translation of 

vowels’ (pg 321) and for printed word recognition skills (p319).  Adams 

points out that the vowel digraphs are ‘frustratingly unreliable’ in their 

sound symbol translation but become stable within particular ‘rimes’ 

referring to them as ‘relatively rime specific’ (p320) e.g. consider ‘ea’ 

sound as in ‘bead’ ‘ear and ‘bread.’   

 

GN experienced considerable confusion in attempting to decode and 

encode the vowel sounds, in particular vowel digraphs, when reading and 

spelling.  The process of decoding, sound by sound, prevented him from 

reading fluently and recognising words automatically.  His slavish 

adherence to this strategy, that he had been taught and learned so well, 

had become a major stumbling block preventing him progressing further.  

The phonic approach that he had been taught discouraged the recognition 

of clusters of letters that represent intra-syllabic units  (onset and rime) 

and initial consonant blends ( br, cl, st, etc).  Consequently, GN could not 

apply an analogous reasoning strategy for encoding and decoding 

purposes and although he could generate words that rhymed, based on 

sound (red, bread, said) he could not group sounds according to 

orthographic consistency. He lacked experience of patterns and 

sequences consistent in sound/ symbol mapping and therefore had no 

knowledge that he could draw upon to enable him to recognise that ‘said’ 

was not spelled ‘sed’.  Instead he approached the task of spelling by 

writing down possible alternate spellings for the target word which 

involved alternatives for the vowel sound needed, but he was unable to 

choose from the range of possible alternatives. 

 

In his early years in Years 2 and 3 GN presented as having a severe 

phonological deficit and for this reason a synthetic phonics approach was 

implemented to remediate his difficulties. The case of GN demonstrates 

that this approach, on its own, does not lead to automatic word 
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recognition. This intervention, to help him acquire phoneme/grapheme 

correspondence, meant that at the commencement of this study he 

presented with a surface dyslexic pattern i.e. GN approached the task of 

reading and spelling in a highly effortful way appearing to have no sight 

words in memory as every word, in the simplest of texts, was decoded 

phoneme by phoneme and every word spelled through a process of 

encoding phoneme by phoneme. His phonemic based spelling errors 

demonstrated how phoneme level teaching of sound symbol relationships 

fails to be sufficient to enhance word level knowledge and orthographic 

recognition of whether a spelling ‘looks right’.  It appeared that GN had 

no orthographic translations of phonological representations at ‘coarse 

grain’ level (intrasyllabic units, syllables and words) stored in memory 

that could be retrieved automatically although he could perceive and 

identify sounds at all levels. 

 

It was, therefore, important to establish whether GN had any words in his 

mental lexicon that could be recalled automatically.  If it proved to be the 

case that he had automatic sights words in memory, then it is proposed 

that he was unable to access the orthographic representations of words in 

the mental lexicon due to over-dependence on this phonemic decoding 

and encoding strategy.  

 

 

Assessment of words in the mental lexicon( at outset of this study) 

 

By reading GN lists of words consistent in sound and orthographic 

spelling patterns (man, can ran, span etc. ) a small number of anchor 

words were identified. This process was carried out for a total of 77 rime 

patterns (carried out over a two week period in short sessions).   GN was 

asked to write down the first word in the list that he could spell 

automatically without thinking i.e. without encoding by sound. If he had 

to consciously think how to spell a word then he was not to attempt to 

write that word down. As a result of this assessment 32 ‘anchor words’ 
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were recorded and when GN was engaged in independent writing or 

dictation sentences as part of the PAT  programme (Wilson, 1994) these 

anchor words were used as prompts to help him spell words that he 

would previously have spelled by encoding sound by sound. For 

example, if he wanted to spell ‘crack’ in his independent writing or in 

dictation and he proceeded to labour over the spelling, sound by sound, 

then the anchor word prompt was given… ‘you can spell ‘back’ so you 

can spell ‘crack’.  GN needed to become familiar with patterns consistent 

in sound and spelling so that he recognised that ‘night, sight, fright, tight’ 

are spelled the same but ‘write, bite, quite, white’ are spelled a different 

way.  Some experience of this was gained through the PAT programme. 

 

To move him past the highly effortful process of reading every sound in 

every word it was important that he was able to use a context facilitation 

strategy (Muter, 2006).  As the variability in the vowel sounds presented 

GN with the greatest challenge he was asked to ignore these sounds when 

attempting to read and instead to focus on the first and last letter in words 

and the sounds they represent (Beech and Mayall, 2007).  At the same 

time he was to draw on the meaning of what he was reading to aid 

decoding.  This encouraged him to combine strategies thus enabling him 

to use partial decoding together with meaning and grammar.   

 

It is suggested that GN’s difficulties resulted from being unable to draw 

on letters in groupings at coarse grain size (units larger than phoneme 

level). He failed to recognise clusters of letters representing larger units 

of sound (this reduces the decoding demands because each phoneme does 

not have to be recognised in turn).  

 

The simple view of phonics fails to take account of the important role of 

phonological knowledge at all levels in the development of orthographic 

representations that facilitate spelling and reading automaticity. The issue 

that seems to be emerging is that, in a synthetic phonics approach, the 

development of all levels of sound  (syllable, onset-rime and phoneme) 
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may be neglected in an effort to establish knowledge of all phonemes 

first. However, the development of the links between sounds and their 

orthographic representations at all levels does not follow a sequential 

progression but rather these levels develop in parallel (see Anthony and 

Lonigan, 2003, 2004) and without this parallel progression knowledge 

bases (orthography, phonology and morphology) essential for normal 

literacy development may advance at incompatible levels. This may lead 

to literacy difficulties not only for children for whom this approach 

constitutes an impossible task e.g. children with specific difficulties in 

areas such as short term and working memory and/or speech and 

language difficulties and those with general cognitive delay, but also for 

children whose reading development would have progressed in balance if 

the full range of reading strategies were developed within the beginning 

reading programme.  Instead, the nature of the reading process changes as 

this phoneme based phonic strategy becomes an end in itself.   A second 

issue, drawing on evidence from the case of GN, is that there must be 

caution in the protracted and long term use of a phoneme based phonic 

strategy.  

 

It is proposed that because GN always relied on sound /symbol mapping 

at the phoneme /grapheme level relationships between patterns and 

sequences (orthography) and the sounds they represent (phonology) was 

restricted. As he lacked reading experience because of the extent of his 

difficulties in processing orthographic knowledge, he was unable to 

abstract rules and regularities through frequency sensitivity. In addition to 

this, the small number of words that were found to be stored in his mental 

lexicon were inaccessible to him. It may be the case that when words, to 

be learned for the purpose of spelling (and remediation), are grouped by 

sound similarity without regard to consistent spelling patterns  (e.g 

‘snow, though, toe, go, note, soul’   or  ‘bread, red, said’) the cognitive 

system is prevented from working as a unitary network thus inhibiting the 

statistical relationship between inputs (phonology) and outputs 

(orthography). GN had well specified phonological codes at an auditory 
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recognition level, due to the excellent teaching he received to establish 

this knowledge, and, although Goswami (2008) argues that children 

learning to read do develop orthographic representations that reflect 

rhymes without direct teaching, the case of GN highlights how, for some 

children, direct teaching at this ‘coarse grain level, is essential.  GN was 

able to hear sounds at all levels but not write the correct spelling when 

faced with plausible alternatives.  Goswami (2008) points out that 

recommendations concerning direct instructions in phonics must 

recognise the complexity of English orthography and address this. The 

complexities of English orthography cannot be fully addressed with a 

phoneme/grapheme approach alone.  Onset and rime level is also an 

essential level that must be included when learning to read and spell.   It 

is clear then that synthetic and analytic phonics, as they have come to be 

known, are not at odds with each other but complementary, both being 

essential in the development of a fully specified orthographic writing 

system.  Children who have no weaknesses in cognitive processing 

abstract these statistical relationships from their reading experience.  

 

Some researchers have argued that ‘surface dyslexia’  (Snowling and 

Griffith, 2002) and orthographic difficulties (Gustafson et al, 2007) are 

characterised by a delayed pattern of reading development caused by 

insufficient exposure to print rather than   a developmental reading 

disorder. The case of GN challenges this view. The reason some children 

have insufficient exposure to print is a result of a developmental reading 

disorder. The fact that GN, as he got older and as a consequence of being 

taught phoneme/ grapheme mappings, presented with a surface dyslexic 

pattern points to the fact that his phonological deficit now presented as 

difficulties recognising larger clusters of letters (coarse grain rime units) 

and the sounds they represent, GN could generate rime words but had no 

representations of these larger clusters of letters to match up to what he 

could hear.  Severe dyslexics such as GN cannot acquire this knowledge 

through implicit learning.  It is contended that a surface dyslexic pattern 

results from an ‘orthographic deficit’ within the ‘core phonological 
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deficit’ and that this core phonological deficit is most usefully recognised 

as an umbrella term covering a number of levels of difficulty translating 

sounds into written words or written words into sounds. 

 

Conclusion 

This paper does not challenge the phonological deficit as a core deficit in 

dyslexia, rather is seeks to establish the need for a more detailed 

description of the phonological deficit and recognition that phonology 

and orthography are inextricably linked, have a number of levels and 

cannot be considered in isolation of each other. When children take 

sound/symbol links beyond analysis of words that are regular in 

phoneme/ grapheme mappings (i.e. beyond CVC and other phonemically 

regular words) and attempt to analyse words, composed of phonemes and 

graphemes that have multiple mappings, then some children experience 

difficulty in knowing which graphemes to choose from the number of 

possible alternatives.  It is suggested that this difficulty arises because: 

 

• Representations (in the mental lexicon) for orthographic patterns 

& sequences and whole words have not been committed to 

memory and/or 

 

• Representations (in the mental lexicon) for orthographic patterns 

and sequences and whole words are inaccessible due to overuse of 

a phonemic decoding /encoding strategy which has prevented 

‘unitization’.   Unitization (LaBerge and Samuels, 1974; Ehri and 

Wilce, 1983, Ehri, 2005:) is the ability to process increasingly 

larger units from letters to spelling patterns to whole words and 

connect them to phonological and semantic codes in memory. 

 

• Children, who are unable to abstract the statistical relationships 

between phonology and orthography through increasing 

experience of the reading process (and some children who have 

limited experience of the reading process), are unable to group 
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words into patterns and sequences through implicit learning thus 

prohibiting effective use of a ‘reasoning by analogy’ strategy. 

 

• Orthographic spelling patterns and sequences have not been 

taught explicitly in a sequential and developmental sequence. Just 

as phoneme/ grapheme knowledge must be explicitly taught in the 

early stages of learning to read, patterns and sequences consistent 

in sound/symbol mapping must be introduced following on from 

this initial teaching. Teachers should be cautious in deciding to 

protract the use of a phoneme–by- phoneme decoding and 

encoding strategy when sufficient (but not necessarily all) 

phoneme/grapheme correspondences have been established. 

 

• Children who experience difficulties with phoneme manipulation 

and blending have difficulties in working memory and not in 

hearing or identifying sounds.  The importance of recognising  

            chunks of sound and clusters of letters helps overcome difficulties  

            with working memory.  

 

 

Recommendations 

Children should be screened for dyslexia as early as possible and 

preferably within the first three years of schooling. This is now 

possible using computerised programmes such as  ‘The Dyslexia 

Screener’ (Turner and Smith, 2004).  Research studies should follow 

individual children through from early identification to adult life to 

ascertain how and why dyslexic profiles change over time. It is 

unsatisfactory to draw conclusions about ‘dyslexia’ based on the 

presentation of symptoms at any one point in time. 

 

This study argues that ‘surface’ dyslexia can emerge later and as a 

result of intensive intervention in a phonemic strategy and should not 

be viewed as reading delay.  For spelling to act as a self-teaching 
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mechanism the development of phonological and orthographic 

knowledge must develop at all levels. The limitations of this paper are 

clear as evidence is drawn from one case study. Further research is 

needed to test the claims made in this paper. 
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ABSTRACT 

This research considers the development and evaluation of a spelling curriculum for children 

of primary-school age.  ‘The Complete Spelling Programme’ is designed to raise standards in 

spelling and independent writing by ensuring that all the processes involved in learning to 

spell are activated and that the interaction between them is facilitated.  In addition, a number 

of innovative features within the Programme’s design allow sources of spelling knowledge to 

be presented in a developmental sequence that allows all children to learn together, 

regardless of their ability.   

 

Progress, not only in spelling tests, but also in spelling accuracy and quality in independent 

writing were considered and the impact of the Programme assessed by means of a 

longitudinal study with a 2 x 2 quasi-experimental design.  The two independent variables 

were (i) Experimental school (intervention) or Control school (no intervention) and (ii) high 

or low social disadvantage.  A sample of 81 children aged 5-6 years across four schools  were 

followed for three years from Year Two to Year Four.  A range of quantitative measures 

were used for baseline assessment and to establish the quantifiable outcomes for children in 

both the Experimental (N=43) and the Control schools (N=38). Qualitative measures were 

used to illuminate the processes involved in the Programme in the Experimental schools.  At 

the end of the study pupils who had been taught using the Programme had made significant 

improvement in spelling and independent writing.   On the basis of the findings it is argued 

that spelling needs to be seen as an integral tool in raising standards in literacy and should 

not be taught in isolation from other literacy skills. The findings suggest this structured, 

developmental and cumulative curriculum can have a significant impact on the progress of 

all ability groups. 
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FULL PAPER 

 

In order to spell correctly a child must have, and be able to use, a number of forms of   

linguistic knowledge. These linguistic forms include phonological, morphological (which 

includes syntactic and semantic knowledge) and lexical (visual/orthographic) knowledge (see 

Diagram A). For effective spelling they must operate in tandem as part of an integrated and 

interdependent system (McMurray S, 2004). It is essential that teachers acknowledge that the 

intended outcome in learning to spell is improved communication when writing 

independently.  It is important therefore to consider the process involved in communication 

through the written word. 

 

When writing independently a child must first think of what he/she wants to say and words 

that can be used to communicate these ideas. This is dependent on two sources of knowledge 

in relation to spellings learned. Firstly the child must have sufficient syntactic knowledge to 

write coherently and secondly sufficient semantic knowledge to ensure an appropriate choice 

of words to convey what he/she wants to say in a meaningful way. It seems reasonable to 

suggest therefore that the recall of words (spellings) for the purpose of expressing ideas in 

written text (independent writing) is mediated by semantic and syntactic knowledge 

(morphological knowledge). Morphological information refers to morphemes (words or word 

parts) that represent the smallest units of meaning in speech (Ehri, 1986).  Morphemes also 

represent syntactic function (Bryant, Nunes and Aidinis, 1999). Morphological knowledge is, 

if you like, the first port of call when writing independently. Next the child draws on three 

further sources of knowledge in order to spell the words they want to write.  These 

‘spellings’ are recalled using lexical (visual), phonological (auditory) and motor processes. If 

all three processes are working effectively at compatible levels the child will be successful in 

achieving the correct spelling. The more automatic spelling skills become, the more 

resources in working memory are available for higher level composition skills and the greater 

the likelihood that standards in writing will improve. The reciprocal relationship between 

ideas and spellings places learning to spell in a central position in literacy development. It is 

therefore hypothesised that, language understanding and usage must be developed alongside 

lexical (visual recall of whole words and letter patterns) and assembled processes (encoding 

of words drawing on phonological knowledge at the level of the phoneme, intrasyllabic unit 
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and syllable) when learning to spell, thus enabling automatic recall of spellings in 

independent writing to be achieved.  If this is the case, then ideas will not be limited by 

spelling but will be enhanced by it.  

 

Diagram A 

 
 

 

 

Why do some children experience difficulty in learning to spell and write independently 
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It is important to understand the complexity of the interactions between the cognitive 

processes involved in learning to spell (McMurray S, 2004).  There has been a trend in 

education to oversimplify what is required in early literacy acquisition and as a result 

polarized viewpoints about the importance of the various processes have emerged e.g. whole 

language approach with spelling being seen as developing naturally within the whole 

language classroom (a top down processing model) and the synthetic phonic approach- a 

structured approach, sequenced in difficulty which begins with the letter sound and/ or 

sounds made by combinations of letters, and culminates with whole words e.g  the sounds /c/, 

/a/, /n/ are blended to form the word ‘can’ ( a bottom up processing model).  Both these 

approaches place primary importance on one process considering the other processes of 

secondary importance.  Proponents of the whole language movement consider syntactic and 

semantic knowledge of primary importance with less emphasis on phoneme-grapheme 

conversion with vice versa being the case for proponents of the synthetic phonic approach. 

However, as I hope will become clear, it is important that all these processes develop in 

balance and that interaction between them at compatible levels is essential if later difficulties 

in the development of literacy skills are to be avoided.  Retrieval of the spelling of different 

words place different demands on cognitive processing depending on whether the word is 

‘regular’, ‘irregular’ or an ‘exception’ word.  Children must be encouraged to develop the 

full range of strategies (lexical, phonological and morphological) thereby facilitating 

development of representations which will not only be compatible with present processing 

demands but which will facilitate future processing demands.   However, one or more of 

these cognitive processes may have a limiting effect on progress if they are not fully 

functional. Some of these difficulties will now be given consideration. 

 

Difficulties in phonological processing and working memory 

 Phoneme segmentation is difficult for young children (Goswami and Bryant 1990; Treiman 

1992, 1993; Bryant 1993) because the application of phoneme-grapheme correspondence 

rules requires sufficient working memory capacity to hold the word and segment it into 

phonemes while selecting the appropriate graphemes. The early stages of spelling 

development place considerable demands on working memory because of the predominant 

use of assembled processing (phoneme/grapheme conversion). According to Chiappe, Hasher 

and Siegel (2000), Wimmer et al (1999) and Siegel and Ryan (1988), children at risk of 
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dyslexia have working memory difficulties that makes effective use of phoneme-grapheme 

conversion rules extremely difficult.  It is important therefore that children are provided with 

the opportunity to develop all levels of phonological knowledge i.e. intrasyllabic unit and 

syllable.  If knowledge of sounds is clearly linked to visual patterns and sequences this 

facilitates reasoning by analogy which reduces demands on working memory. 

 

Difficulties in spelling irregular words ( Visual Processing) 

English is a deep orthography, many words in English do not have straightforward one to one 

phoneme/grapheme correspondence and there are many 'irregular' or 'exception' words. 

Unfortunately, many of the high frequency words in English are irregular in their 

sound/symbol relationship and phoneme/grapheme knowledge does not assist in their recall.  

It is important therefore, that, from the very beginning, children learn to process both regular 

and irregular spellings. This requires the development of strategies that enable both encoding 

(use of sound /symbol relationship for regular words) and visual recall (recall of whole words 

for irregular words).  In addition, visual letter patterns, based on onset and rhyme groupings, 

can assist with the development of phonological knowledge and whilst there has been, for 

many years, a debate about what levels of phonological knowledge develop first and are 

required for the purpose of reading and spelling as Brown and Ellis (1994) suggest, the 

correspondences between the domains of orthography (Diagram B -5 (VP)) and phonology 

(Diagram B- 4 (AP)) make use of whatever representations are available to them at a given 

time whether they be at the ‘phonemic’ or ‘rime’ level. They argue that the debate about 

which level develops first may be misplaced as it seems likely that they (‘rime’ and 

‘phoneme’) both develop in parallel.  This view is also supported by the research of  Antony  

et al (2002), Antony, Lonigan, Driscoll, Phillips and Burgess et al (2003), Antony and 

Lonigan (2004).  

 

Dififculties associated with  limited implicit learning ( preschool language experience) 

 

Read (1971, 1975) studied the spelling abilities of preschoolers and Treiman (1993) studied 

the spelling abilities of first graders (within a whole language classroom where spelling was 

not taught).  Neither Read nor Treiman examined the writing samples of children whose 

written text was unreadable therefore there remains a group of children whose early spelling 

development is uncharted. This uncharted group would most likely include children who 
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have limited implicit learning, that is, they have not extracted rules or regularities from 

preschool experience and require intentional or explicit teaching for progress to be made.  

'The Complete Spelling Programme' provides this group of children with a developmental 

sequence that gradually increases in difficulty and which includes the spelling knowledge 

that other children acquire through their linguistic experience thus enabling  them to achieve 

success. At the same time average and very able children are also able to make substantial 

progress because they can work on more complex lexical and morphological knowledge 

required to write independently. 

 

 

Difficulties in the acquisition of phonological knowledge despite intensive intervention. 

 

There is evidence from the research findings of Antony and Lonigan (2004) that normally 

developing children approach the task of reading and spelling having acquired sufficient 

phonological awareness to enable normal progress. As Adams (1990) contends phonic 

programmes merely clarify existing knowledge for this group of children and progress for 

them is rapid. (Intentional teaching makes explicit what the child already knows through 

implicit learning.)  Synthetic phonics programmes, for this group of children, have been 

found to accelerate progress as Adams (1990) suggested and early intervention has shown 

long term benefits ( Johnston and Watson, 2005).  However, there is a group of children who 

come to school with very limited implicit learning and for them progress on 

phoneme/grapheme programmes can be slow and tortuous and gains may be minimal. It is 

particularly important that this group learn to process the different sources of knowledge 

required for spelling using a range of strategies which enables them to overcome previous 

difficulties relating to the use of one strategy alone.   The need for intentional or explicit 

teaching to assist in the development of phonological knowledge at the level of the phoneme 

or onset and rime is confirmed by evidence from both Goswami (1999), and Adams (1990). 

However the development of phonological knowledge alone is insufficient for normal 

spelling development. 

 

Difficulties associated with over reliance on use of phoneme /grapheme conversion alone 
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Knowledge at the level of the morpheme is vitally important for effective retrieval of 

spellings, not only in terms of knowledge of visual letter strings that adher to positional 

constraints, but also in terms of associated meaning and grammatical function.  

Goulandris (1994) and Nagy et al (2003) identify the confusion that can arise for beginning 

spellers when morphemes are not regular in the sound produced e.g. verb inflection ‘ed’ as in 

slipped, landed, danced. When a child understands that adding 'ed'  makes the past tense of 

regular verbs then spelling inconsistencies, resulting from adherence to the sounds, 

disappear.  

 

Lexical information is also vital. Lexical information is word-specific information that is 

contained in a 'mental dictionary' of the written form of words. If a known word has to be 

spelled at a level of automaticity, this mental representation is retrieved from memory as a 

single unit and written down. Funnel (1992) asserts that ‘knowing’ the spelling refers to the 

lexical spelling, and not a correct spelling assembled on the basis of sound–to–letter 

correspondences. Some children experience difficulty in retrieving combinations of letters 

that are greater than those representing phonemes.  It is essential that experience is provided 

that will allow these  children to increase their visual sequential memory. 
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How the development of processes at incompatible levels affect the acquisition of 

literacy skills 

Diagram B shows the cognitive processes which must be engaged for effective literacy 

development to take place.  

Diagram B 
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When interactions between visual and phonological processes are at incompatible levels and 

working memory has limited capacity specific learning difficulties develop and can be 

clearly identified.  For example, some children can learn phoneme/grapheme 

correspondences and can spell regular words with ease but are unable to spell words that are 

irregular or where a particular phoneme can be represented by a number of alternative 

graphemes.  Their spelling errors are phonetically plausible but visually incorrect and these 

children are unable to produce the correct graphemes for a word even though they know the 

possible alternatives. The importance of phoneme knowledge is not in question. Indeed it is 

essential for normal literacy development but where it develops without interaction with a 

developing mental lexicon  (mental dictionary for whole words and letter patterns) then for 

some children the task of picking the correct graphemes from the number of possible 

alternatives is an impossible one (Developmental Surface Dyslexia). For normal 

development the child must first have a visual image of the letter pattern in the mental 

lexicon and using reasoning by analogy the learner can identify the spelling as being correct 

or incorrect.  The converse of this can be seen when a child is able to memorise whole words 

visually with limited or no sound awareness. This child can read and spell words he/she 

knows but is unable to encode any unknown word (Developmental Phonological 

Dyslexia/Dysgraphia). A group of children can also be identified who appear totally resistant 

to the development of phoneme/grapheme knowledge. For this group of children no visual 

anchor is in place and they have difficulty perceiving the sounds they are trying to learn at an 

auditory level and therefore learning fails to take place despite intensive intervention 

(Developmental Deep Dyslexia). 

 

Why is working memory so critical? 

 

This type of memory is very short, 8- 12 seconds and involves the retention of information in 

short term storage (about 2 seconds without rehearsal) while processing incoming 

information and retrieving information from long term storage. Children who have limited 

working memory capacity experience considerable difficulty in carrying out many literacy 

tasks. For example, tasks requiring phoneme manipulation and blending; requiring memory 

for a sequence of letters or requiring the child to process a series of instructions. It is 

important that children experiencing difficulties in working memory are presented with a 

developmental sequence that reduces the burden on working memory and allows working 
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memory capacity to gradually increase by exposure to a developmentally appropriate 

sequence. 

 

Short Term memory 

Short term memory (Here we are considering our everyday understanding of short term 

memory. This is distinct from short term memory within the working memory model 

described above) has a much longer span than working memory. Some children will 

remember something for a few hours but without repeated rehearsal will have forgotten what 

they have learned by the next day or next week. The amount of rehearsal of new knowledge 

required while moving from short term to long term memory depends on the ability level of 

the child and the extent to which other cognitive processes are affected.  A very low ability 

child will require extensive over learning to enable short term memory to become long term 

memory 

 

 

Key Features of the Study 

 

The focus of the research then, is the implementation of a prescribed curriculum that 

incorporates innovative teaching methods designed to enhance teaching and learning.  

Careful evaluation of the impact of these on classroom teaching and learning was undertaken, 

using two methodologies (quantitative and qualitative) to ensure that findings were as 

reliable and valid as possible and to prove that it was no artefact of any one method that 

resulted in the success of the spelling programme ( McMurray S. 2004) .  

 

A longitudinal design was chosen so that data could be collected from the same sample of 

pupils to monitor changes in individuals and the group over time. The most appropriate 

timescale was to follow the programme from its intended starting point in Year 2 (N. Ireland) 

through to the end of the Key Stage 1 in Year 4.  While attempting to control for key factors, 

it was important to control any factors or conditions that might blur the real effects of the 

independent variable (the spelling programme) on the dependent variable (spelling scores). 

Given the evidence for an association between social disadvantage and achievement in 

school, it was essential to control for this. 
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Table  13: Matrix of Independent Variables 

 Spelling 

Programme in 

Place 

No Spelling 

Programme in Place 

<20% Low Social Disadvantage School A School C 

 >50% High Social Disadvantage School B 

 

School D 

 

Experimental schools agreed to ensure that no other interventions, that might have an impact 

on spelling and independent writing, were implemented over the period of the research.  

 
Who taught the children 

The children were taught by their class teachers.  The role of the author was to provide 

training for the teachers in implementing the programme and also in ensuring that both 

Experimental schools received exactly the same materials in terms of differentiation and 

guidance on placing children on the appropriate level of the programme. 

 

The key components of the intervention 

 

The Complete Spelling Programme is a structured and developmental spelling programme 

designed for use in the primary school.  It incorporates a whole class teaching approach. 

Spellings are planned for each school year and structured into daily word groups. The 

phonological element of the programme is structured in such a way to ensure the 

development of the mental lexicon (mental dictionary for whole words and letter patterns) 

alongside compatible phonological knowledge which allows interaction between both 

knowledge bases.  Rhyme patterns, frequency words and curriculum word banks are included 

in the programme. The programme has three levels allowing all ability groups to learn 

together.   There are also weekly dictation sentences and teaching notes. Learning is 

reinforced through support materials that are differentiated for differing abilities. These 

support materials include a range of activities designed to engage all processes involved in 

learning to spell and to provide opportunities for application of spellings learned in 

independent writing. 
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High Frequency words 

High frequency words are presented daily in semantic and syntactic groupings e.g ‘going to 

the’, ‘we went home’. This allows essential syntactic and syntactic knowledge to develop and 

assist with the recall of high frequency words required for independent writing and allows 

children to immediately use words they are learning to spell in meaningful sentences. 

 

Working memory 

The developmental sequence within 'The Complete Spelling Programme' ensures that the 

demands on working memory are minimised.  This is achieved by presenting patterns and 

sequences, on a daily basis, that are regular in phoneme-to-grapheme mappings in Stages 1 -3 

of the Programme and together with the use of analogy (which assists with phoneme 

manipulation tasks) this helps children overcome problems in working memory.  

The grouping of high frequency words in semantic and syntactic groupings, as discussed 

previously, also reduces the demands on working memory by allowing a secure base of 

knowledge to be recalled automatically. 

 

Phonological knowledge 

 

The programme acknowledges in its design the importance of phonological knowledge in 

learning to spell (Lennox and Siegel, 1994; Siegel, 1994; Treiman, 1993; Adams, 1990). 

Phonological knowledge has been identified as having three levels i.e. phoneme, intra-

syllabic unit (onset and rime) and syllable. Children, through the experience of the patterns 

and sequences, can develop phonological knowledge at all three levels depending on their 

current knowledge and the knowledge required for the task.  This learning may occur at an 

implicit level (through frequency sensitivity) and/or an explicit level (through intentional 

teaching).  This explicit teaching helps children to develop their implicit knowledge into 

explicit knowledge.   

 

The importance of developing visual sequential memory 

 

The Programme has been designed to make increasing demands on visual sequential 

memory. For this reason, children following the core of the programme in Stage 1 (children 

following the core programme only would be in the least able group) are presented with 
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frequency words that have two letters ('yes' is included in this core of twenty words because 

children are required to write 'yes' and 'no' in response to questions. The other 19 words are 

two letter words). This reduces the load on visual sequential memory to a minimum and 

likewise the number of phonemes in the words will also be minimised.  

 

The patterns and sequences also increase incrementally in the demands made on visual 

sequential memory. Stage 1 contains CVC words only (three letters).  Stage 2 contains CVC 

words;  CCVC (four letter words) and CCCVC (five letter) words.  Words including initial 

consonant blends and clusters are removed from the list for children who are not secure in 

their knowledge of sounds and are introduced for these children when they are ready.  In 

Stage 3 when words with two final consonants in the patterns are first introduced these two 

final consonants are the same letter eg 'ss', 'ff, 'll'. (four, five, and six letters).  When two final 

consonants are introduced which are not double letters, the focus is on perceiving the 

consonant that precedes the final consonant. 

 

 

Results  

 

Standardised Spelling Scores 

Before the study commenced baseline standardized test scores in reading, spelling and verbal 

ability found that there was no statistical difference between Experimental and Control 

schools based on these measures. At the end of the study a univariate analysis of variance 

was conducted to establish whether there was any difference in the progress of the pupils in 

the Experimental schools compared to those in the Control schools and also to establish when 

any main effects occurred.  The standardised spelling score was entered as the dependent 

variable. This analysis was conducted on the following factors: Year (January 1999, May 

2000 and May 2001) and Type (Type of school i.e. Experimental or Control). 

 
There was a significant difference in the mean spelling scores by Year (p<0.0001).  When 

differences between school Type were analysed there was a significant difference in the 

mean spelling scores between the Experimental and Control schools (p<0.0001),  

Experimental schools performed significantly better than the Control schools in  May 2000 

2010 HICE Proceedings - Page 1165



and in May 2001 (see Figure 1). There was no statistical difference between the 

Experimental and Control schools at the outset of the study in January 1999. 
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Profile of Spelling Scores in January 
1999, May 2000 and May 2001 

1999                2000               2001 
 

End of Key Stage Levels for Independent Writing 

 

An independent writing sample was collected, at the end of the study in May 2001, from all 

the children in the Experimental and Control schools. The writing samples were awarded a 

CCEA level by two experienced teachers (hereafter referred to as raters). The scripts were 

anonymous and randomly assigned numbers so that the raters did not know whether the 

script belonged to an Experimental or Control school. The CCEA level descriptors were used 

as the assessment tool.  It takes children, on average, eighteen months to pass through a level, 

therefore in order to differentiate more clearly between a child who had just achieved level 2 

and a child who was almost level 3 the CCEA superscripts were used.  There was a 

significant difference in the CCEA writing level awarded for the independent writing 

samples in 2001 (p<0.0001). Experimental schools were performing significantly better than 

Controls (p=0.0001).     A closer look at the breakdown of these scores shows that the 

percentage of children achieving Level 3 in CCEA writing levels was much higher in the 

2010 HICE Proceedings - Page 1166



Experimental schools and the number of children achieving Level 1 was much greater in the 

Controls.   

 

Percentage of children awarded CCEA Levels 1, 2 and 3 for independent writing 

School CCEA Level 3 CCEA level 2 CCEA level 1 

Experimental  42%   n=18 53%    n=23 5%  n=2 

Control 22%   n=8 50%   n=18 28% n=10 

 

Spelling is only one component of a number of assessment criteria that must be considered 

before a CCEA writing level for independent writing can be awarded. Therefore the CCEA 

writing level cannot be used to judge whether spelling was actually better in the writing 

samples. In order to be able to assess whether better scores in standardised spelling tests 

actually translates into greater accuracy in independent writing it was necessary to look at the 

writing samples in more detail in relation to spelling accuracy.  

 

 

Spelling Accuracy in Independent Writing 

 

An analysis of variance was therefore carried out to compare the mean scores for the total 

number of words written, the number of words spelled correctly and the number of words 

misspelled within these independent writing samples. There were no significant differences 

between Experimental and Control schools based on the total number of words (p<0.309), 

There was however a significant difference between Experimental and Control schools based 

on the number of words spelled correctly. Children in the Experimental schools had 

significantly greater accuracy in spelling within their writing samples (p<0.017).  Further 

more children within the Control schools had significantly more misspellings within their 

writing samples (p<0.001). (The average length of a piece of writing was approximately 180 

words in both the Experimental and Control schools. In the Experimental schools 65% of 

children had on average 6 spelling errors in their writing and 30% had  12 spelling errors 

with 5% having greater than twelve errors. In the Control schools 65% of the children had, 

on average, twelve errors;  30 % had 24 errors and 5% more than 24 errors.) 
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Results for all ability groups  

In the Control schools, the standardised spelling score for 24% of the children decreased over 

the period of the research and the trend was the same in both Control schools. Notably in the 

Experimental schools, however, the standardised spelling score for all of the children 

increased over the same period. The average standard score increase in the Experimental 

schools was 18 standard points (School A = 14.96, School B =22.74 ) and in  the Control 

schools it was 5 standard points (School C=4.65, School D= 5.14). It can be concluded from 

this that all ability groups in the Experimental schools were successfully maintained within 

this single group with extensions. A closer look at the raw data provides further support for 

this conclusion. Table 1 summarizes the average spelling increase for five standardized 

spelling score bands.   
 

Table 1 Standard Score increases based on baseline spelling score in Experimental schools 

Standardised spelling score 

range 

Number of children 

whose score was in this 

range 

Average standard score 

score increase from Jan 99-

May 2001 

70-80 N=3 20 

81-90 N=14 23 

91-100 N=12 19 

101-110 N=9 16 

111-121 N=5 10 

 

It can be seen from this table that all groups benefited significantly from the intervention.  

 

 

 

Discussion 

Consideration will now be given to the some of the unique features of  'The Complete 

Spelling Programme' given the high level of success in the Experimental schools in spelling 

accuracy in standardized tests, spelling accuracy in independent writing and also in CCEA 

writing levels.    

These are: 
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• The emphasis on the transfer of spellings into independent writing. Although spelling 

is the primary aim of the programme, spelling is also seen as key in the development 

of independent writing as they are inextricably linked; 

• the single group with extensions approach to differentiation enabling the teaching of 

spelling in an inclusive classroom setting;  

• the learning strategies promoted in the programme. A unique strategy for enhancing 

phonological awareness is introduced and adaptations of an existing strategy to 

enhance visual awareness is developed; 

• the structure of the programme.  It has been designed to enhance phonological and 

visual awareness and efficient memory storage; 

• the developmental sequence. It includes high frequency words and rhyme patterns on 

a daily basis; 

• the support activities.  They have been designed to engage auditory, visual, semantic 

and syntactic processing as well as application of spellings learned in independent 

writing.   

 

 

 

The 'single group with extensions' approach to differentiation 

This intervention enabled spelling development to proceed and measurable progress to be 

achieved by all children in the research group.  Even the weakest children made quantifiable 

progress in spelling scores and displayed motivation to write freely. At the same time, 'the 

single group with extensions' approach to differentiation (through the extension levels within 

the word lists and the support activities) provided very able children and children who were 

average and above average with the spelling knowledge which they required e.g. additional 

frequency words and morphological knowledge which they could apply to make new words.   

 

The importance of teaching the meanings of words and their usage 

 

The greater accuracy in spelling achieved by children in independent writing and also the 

awards of CCEA writing levels provide evidence of the importance of language 

understanding in terms of the meanings of words and their usage. 
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The importance of  spelling strategies 

 

Steffler, Varnhagen, Friesen and Treiman (1998) contend that it is important for teachers to 

know how children spell words correctly so that children can be guided in choosing an 

appropriate spelling strategy for spelling unknown words. Children, however, can only 

choose to use a strategy that is functioning effectively for them. It is for this reason that the 

‘Listen, Search, Select and Write’ strategy (McMurray 1996) and Look, Visualise, Say, 

Cover, Write and Check strategies are taught. This is to ensure that visual, auditory and 

motor processes (4 (AP); 5(VP); & 6 (MP) ) are activated and become fully functional 

ensuring effective interaction between them. 

 

Reaching the stage of automatic recall, for many children, cannot be achieved without the 

intentional teaching of strategies designed to ensure that phonological and lexical processes 

are activated and working effectively.  This is achieved in the programme by teaching 

'learning' strategies from the outset and supporting children in using these strategies.  

 

Conclusion 

The development of The Complete Spelling Programme has taken account of the many 

dimensions in learning and the many ability groups within the range of children within 

mainstream school.   Consideration has been given to the learning needs of children, the 

planning, management and monitoring needs of teachers and also the implications for parents 

in terms of homework (McMurray S, 2004).  This spelling curriculum supports the process of 

learning to spell within the classroom context in three specific ways. Firstly it establishes 

learning strategies that enable children to engage in lexical and assembled processing 

effectively. Secondly, it provides an appropriate developmental sequence in the lists of 

rhyme and frequency words that facilitates interaction between knowledge bases and makes 

increasing demands on working memory.  Thirdly it enhances understanding of the meaning 

and usage of spelling words facilitating their retrieval and transfer to independent writing.   
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CRITICAL SERVICE LEARNING: EQUIPPING TEACHERS WITH THE 
POTENTIAL TO TRANSFORM 
 
Martin, Tammi 
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Physical Education in the New Zealand Curriculum (Ministry of Education, 2007) is 
philosophically unique.  It’s socio-critical basis requires that teachers utilise critical 
pedagogical strategies in meaningful and transformative ways in an effort to realise the 
documents full potential. Teacher Education programmes therefore, must equip students 
with the pedagogical competence and knowledge base congruent with this philosophical 
position.  Critical service learning (CSL) is proposed as a tool to develop both the skills 
and knowledge required in the effective delivery of a socio-critical curriculum. The 
purpose of this presentation is to explore the example of a CSL project undertaken by 
staff and students at the University of Canterbury, New Zealand as they worked to 
authenticate the use of critical pedagogies.   
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Joseph	  Morgan	  
University	  of	  Nevada,	  Las	  Vegas	  
Department	  of	  Special	  Education	  
morgan57@unlv.nevada.edu	  
	  
Session	  Title:	  Rethinking	  Technology	  Integration	  in	  School	  Curricula	  
Session	  Format:	  Poster	  
Session	  Area:	  Reports	  on	  Issues	  Related	  to	  Teaching	  
	  
Background	  Information	  

	   Technology	  has	  become	  a	  pervasive	  part	  of	  the	  global	  society,	  and	  has	  therefore	  

become	  an	  important	  part	  of	  student’s	  lives.	  The	  National	  Education	  Technology	  Plan	  

(NETP)	  found	  that	  90%	  of	  students	  between	  the	  ages	  of	  5-‐17	  use	  a	  computer	  (USDOE,	  

2004).	  Additionally,	  94%	  of	  students	  are	  using	  the	  Internet	  for	  research	  on	  school	  projects	  

and	  59%	  of	  teenagers	  are	  using	  the	  Internet	  for	  discussing	  education-‐related	  topics	  (NSBA,	  

2007).	  Schools	  are	  also	  increasing	  their	  access	  to	  technology,	  with	  99%	  of	  American	  

schools	  having	  access	  to	  the	  Internet,	  with	  a	  student	  to	  computer	  ratio	  of	  5:1.	  Researchers	  

have	  found	  that	  teaching	  technological	  literacy	  is	  becoming	  as	  important	  as	  reading,	  

writing,	  and	  math	  (Borsheim,	  Merritt,	  &	  Reed,	  2008;	  Gilberti,	  1999;	  Kuiper,	  Volman,	  &	  

Terwal,	  2005;	  Morgan,	  in	  press;	  USDOE,	  2004).	  

	   Yet,	  educators	  are	  still	  unsure	  of	  how	  to	  incorporate	  technology	  in	  the	  classroom,	  

and	  also	  report	  being	  unsure	  of	  the	  impact	  of	  technology	  (Cuban,	  Kirkpatrick,	  &	  Peck,	  2001;	  

Li,	  2007;	  NSBA,	  2007;	  Resier,	  2001a;	  Yuen	  &	  Ma,	  2008).	  Many	  reasons	  have	  been	  identified	  

for	  this	  uncertainty,	  including	  lack	  of	  knowledge	  about	  technology	  integration,	  lack	  of	  

funds,	  lack	  of	  administration	  support,	  and	  a	  fear	  that	  there	  is	  not	  enough	  time	  or	  space	  in	  

the	  curriculum	  for	  technology	  (Ely,	  20087;	  Hooper,	  1969;	  Hooper,	  2008;	  Reiser,	  2001a;	  

Saettler,	  2004;	  Salaberry,	  2001).	  In	  order	  to	  capitalize	  on	  the	  overall	  impact	  of	  technology	  

2010 HICE Proceedings - Page 1177



in	  education,	  educator	  hesitation	  must	  be	  addressed	  with	  specific	  ideas	  of	  how	  to	  

incorporate	  technology	  in	  the	  curriculum.	  

Objective	  of	  Session	  

	   The	  objective	  of	  this	  poster	  session	  is	  to	  look	  at	  the	  reasons	  behind	  the	  lack	  of	  

technology	  integration	  in	  public	  schools	  (as	  discussed	  above)	  and	  begin	  to	  look	  at	  

frameworks	  for	  rethinking	  school	  curricula	  to	  support	  technology	  integration.	  Many	  

reform	  efforts	  are	  underway	  (including	  the	  Partnership	  for	  21st	  Century	  Skills,	  the	  National	  

Education	  Technology	  Standards,	  and	  the	  National	  Education	  Technology	  Plan),	  but	  these	  

are	  removed	  from	  the	  classroom	  environment.	  This	  session	  will	  analyze	  ways	  that	  teachers	  

can	  incorporate	  technology	  skills	  into	  the	  curricula	  they	  are	  currently	  using,	  and	  will	  

provide	  ways	  that	  teachers	  can	  rethink	  the	  importance	  of	  technology	  integration.	  The	  

presenter	  will	  use	  Maslow’s	  hierarchy	  of	  needs	  (1954)	  as	  a	  framework	  for	  discussing	  the	  

different	  ways	  that	  technology	  should	  be	  integrated	  at	  different	  grade	  levels.	  

	   As	  a	  result	  of	  this	  session,	  attendees	  will	  be	  able	  to:	  

• Describe	  the	  different	  barriers	  to	  technology	  integration	  in	  public	  school	  curricula,	  

• Identify	  different	  technological	  skills	  that	  can	  be	  taught	  at	  different	  school	  levels,	  

• Identify	  practical	  ways	  that	  technology	  can	  be	  integrated	  into	  the	  school	  curricula.	  

In	  addition	  to	  the	  poster	  presentation,	  handouts	  will	  be	  provided.	  
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CODING WITHOUT SIGHT: TEACHING OBJECT-ORIENTED 
JAVA PROGRAMMING TO A BLIND STUDENT 

Christopher Cheong 
School of Business Information Technology 

RMIT University 
Melbourne, Australia, 

christopher.cheong@rmit.edu.au 

Abstract 

In this paper, I describe my experience of teaching object-oriented Java programming to a blind 
student.  This includes the particular environment setup used (a screen reader, JAWS, and an 
advanced Windows-based text editor, Textpad) and alterations made to the course to accommodate 
the blind student's special needs.  I also discuss how a number of difficulties encountered by the blind 
student, such as compiling Java applications using the command-line interface and javac, a Java 
compiler, was addressed and provide some practical recommendations based on my experience. 

Keywords: Programming, teaching and learning, blind student, Java, object-oriented. 

 

1 INTRODUCTION 

In the first semester of 2008, a blind student enrolled in Applications Development 21 (AD2), a Java 
programming course in the Bachelor of Business (Business Information Systems) program.  Although 
I taught AD2 for a number of semesters and I also previously taught the same blind student in another 
course (which focused on operating systems and was more theoretical in nature), this was a new 
challenge as I have never taught programming to a blind person before.  Furthermore, the design of 
AD2 did not cater for blind students and it includes topics, such as graphical user interface (GUI) 
design and implementation, which are more challenging to teach to the blind as these topics are visual 
in nature. 

In this paper, I discuss my experience of teaching a blind student to program in Java and provide some 
practical recommendations based the personal experience obtained. 

 

2 A REVIEW OF TEACHING COMPUTING TO THE BLIND 

The term “visually impaired” covers an array of visual conditions (Ludi and Reichlmayr 2008, Murray 
and Armstrong 2004), however, the focus of this paper is on the blind (i.e., those who lack the sense of 
sight completely).  In this section, background material is provided and includes a basic overview of 
assistive technology available for the blind (Section 2.1), how the blind are able to operate computers 
(Section 2.2), and a brief description of the course, Applications Development 2 (Section 2.3), in 
which I taught the blind student object-oriented Java programming. 

                                              
1 The course has since been renamed to “Business Information Systems Development 2”. 
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2.1 Assistive technology for the blind 

As the blind cannot see, they must use their other senses to learn and interact.  In regard to computer 
interaction, facilitated by the use of assistive technology, the sense of touch and hearing are the most 
useful. 

Assistive technology is generally composed of specialized hardware and software, the most useful of 
which are screen readers.  A screen reader is a piece of software that synthesizes textual information 
displayed on the screen to speech.  Synthesis of text to speech can be carried out at various levels, 
such as reading sentences, words, or individual characters. Blind users can navigate through displays 
on the screen, including graphical user interfaces (GUIs), by using keyboard shortcuts and receive 
feedback through the screen readers’ audio output. 

One popular screen reader is JAWS (Job Access With Speech) for Windows2 (referred to as “JAWS” 
henceforth for brevity).  As the name implies, the software is for the Windows platform, although it 
was originally created for the MS-DOS operating system. 

In terms of hardware, it is possible to use special printers to print tactile diagrams, which the blind can 
“read” by feeling the imprints. Refreshable Braille displays are also useful.  These devices can display 
a line of text from the screen in Braille and can dynamically update the Braille display as the user 
navigates between text. 

 

2.2 Computing by the blind 

There are a number of different types of research related to the blind and computing.  These range 
from making computing accessible to the blind (such as the game, AudioQuake (Atkinson et al. 
2006)), to educating future programmers about accessibility by incorporating it in computer science 
curriculum (Cohen et al. 2005, Gellenbeck 2005), and to research on how to assist the blind to learn 
programming.  As the purpose of AD2 is to teach programming (to a blind student), the focus of this 
study is on the latter. 

There have been a number of programs to encourage the blind to pursue programming.  These include 
the design and delivery of specialized short courses for the blind involving the use of Lego 
Mindstorms (Ludi and Reichlmayr 2008) and instant messaging chatbots (Bigham et al. 2008) to 
generate interest in blind youths.  To overcome the challenges of accessibility, screen readers were 
used in these short courses, and in one of the courses, computer scientists were paired with blind 
participants to assist with programming. 

Although screen readers are very useful accessibility tools for general computing tasks, simply 
translating information from the visual channel to the auditory channel is sometimes not adequate for 
advanced and specialized computing tasks, such as programming.  Some programming languages 
make heavy use of brackets and braces, and abbreviated naming conventions that are not completely 
pronounceable in human languages when read literally.  For example, the Hungarian notion, which is 
commonly used in Visual Basic, uses an abbreviated prefix as part of variable names to denote the 
data type of the variables (e.g., dblValue, btnOK). 

More importantly, as a programmer, it is necessary to understand the structure of programs, which 
visually-abled programmers understand by seeing the indentation of code.  Indentation of code is 
achieved through whitespace and when screen readers translate text to speech at sentence level, the 
blind are unable to determine the amount of whitespace in between words.  Instead, they must use the 

                                              
2 http://www.freedomscientific.com/fs_products/software_jaws.asp 
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screen reader to translate at character level to determine the location and amount of whitespace, a 
cumbersome and tedious process.  Thus, other alternatives have been pursued to assist the blind to 
learn programming. 

Audio Programming Language (APL) (Sánchez and Aguayo 2005) was developed to motivate and 
interest the blind in programming.  It was designed by blind users for blind users and is different to 
conventional programming in that sound is used as the fundamental unit.  APL programmers store 
sounds that are later manipulated.  Although an innovative approach to teaching novice blind 
programmers, APL is only a learning tool and not an alternative to conventional programming.  That 
is, it is not intended for professional software development. 

JavaSpeak3 (Smith et al. 2000, Francioni and Smith 2002, Smith et al. 2004) is another tool developed 
to assist the blind to program, in this case, in the Java programming language.  Unlike APL, it is not 
solely for the purposes of learning to program, it is also intended for the professional development of 
software.  Similarly to screen readers, JavaSpeak translates text to speech.  However, it provides more 
specialized features and functionalities than general-purpose screen readers that are specific to 
programming in Java.  These are designed to assist blind programmers in the same way features such 
as code indentation and code highlighting assist visually-abled programmers, however, these features 
are through the auditory rather than the visual channel.  JavaSpeak can produce audio output at various 
different levels for the following program components (Francioni and Smith 2002): 

1. Basic compilation unit 

2. Class composition 

3. Method composition 

4. Nesting levels 

5. Block composition 

6. Block details 

7. Token by token 

8. Character by character 

 

Given the code in Listing 1, at the class composition level, the text presented in Figure 1 would be 
conveyed through the audio output by JavaSpeak. 

 

public class Calculator { 
   private int result; 
 
   public int sum(int x, int y) { 
      result =  x + y; 
      return result; 
   } 
    
   public int difference(int x, int y) { 
      result x - y; 
      return result; 
   } 
} 

Listing 1. Example Java Code. 

                                              
3 http://cs.winona.edu/cscap/javaspeak.html 
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Begin class declaration. 
Public class calculator. 
Class variable: private int result. 
Method: sum. 
Method: difference. 
End class declaration. 

Figure 1. Rendered Speech by JavaSpeak based on Listing 1. 

For more details on the different levels of audio output, the reader is referred to Francioni and Smith 
(2002). 

One particular hindrance for blind programmers are graphical user interfaces (GUIs) for more 
emphasis on graphics and other visual effects.  With advances in user interfaces, many operating 
systems have moved from command-line interfaces to GUIs.  This has typically made the computer 
more usable and user-friendly to average users.  However, these advances have had a reversed effect 
for the blind (Siegfried 2006).  Although advances in assistive technologies have made computers 
more accessible to the blind, it is very challenging for a blind programmer to design and program a 
GUI because of the visual aspects involved. 

In some programming languages, such as Java and Visual Basic, it is possible to define a GUI through 
code.  In the case of Visual Basic, this is difficult in practice, as it requires the programmer to consider 
a lot of details about the GUI.  It is even more difficult for blind programmers as they are unable to 
visually inspect the results of the code.  A scripting language has been developed to assist the blind to 
create Visual Basic GUIs (Siegfried et al. 2004, 2005, Siegfried 2006, Franqueiro and Siegfried 2006).  
Originally, the developers of the language intended to create a scripting language to create GUIs on 
various programming platforms, however, feedback from the community of blind programmers4 
indicated that there were more interest in the creation of GUIs for Visual Basic. 

2.3 Applications Development 2 course 

In the Bachelor of Business (Business Information Systems) (BBIS) program offered by RMIT 
University's School of Business Information Technology, students are taught a combination of 
business and information technology (IT) courses. Applications Development 2 (AD2) is a core second 
year programming course that forms part of the BBIS program’s IT “stream”.  Although students are 
required to complete two pre-requisite programming courses to qualify for AD2, AD2 is the first 
course in which students are introduced to object-oriented programming through the Java 
programming language.  Students are taught object-oriented design in a co-requisite course (i.e., 
typically taken at the same time as AD2). 

The AD2 course covers various topics, such as: 

• Java data types and constructs 

• Java beans and exceptions 

• Inheritance, polymorphism, and interfaces 

• GUI design and implementation 

• Database connectivity and manipulation 

                                              
4 http://www.nonvisualdevelopment.org 
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3 TEACHING OBJECT-ORIENTED JAVA TO A BLIND STUDENT 

In this section, details are provided on how the blind student prefers to interact with a computer 
(Section 3.1), how programming was taught to the student (Section 3.2), suitable alterations made for 
the blind student (Section 3.3), and a number of practical recommendations are outlined (Section 3.4). 

3.1 Operating a computer without sight 

The blind student operates a computer with the assistance of JAWS, which is available to him on the 
majority of computers in the teaching and general-purpose laboratories.  The blind student is generally 
able to achieve most tasks a visually-abled user can by using JAWS and keyboard shortcuts.  He is 
obviously unable to use the mouse as he cannot receive (i.e., see) any appropriate feedback from the 
device.  In terms of feedback, the student uses the audio output from JAWS and also the beeps the 
computer emits.  In situations where JAWS is not running (i.e., the operating system must first load 
before loading the screen reader application) and the computer does not beep, the student uses other 
noises emitted by the computer, such as listening to the hard disk or optical drive spinning.  The 
student also memorizes certain sequences in order to progress through situations in which feedback 
that is discernible to him is not produced from the computer.  For example, he is able to install the 
Windows operating system by executing memorized keystrokes (JAWS cannot run during the 
installation of Windows). 

3.2 Programming without sight 

AD2 students use the Eclipse5 Integrated Development Environment (IDE) to develop their Java 
applications.  Eclipse is a popular and powerful IDE with many features which AD2 students find 
useful, including syntax highlighting, syntax checking, and content assist. 

The features of Eclipse greatly enhance productivity for students in general.  However, a number of 
these features, which are useful for those the visually-abled, proved to be a hindrance for the blind 
student.  One initial issue with Eclipse is that, as with most modern IDEs, its main window is 
composed of a number of smaller tabbed windows (refer to Figure 2).  Although the blind student can 
navigate between these smaller tabbed windows using keyboard shortcuts, it is time consuming and 
there are some operational issues with JAWS (e.g., JAWS does not read out the name of the tabbed 
window which is in focus). 

 

                                              
5 http://www.eclipse.org 

2010 HICE Proceedings - Page 1183



 
Figure 2. The Eclipse Integrated Development Environment. 

Features, such as the ability to click on compilation or run-time errors which appear in the Eclipse 
console to quickly access the offending line of code in the main coding window (refer to Figure 2) is 
useful for most AD2 students.  However, this is, in fact, a hindrance to the blind student as he cannot 
use the mouse to click on the links.  Thus, the combination of Eclipse and JAWS was not a suitable 
option.  Although JavaSpeak (Smith et al. 2000, Francioni and Smith 2002, Smith et al. 2004) would 
have been ideal, especially since it is available as an Eclipse plug-in, I was, unfortunately, unaware of 
its existence at the time.  Instead, it was believed the blind student would be better served by using an 
IDE with a minimal number of smaller windows or at worse, a plain and simple text editor such as 
Notepad. 

I investigated the suitability of Textpad6, an advanced Windows-based text editor.  Textpad met the 
requirement of being composed of a minimal number of smaller windows as part of its main window 
(refer to Figure 3).  Furthermore, there were not many compatibility issues between JAWS and 
Textpad. 

 

                                              
6 http://www.textpad.com 
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Figure 3. The Textpad Advanced Text Editor. 

Textpad has a number of practical features that is advantageous to a blind user over a plain text editor 
such as Notepad.  A single Textpad instance can load and operate on multiple text files.  The user can 
navigate between the opened files using a keyboard shortcut.  The user is also able to move to a 
specific line number in a text file by using a keyboard shortcut and entering the desired line number.  
Textpad also provides auto-indentation using a keyboard shortcut and allows the user to compile 
source code.  Although indentation of code has no value to a blind programmer, it is important when 
visually-abled programmers need to review, understand, and edit the code.  Thus, a blind programmer 
can produce indented code by using Textpad’s auto-indentation feature. 

Although a programmer can compile code using keyboard shortcuts from within Textpad, the blind 
student preferred to compile his applications using the MS-DOS command prompt.  One problem with 
code compilation is that when compilation errors are produced, whether in Textpad or at the command 
prompt, the blind student is unable to determine the exact location of the error.  The main problem is 
that although the Java compiler, javac, indicates the file name and line number of the error, a caret is 
used to point to the exact location of the error (refer to Figure 4).  Furthermore, javac generates a list 
of errors, which is quite verbose.  The difficulty is that JAWS reads all the error output generated 
sequentially, and the blind student is unable to navigate through the text on the command prompt.  
Navigation is important, as the blind student needs JAWS to re-read certain parts of the error message, 
such as offending line numbers. 
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Figure 4. Error Output from the Java Compiler. 

To overcome this problem, a batch file was created for the blind student to use to compile his 
application.  The batch file compiles the student's code and redirects any output from javac to a text 
file, which is then opened in a text editor.  The blind student is then able to navigate through the output 
in the text file at his leisure. 

One difficulty that was not addressed well is run-time errors.  When a run-time error occurs, the output 
is displayed in the console.  This provides the same difficulty as compile-time errors, i.e. JAWS reads 
all the output sequentially and the blind student is unable to navigate through it for JAWS to re-read 
particular parts of the error message.  Since the blind student was creating text-based applications, it 
was difficult to find a simple and effective approach similar to that used for compile-time errors (the 
program output was mixed with error messages).  Thus, the blind student required additional personal 
assistance with run-time errors. 

This is an important issue that needs to be addressed in order to facilitate debugging for the blind.  
Surprisingly, in the available JavaSpeak material, it was unclear whether JavaSpeak addresses this 
issue. 

3.3 Course alterations for accommodating the blind student 

Initial changes to the course to accommodate the blind student involved altering the format of the 
course materials to make them accessible to him.  This was not particularly challenging due to my 
previous experience with teaching him in a different course.  Although JAWS is able to read most text 
displayed to the screen, the blind student claimed that the material was more accessible to him in rich 
text format (RTF) or tagged portable document format (PDF).  I provided the student with all the 
course materials in RTF as he had a preference for this particular format. 

The current lecture notes were written in Microsoft PowerPoint and the tutorial notes in Microsoft 
Word.  Conversion to RTF was relatively straightforward for most of the materials as it is simply a 
matter of saving the files to the RTF format.  Some of the material, such as diagrams and tables, 
cannot be saved as RTF.  Thus, these were made accessible to the student by mainly describing the 
tables and diagrams in text.  Fortunately, most of the diagrams in the course were simple Unified 

2010 HICE Proceedings - Page 1186



Modeling Language (UML) diagrams and were able to be described in text, which, subsequently the 
blind student could access using JAWS. 

An alternative to describing diagrams in text is to reproduce tactile diagrams using a special printer.  
Although the Disability Liaison Unit of the university provides such a service, it was deemed not 
necessary in the case of AD2. 

Course materials were provided to the student ahead of time and he preferred to listen to the material 
in his own time.  He also attended the lectures to listen to the material being delivered live.  In the 
lectures, I usually draw diagrams on the whiteboard to assist in explaining the material being 
delivered.  Thus, I had to pay careful attention to orally describe the diagrams as opposed to simply 
pointing to parts of them.  I initially thought visually-abled students would find this tedious, however, 
I received no negative feedback in that regard.  I am not sure if they even noticed or realized what I 
was doing, or perhaps, they understood the compromise being undertaken for the sake of the blind 
student. 

In regard to tutorials, it was at times difficult to assist the blind student during the regular tutorials as 
providing him with personal assistance is time consuming compared to assisting other students.  
Although he had special needs, I did not think it was fair to spend a large amount of time with him 
during the tutorials at the expense of other students.  Thus, the blind student was provided with an 
additional weekly 2-hour one-on-one face-to-face session throughout the semester.  Typically, he 
would be assisted, given explanations, and provided with examples about a number of different 
concepts in these sessions.  He would then be assigned work to carry out during the regular tutorial 
sessions he attended with the other students.  This arrangement worked fairly well throughout the 
semester. 

Once course materials were made accessible to the blind student, the suitability of the topics covered 
in the course for him was investigated.  Most of the topics were suitable for him, with the exception of 
graphical user interface (GUI) design and implementation.  Although the blind student had some 
experience with GUIs and would likely be able to create GUIs in Java, I decided that it was not 
worthwhile.  I was not convinced of the value of teaching a blind student to design and implement 
GUIs in Java in the restricted time frame of one semester.  Instead of GUIs, it was decided to teach the 
blind student how to implement text-based menus.  I could clearly see the value of him learning to 
design and implement such menus.  The text-based menus would definitely be accessible with JAWS, 
and their implementation would require the use of numerous decision and looping structures to create 
multi-level menus. 

3.4 Discussion and Recommendations 

Although most AD2 students find Eclipse to be useful, it is disadvantageous to their learning as it is 
used to automatically generate some of the code.  This became obvious by the end of the second week 
of the semester when the blind student, who had been manually typing all the code, had learnt more 
syntax and understood coding convention better than most of the others student.  This was especially 
noticeable about code that is automatically generated by Eclipse, such as class and method headers. 

In regard to coding convention, it was found that the style shown in Listing 2 was suitable for the blind 
student.  This style places opening and closing braces individually on a line, annotated with a 
comment to indicate the start and end.  The annotated comments are particularly useful as without 
them, JAWS would simply read out “opening brace” or “closing brace”, and the blind student would 
be unable to determine to which construct the opening or closing brace belonged.  The annotated 
comments also allowed the blind student to better understand the code and to more easily navigate 
through and search for particular sections of the code when debugging. 
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Listing 2. Recommended Coding Layout Convention. 

public class Example 
{ // Start class Example 
   public static void main(String[] args)  
   { // Start main() 
      if (true) 
      { // start if 
         // ... 
      } // end if 
   } // End main() 
} // End class Example 

In terms of the case-sensitivity of the Java programming language, the blind student did not have any 
difficulty as JAWS uses a different pitch for lowercase and uppercase letters.  Although, one difficulty 
with JAWS is that its output does not seem to differentiate the spaces in between words.  For example, 
the output for both “getName()” and “get name ()” is identical.  This poses some difficulty for 
the typical Java naming convention, as the blind student must use JAWS to read each individual 
character to determine the difference. 

4 CONCLUSION 

The challenge faced was to teach a blind student object-oriented Java program.  Although I had 
experience in teaching programming to visually-abled students, I had never taught programming to a 
blind student previously.  Due to my lack of experience with the blind, I was unaware of the existence 
of JavaSpeak, a plug-in for the Eclipse IDE to facilitate programming for the blind. 

In my approach, I advised the blind student to use the Textpad text editor to edit programming code.  
This was due to its compatibility with the screen reader, JAWS, and its lightweight and simple 
interface.  Although unknown to me at the time, it is comforting to know that Textpad was 
recommended for blind programmers by blind consultants in another study (Bigham et al. 2008). 

I also recommended the blind student to use a particular style of code layout, which included the 
annotation of the start and end of programming structures with comments.  This is a common 
technique used by blind programmers (Smith et al. 2000), which, once again, was unknown to me at 
the time. 

One issue the blind student faced with compiling Java applications from the command-line interface 
was the verbose output of errors produced by javac, a Java compiler.  JAWS attempted to read all of 
the output generated by javac.  To overcome this problem, I provided the student with a batch file 
that compiles given Java files and redirects the output to a text file.  The batch file then opens the text 
file in a text editor for the student to browse. 

Although JavaSpeak is designed to assist blind programmers to program in Java, from the material 
available, it was unclear whether JavaSpeak deals with this particular difficulty or with run-time 
errors.  From the available material, it seems that JavaSpeak focuses on the development of code only 
as there was no mention of how it facilitates the compilation and debugging process for blind 
programmers. 

In hindsight, it was very unfortunate that I was unaware of JavaSpeak at the time.  Although the 
approach undertaken in this paper is relatively easy, practical, and effective (the blind student passed 
with course with high marks), the difficulties and challenges encountered indicate a strong need for 
such specialized applications to assist the blind to program.  One area that appears to be lacking is 
assistive features to help the blind debug programs more effectively.  Such features will greatly help in 
making programming more pragmatic for blind programmers. 

2010 HICE Proceedings - Page 1188



The experience of teaching a blind student programming has added a new dimension to my teaching.  I 
am now aware of different studies related to teaching programming to the blind and I am now more 
knowledgeable and better equipped to do so in the future. 
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Abstract 

 

Taiwan has been trying to catch up with the global trend to attract Chinese students.  

The government, in fact, has decided to allow the students to gain admission to 

Taiwan universities and to recognize their education credentials from Chinese 

universities recently. The opening up of Taiwan to Chinese students and holders of 

Chinese diplomas means that there are more opportunities for exchanges between 

students from both sides of Taiwan Strait. This study aims to probe learners’ English 

learning motivation among college-level EFL students in Taiwan and Mainland China. 

In this study, learners are invited to participate in the study. Data are analyzed by 

using semi-structured interviews and their learning portfolio from our Taiwanese 

learners in Taiwan and Chinese exchange students in Taiwan. It is believed that our 

instructors and students gain more teaching and learning valuable experiences from 

each other in the international community. 

 

 

 

 

Keywords: Chinese exchange students in Taiwan; learning motivation; reading 

strategies 
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Introduction 
To enhance the quality of education, the Ministry of Education (MOE) adopts 

dual approaches, for example introducing flexible entrance exams into high schools 
and higher education so as to enable students to find the most appropriate institution, 
and encouraging teachers to polish their teaching techniques. Furthermore, drawing 
up more concrete education policies will allow Taiwan to enter into the fierce 
international competition which exists among other advanced countries. Recently, the 
Ministry has mapped out an” education policy blueprint” includes the establishment 
of a well-rounded environment, a happy learning atmosphere for both students and 
teachers, and the cultivation of high quality modern citizens with abilities of self-
fulfillment in the global village. The five principles of this blueprint include: quality 
learning; adaptive education and well planned school admission system, social 
concerns, global visions and sustainable development.  

As for global visions, the focal points include international competitiveness, 
international exchanges, international services and cross-strait exchanges. Strategies 
for initiating global visions will focus on diploma recognition and enrolling Chinese 
students. These two strategies may raise two opinions toward the issue; however, 
Taiwan government has made a regulation to allow the students to gain admission to 
Taiwan universities and to recognize their education credentials from Chinese 
universities.  

A record number of exchange students from China are attending Kaohsiung’s I –
Shou University in 2009 fall semester, securing the school’s leading status among 
universities pursuing cross-strait academic exchanges. I-Shou University has the most 
Chinese exchange students in Taiwan and reports the number of students had reached 
200, compared with 169 last year. I-Shou University president Fu Shen-li says the 
school continues to aggressively pursue academic exchange with China because 
“ such exchanges have a very positive effect on both local students and Chinese 
exchange students in terms of education.”  Indeed, Taiwanese students and Chinese 
exchange students have different education background and learning styles even 
though they can speak Chinese. This present study explores the difference between 
Taiwanese students and Chinese exchange students in terms of their learning English 
motivation and their reading strategy use in EFL classroom. 

 
Previous Studies 

English Education in Taiwan  
People in Taiwan are not immune to “English fever” (Krashen,2003). Taiwan, 

like many other countries in Asia, has introduced considerable changes in English 
education policy in response to the need for communicative ability in English in the 
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global market (Bulter,2004). The significance of English has actually been 
acknowledged since 1945 in the early foreign language education policy in Taiwan, 
which mandated that English be taught as a required subject from middle school 
onward (Taga,1976). Students were required to study English for 7 years ( i.e., 3 years 
in middle school, 3 years in high school and 1 year of Freshman English in college). 
In recent, call for better communicative abilities in English in response to 
globalization for students to provide equal opportunities for students to receive quality 
English education brought about a radical change in the English education policy in 
Taiwan. The scope of this English educational reform includes changes in teaching 
objectives, and methods; teaching materials; the grade level at which students start 
learning English. The emphasis of the previous English education focused on reading 
and writing skills for academic or other specific purposes while the current 
educational reform stresses the importance of cultivating communicative competence 
(i.e., primarily oral and listening skills but not neglecting reading and writing skills). 
(Ministry of Education, Republic of China, 2002, 2003). Therefore, the current 
English educational reform changes the beginning year of English education from the 
7th grade to the 3rd grade, expands the number of textbooks from each grade level 
published by the government to multiple versions available from various publishing 
firms, and allows for teaching personnel from diverse backgrounds.  

According to the survey (Taipei Times, 2009) the Ministry of Education 
recently completed a review of development projects of 35 private universities and 
discovered that only 0.74 percent of private university students pass the General 
English Proficiency Test (GEPT). In light of the findings, the ministry urged 
universities to make English proficiency a graduation requirement for students and 
has advised the university to implement a program to improve students’ English 
proficiency as soon as possible.  

English Education in China 
With the opening up of China, English teaching has been getting more and 

more attention. People are enthusiastic about learning English, and publications about 
English learning and English reading books have become more and more popular. 
English education in China shifts into the new method into placing less stress on 
“reading” and “writing,” in favor of “ listening” and “speaking.” The children start 
learning English from grade 3 in primary schools. The basic phase is divided into 9 
levels. After grade 6, they should reach level 2, and after grade 9, level 5. Students 
graduating from foreign language high schools or schools with foreign language 
specialties should have reached level 9.  

Public college English (not including English major) teaching has improved a 
lot during the past decades. The reading speed of college students has reached 70 to 
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100 words per minute and their vocabulary has surpassed 4200 words. College 
students not majoring in English can read ordinary English newspapers and 
magazines and communicate in English. Some Chinese college students even get gold 
prizes in international English lecture competitions, and CET Band 6 has been 
increasing. More and more students took these tests of college students’ English 
ability. Chinese government has been facing some problems in English education in 
colleges: 1) the system of public college English teaching is not cohesive with that of 
primary and middle school, 2) public college English teaching aims at developing 
students’ reading ability, 3) public college English teaching cannot meet the needs of 
all kinds of personnel in specialized subjects such as science because all teachers 
follow the same teaching syllabus,4) more money and attention should be put into 
English teaching, 5) more studies should be done on the reform of public college 
English teaching and 6) evaluation and test systems need to be improved. 

English Learning Motivation  
Recent research in the field of L2 motivation has pointed out that the exact 

construct of L2 learners’ motivation should be best defined in the ESL/EFL context in 
which the target language is learned. In response to the call for more research on L2 
motivation studies in different learning contexts, a number of studies have been 
conducted at various levels and disciplines in attempt to better explain the nature of 
L2 motivation. These previous studies have different interpretations of L2 motivation 
in terms of two paradigms: traditional Gardnerian dichotomous views of motivation 
or redefined the major components of Gardner (1985).   

Dörneei (1990) investigated motivational construct of 134 adult EFL 
Hungarian learners and concluded that the EFL motivation can involve 4 different 
dimensions: Instrumental motivational subsystem, Integrative motivational subsystem, 
Need for achievement, and Attribution about past failures. Another study conducted 
in Hungary investigated 301 EFL learners in a secondary-school indicated 5 different 
motivational factors: Xenophilic orientation, Identification orientation, Sociocultural 
dimension, Instrumental-knowledge dimension, English media factor (Clement, 
Dornyei, & Noels,1994). Other studies discussed many other factors; however these 
factors may overlap based on the definition or the categories given by the researchers.  

Séhmidt, Boraie, & Kassabgy (1996) in Cairo, Egypt which examined 1464 
adult EFL learners of English; Morris (2001) in Pureto Rico which investigated 204 
first-year high school EFL learners; Ely (1986) in California which surveyed 75 first-
year students of Spanish; Nikolov (1999) in Hungary exploring 84 EFL child learners ; 
Warden & Lin (2000) in Taiwan investigating 442 technological college students; 
Belmechri & Hummel (1998) in Quebec City, Canada, investigating 93 francophone 
Grade 11 high school students ; Kang (2000a,b) in Korea, examining 234 9th and 192 
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10th grade EFL students, respectively. There studies have been conducted in different 
social-cultural contexts. In other words, the exact constructs of L2 motivational 
constructs would not fit tradition Gardnerian dichotomous view of motivation, i.e., the 
interplay of both integrative and instrumental orientations. Based on the two 
assumptions, the present study aims to investigate L2 motivational constructs between 
Taiwanese students and Chinese exchange students in Taiwan.  

Reading Strategy Use  
When second language learners achieve proficiency in reading English, they 

are more likely to make greater progress in other language skills. For example, 
reading extensively can improve learners’ writing skills (Oxford, 2001). However, it 
takes time for language learners to achieve proficiency in reading, especially for 
learners who learn in an English as a Foreign Language (EFL) environment. In 
Taiwan a junior high school student typically receives an average of 180 minutes 
(four 45-minute periods) of English language instruction weekly. While English 
newspapers and magazines are available in Taiwan, most students had little 
motivation to read them. The average learners’ second or foreign reading ability in 
English usually lags far behind their first language competence. For EFL students, 
learning to read in English is a complex process that involves developing accurate and 
fluent decoding skills, a sizable reading vocabulary, reading comprehension strategies, 
flexible reading rates, and self-monitoring metacognitive reading strategies (Grabe, 
1991). 

Teaching reading strategies has drawn considerable attention from many 
researchers (Block, 1986, 1992; Carrell, 1984; Ericsson & Simon, 1993; Garner, 1987; 
Olshavsky, 1976-1977; Pressley & Afflerbach, 1995). The common finding has been 
that reading strategies play an important role in reading comprehension as a reader 
interacts with the text in both their first and second language. Furthermore, 
researchers have suggested that teaching second language learners how and when to 
employ different strategies is a top priority for teaching comprehension in the reading 
classroom (Chamot & O’Malley, 1994; Cohen, 1990; Oxford & Crookall, 1989).  

This focus of the present study is to probe learners’ English learning 
motivation and their reading strategy use among college-level EFL students in Taiwan 
and Chinese exchange students in Taiwan. The research questions include:  

What motivational constructs do Taiwanese college students and Chinese 
exchange students in Taiwan have when they learn English? 

Are there significant differences in the use of overall reading strategies by 
Taiwanese EFL college students based upon their amount of English learning 
experience? 
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Methods 
Two questionnaire are developed and distributed to participants for Taiwan 

students and Chinese exchange students in Taiwan. More than 200 participants will 
complete the questionnaires. 

A motivational/attitude questionnaire is developed for the current context and 
is administrated to the participants. All the questionnaire items are written in Chinese 
to ensure students’ comprehension of each item. It will take about 20 minutes for the 
participants to fill out the questionnaire. 

The adapted questionnaire consists of the following 7 subscales: 1) students’ 
background information, 2) desired proficiency level of English ,3) most possibly 
achieved proficiency level, 4) motivational orientations, 5) attitudes toward the target 
culture and language, 6) motivational intensity, and 7) English use fields. Section 2 
and 3 are both single-item that ask participants to self-rate their desired and possible 
proficiency at a scale ranging from 1 indicating very love proficiency level to 6 
indicating native-like. Subscales 4 to 7 contains five-point Likert-type items.  

Another questionnaire, the Survey of Reading Strategies (SORS) (Mokhtari & 
Sheorey, 2002) is adapted for use in this study. It is developed for use with post-
secondary students who are non-native speakers of English for examining the 
metacognitive reading strategies. The SORS has 30 items, each of which uses a five-
point Likert scale ranging from 1 (“1” never do this) to 5( “5” always do this). The 
SORS measured three broad categories of reading strategies: (1) Global Reading 
Strategies (GLOB; 13 items), (2) Problem Solving Strategies (PROB; 8 items), and (3) 
Support Reading Strategies (SUP; 9 items). Since the SORS is designed to measure 
the self-reported reading strategies of non-native English speakers when reading 
English, two items (items 29 and 30) were omitted as participants read in Chinese 
texts. 

Expected outcomes  
This tentative study will be conducted next spring semester in 2010. The 

results of this current study will anticipate providing students and instructors with the 
whole picture of exchange learning and teaching English experiences. Hopefully, as 
President Fu said the school continues to open a door for Chinese exchange students 
to Taiwan because local students and Chinese exchange students can have both 
positive effects on the valuable learning journey in Taiwan. With teaching diverse 
educational backgrounds of students, instructors can better understand their 
differences of learning motivation and their reading strategy use to share L2 learning 
experiences in facilitating students’ learning efficacy.  
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Abstract

This paper reported on EFL classroom Blog Assisted Language Learning (BALL)

practice with aims to develop learners’language proficiency. In this study, blog was

used as a tool to encourage learners’reflective learning and communication in reading

and writing. Findings suggested that blog was effective for learners to document their

learning, share experience and knowledge, and interact with bloggers. Learners

positively agreed that blog as a useful tool for teaching and leaning of EFL

classrooms. The results proposed that the use of blog could lead to a technologically

enhanced support for instructional strategy that serves as an informative model for

EFL language setting courses. The findings of this study further indicate the

pedagogical implications not only highlight the Blog Assisted Language Learning

(BALL) but provide a practical view of EFL learners’needs on all language courses.

Keywords: blog, bloggers, Blog Assisted Language Learning (BALL), online learning,

e-learning, EFL learners, reading, writing

Introduction

In recent years, e-learning became a new trend to assist people’s learning in any 

field. With the character of flexibility, people could learn easily when there was

computer and Internet available. E-learning contained many different learning

methods. This project narrowed down to blog as our research topic to determine what
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e-learning was about in college application. Blog had lots of functions, such as

leaving a massage to the blogger and posting pictures and videos. More than that,

people also used blogs to expresses their feeling, designed their personal blog pages,

and shared information. Now, there were more and more people used blogs to learn

English.

In Taiwan, some people made friends with foreigners and chatted with them

through blogs. Through blog’s assistance, people could not only make friends but also 

could improve their English. Besides, some teachers in Taiwan also used blogs to help

their teaching. In blog learning method, students could learn better, pay more attention

on their study, and have more interests in English learning. In order to let students

learn English naturally, teacher could have students discuss their homework, raise

some questions and let them answer in English.

The Purpose of the Study

The purpose of the study was use blog to analyze if writing and reading on the

blog could improve the English. Blog was a rapid development media in recent years,

it provided a wide range of functions to the bloggers to use such as diary writing,

record life, shared their articles. Blog also became the platform of teaching and

knowledge-sharing. Although many people writing to the blog to improve English

skill, as the mean while, blog had its advantages and disadvantages.

Research Questions

According to the purpose of this research, there were five following:

1. What was the orientation of college students toward writing English blog?

2. What was the orientation of college students toward reading English blog?
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Literature Review

Applying Blog in English Learning

In 2007, Huang investigated 65 students using blogs to determine their learning

in English. She mentioned that everyone could use blog to write articles, it could be

the diaries, the entertainments, the politics, or the research studies. Her research was

about the specific English grammar and the results showed a obvious improvement

for students using blogs to learn English.

Zeng (2008) said that almost teachers and students have their own blogs. Blog

was very convenient and simple. To maintain and preserve one blog was not difficult.

But how the teachers apply blogs into their teaching and how their profession

reflected on the blog teaching activities? After several decades’ research statistics, the 

scholars had one thing in common which was English teaching should emphasize the

interaction and feedback. Technology had many benefits to assist language teaching

and learning. New technology would raise students’ interests and could be the 

assistance in teaching.

Dunkin and Biddle (2003) thought how to change the context of learning English

in the computer. They found two ways to change the context. First, all classmates

learned English on online that can add experience in e-learning English. Second,

someone teaches English online voluntarily that is a virtual teacher. Even students live

distantly or live in the rural; they also can through computer to learn English. They

think that can make us learn English easier and improve our motives to learn English.

Namwar and Rastgoo (2008) said weblogs used in some useful ways of

education. The simple act of posting to the weblog satisfies a number of educational

criteria. They said use weblog in higher education can help students work

collaboratively and cooperatively and it also helps to develop student’s reflective 

thinking. Blogs made us to integrate a natural way in learning and became a part of
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our daily life.

Johnson and Johnson (1998) said that the grammars were ‘a protean term, had

different meaning to different people, but often used with varying references by the

same speaker’. Using blog to write English article was not only improve grammar but

also could discuss with many friends. Together with vocabulary, it was probably the

aspect of language which was most often associated in popular imagination with

knowing.

Beside grammar, Tudor (2001) suggested using vocabularies in blog to write

English articles. He pointed that vocabulary has not been relatively neglected until

recent years. Using blog to write English article could learn many new vocabularies

and can increase some new knowledge. Vocabulary choice was thus more

straightforward in specific purpose courses, where target areas of meaning were

directly linked to the learners’ interests.

Trammell, Tarkowski and Sapp (2006) investigated Polish blogs, they found

80.2% of the people primarily contained feelings or thoughts of discussion. At times,

discussion could become very personal with bloggers that communicated intimate

details of their lives (18.2%). Rarely, though, the Polish bloggers made political

statements (2.2%). Also, they mentioned of friends or family dominated the topics

covered on blogs. Additionally, bloggers frequently provided a “record of the day” 

which was most with the diary or journal concept in that the author recounts what

happened in his or her life recently.

When mentioned to SLA (second language acquisition), people could learn and

find a lot of information from the useful perspectives for CALL. Allpeople’s 

suggestions were based on one’s success summary for SLA. From those above issues,

scholars conclude that blog was professional and perception. (Skehan, 1998; Egbert

and Hanson-Smith, 1999) Through the useful perspectives, there were different
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materials and various depth information that people wanted to comprehend. These

were some suggestions that summarize could be gleaned. (Skehan 1998)

Language learning potential meant the extent different from the activity could be

considered to be a learning language activity than the opportunity for language. The

different between the language learning and language use was extent to encourage the

different some useful focus on form. The important focusing on language and

language learning had some characteristics like output, time pressure, support and

surprise.

English Reading

Zeng (2008) said teachers could post English news, articles, stories, poetries in

their blogs. It would increase reading opportunities and get updating news and

vocabularies for students. He believed that having students to read more news articles

could make them to close their real life. And he thought that teachers could sort out

the writings to make students choose freely according their English level and interests.

It would not feel boring when reading and could intense their reading in longer time.

In the same time, it could trigger students’ English reading interests. Continually, he

believed the scholar using blog to learn English had more convenience to surf and

manage. All the readers could subscribe their lovely blogs, so that they could surf the

title of the writings easily. And they could easily pick out the certain articles they

wanted.

Yang (2008) referred sometimes students were felt bored at reading. But when

teacher used blogs as the assistance in teaching, they could make them increase their

interests in reading. Because of the online English learning was always fresh and

interesting for students, it not only could increase their self-confident but also could

reduce their detested and phobia in English.
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Yardi, Golder, and Brzozowski (2008) found that blog posting was a little similar

to email. They analyzed the conditions about college students using Facebook and

employees using email and blog. During lunch break, employees decrease emailing

and blogging. But college students had more free time to use them. Email, blog

writing and reading would all decrease at the end of the workday although blog

reading increases slightly after dinnertime. The results suggested that those who

perceived the value of internal blogging to correlate with top-down support from

management that was more likely the blog while at work, about work related topics,

while those who participated in purely social or semi-social, might blog either during

work hours or on their own time.

Furukawa, Ishizuka, Matsuo, Ohmukai, and Uchiyama (2007) analyzed more

than 50,000 users in two years and revealed some interactions between social

relations and readership relations. They found the features that the blogs in regular

reading relation had an important role in correlation of bloggers’ activities. Reading 

the book or some articles used such technologies would expand the types of items that

could be practically and reliably. The score might not be really important, but they

must know some skills of reading in the test. They could start reading the questions

before reading the article. This was the first step of trying to gain and get understand

the output likely to appear in response to a several of types of tasks. (Chapelle, 1993;

Holland, 1994; Coniam, 1998)

English Writing

Wang (2009) pointed that combining internet into teaching and learning was a

new trend in the future. He believed many teachers and students have been more

active in writing and replying the articles at blogs. The blog created by the teacher to

be seen as a teaching platform, allowing both teacher and students respond to each
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other and make some corrections.

Zeng (2008) brought up most of blogs were major in writing and grammar

teaching. Many teachers used games to taught students. Like fan-tan, speak stories,

change diary and so on. Sanmin High School’s teacher Liu, employed own blog to 

writing articles and replied more responds for students. He shared skills in writing

short articles. And he supplied his own blog to be students. It not only could interflow

with them but also could promote their writing.

Hernandes (2004) indicated blog was a learning tool. It could urge students

writing in their own blogs and raise their knowledge and creativities. Writing in Blog

was not a kind relationship of supply. It made students feel they were special

knowledge providers or bloggers on the Internet.

The Success of Cause in English Writing:

1. Writing blog articles could urge students’writing and encourage them to writing

better.

2. Publishing own writings in blogs could share and link to other blogs. The

interaction made students learn more and better.

3. Writing in blog could communicate with other bloggers. And blog provided

function of sharing and interflow. It could make students and readers have more

interaction.

4. Blog could add up popularity. This could motivate students to update their blog

writing often. And it could make them writing more and better.

5. Computer was a good tool in communication. That increased author and learner’s 

confidence.

Marsen (2003) said internet became a popular market for journalistic articles in

many fields. Writing online magazine shared many characteristics with print

journalism. Online articles tended to be more ‘hybrid’ than printed publications,
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allowing for more experimentation in word choice.

Using English to write blog could improve writing skills. Bernsten (2004)

brought up four points to improve English writing abilities: 1). writing frequently. 2).

writing for the audience. 3). writing some theme has matters that can improve writing.

4). writing on the blog journals. Blogs could link other blogs to create a certain group

for both writers and readers. They could share students’personal thoughts and ideas to

their readers. They also could provide feedback to other writers. Some good intentions

of writing blogs were to encourage and glorify students’interests in writing online

and improve their desires in writing. On the other hand, when encountered some

critical writing, they also could improve students to amend and rethink their topic in

order to success and progression.

Learning English from blogs could make students increase their readership. They

could share their views to other students that made their English better and increase

their feeling of participate. When they shared their ideas to others, it would make

them brave to talk about personal views to gain their writing confidence. In the same

time, they not only promoted writing freely but also observed other students’ writing

styles.

Krause (2005) mentioned that blogs worked well for publishing individual texts,

in the sense that blog writers generally didn’t ask their readers to suggest revisions.

Blog writing was most commonly activity compared to journalism and to writing in a

diary or journal, and although those comparisons were not perfect, they were fairly

correct.

Methodology

This research’s main ideas were probedinto using blog to learning English. To

probed into teachers and students’ writing and reading ability and that explored if 
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their collage students could have more helpful for them or not in writing and learning

frequency in blog. This research would use action research and by questionnaire. The

main survey objects are college students. In the questionnaire survey would design

some question related issues of the research purpose. In the questionnaire survey

would have included the personal data, behavior and frequency of using blog and

investigated about using blog to writing’s application and viewpoints.

The subjects of this study were set the department of applied English college

students in central Taiwan. The research sent out 368, the final participants were 351

in total after deducted 17 null and void questionnaires.

Data Analysis

The Analysis of Blog Behavior and Frequency

From Table 1, the blog using behavior and frequency time’s distribution, this 

study could find that the interviewers who had their own blogs were up to 286 people

and it took up 76.4% samples. On other hand, those who didn’t have personal blog 

only took up 23.6%. Information showed that most people had personal blog. Among

the interviewers, most of them released one to two articles every week and it was up

to 48.1%. Then the others released zero. Thus, it could be seen that most of the

interviewers mainly browsed reading the blogs and once in a while they wrote

compositions to express their feelings.

Those who had released the compositions spent less than one hour to write the

blogs and their ratio was the highest taking up 81.2%. Only 15.4% were over one hour

but no more than two hours. This study could see that most interviewers could post

their essays in the blogs in a very short time. The main purpose for the interviewers

using English blogs was largely to express their feelings, record their lives and the

ratio was respectively 91.3% and 87.0%. Only 1.4% interviewers used the blogs
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because of their work, 56.7% interviewers spent no more than one hour a day

browsing the other people’s blogs and only 3.4% interviews spent more than three 

hours. Most interviewers in this graduation project didn’t spend too much time 

browsing the other people’s blogs. The main purpose for them to browse was for 

pleasure and fun. The ratio was the highest taking up 68.7%. And then respectively

65.2% whiled away their time. Additionally, 57.8% interviewers obtained information

from theother people’s blogs at times.

Table 1The Number of Times Assignment about Blog’s used behavior and Frequency.

Using behavior and

frequency
Choice Times

Percentage

(%)

Added up

percentage

(%)

Yes 286 76.4 76.4Did you have your own

blog? No 83 23.6 100.0
None 137 41.9 41.9

1-2 posts 169 48.1 90.0
3-4 posts 28 8.0 98.0

The average number of

your posts per day

More than 5 posts 7 2.0 100.0

Less than 1 hour 285 81.2 81.2
1-2 hours 54 15.4 96.6
2-3 hours 10 2.8 99.4

How much time did
you spend to write a

post?
More than 3 hours 2 0.6 100.0

To expresses the mood 126 91.3 91.3

To record life 120 87.0 178.3
Information gathering 10 7.2 185.5
Information sharing 55 39.9 225.4

To make friends 17 12.3 237.7
To connect with friends 72 52.2 289.9

Learning by self 10 7.2 297.1
Work requires 2 1.4 298.5

Purpose of using blog

Others 2 1.4 300.0
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Less than 1 hour 199 56.7 56.7
1-2 hours 122 34.8 91.5
2-3 hours 18 5.1 96.6

The average time to
browse the other
people’s blogs

More than 3 hours 12 3.4 100.0

To get information 139 64.4 64.4
To while away time 150 65.2 129.6
To while away and

amuse 158 68.7 198.3

Information exchanging 72 31.3 229.6
To make friends 33 14.3 243.9

To connect with friends 118 51.2 295.1
Online learning 15 6.5 301.6

The main purpose(s) to
browse others’ blogs

The demands for work 3 1.3 302.9
Never 8 2.3 2.3

Seldom 69 19.7 21.9
Sometimes 203 57.8 79.8

Usually 62 17.7 97.4

Often get some
valuable information
from others’ blogs

Always 9 2.6 100.0

Findings for Research Question One

Integrating Table 10 and Table 13, team members worked up the Table 18 and

Figure 6 to explore if there was any help for the English writing for the college

students who considered writing the blogs in English. It showed from the Table 18

and Figure6 that 76.3% of participants thought writing English blogs could enhance

the English writing effects. However, still 23.7% of students didn’t think so. 

Furthermore, 74.6% of college students suggested that writing the blogs in English

helped to promote the English writing ability. The minority 8.1% interviewed college

students didn’t agree that.

There were 51.1% agreed that writing compositions in English could inspire the

learning motivation, but there were 10.3% of college students disagreed. Also, 42.5%

of college students agreed that writing English blogs could promote the interest to
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learn English, but 15.1% university students didn’t. In addition, 41.1% of students

indicated that the users would not be afraid of writing in English on the blogs. On the

other hand, 17.1% of college didn’t agree with that.

Knowing from the data, writing blogs in English could inspire the college

students’ learning motivation, enhance the interest in learning English, increase the

effects of English writing and promote the English writing ability. However there

were some college students didn’t agree to write English blogs could promote the 

writing ability and effects. Therefore, to most students, using English blogs helped in

college English writing. Besides, this study found the results of independent t-test

(Table 16 and Table 17), in the four aspects of the help of use, the intention of use, the

methods of application and ability promotion, there was outstanding difference for the

female and male students in the blog application in the college English writing.

Table 18 User's Writing and Reading Desire

The User’s Desire Agree Disagree

Writing blogs in English will enhance for writing

ability
76.3% 23.7%

Writing in English could increase writing ability. 74.6% 8.1%

Writing in English could arouse learning motivation 51.5% 10.3%

Writing in English blogs could increase interests at

English writing
42.5% 15.1%

Writing

Writing blog could make me fearless in English

writing
41.1% 17.1%

Writing blogs in English will enhance for reading

ability
81.2% 18.8%

Reading other blogs could increase reading ability 69.3% 6.0%Reading

Reading in English blogs could increase interests at

English reading
46.2% 13.4%
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Figure 6 User's Writing Desire
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Findings for Research Question Two

To explore if there was any help for English reading for the university students

who use the blogs. It showed from the Table18 and Figure7 that 81.2% of students

suggested that writing blogs in English could increase the effect of English reading,

but 18.8% interviewers didn’t think so. 69.3% university students indicated that 

browsing English blogs helped to promote English reading ability and very few 6.0%

disagreed. 46.2% agreed that using blogs to proceed to English reading could promote

the interest of English, yet still 13.4% college students thought it didn’t help to 

promote English reading interest.

Judging from the data, not only did they increase the effects of English reading

but also it helped to promote English interest through browsing the other people’s 

English blogs to increase their own English reading ability, but a few university

students didn’t agreed that. Thus, to most students, blogs helped in English reading.

Additionally, this sudy found in the three aspects the help of use (Table 16 and Table

17), the intention of use and ability promotion from the results of independent t-test
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and there was obvious difference between male and female students in the blogs

applied for college English reading.

Figure 7 User's Reading Desire
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Discussion

Zeng (2008) addressed that learning English from the blogs for the students

would arise more interest than the traditional English teaching. In addition, the

teachers and students could response and discuss the questions with one another.

Zeng’s findings matched this project’s results. Futhermore, this project indicated that 

more than half of the students had the opportunities to proceed with English learning

through the blogs. All of students had the possitive toward of the Blog

writing-response.

Tudor (2001) believed that, writing blogs in English could promote students to

gain more vocabularies and improve their grammar. Meanwhile, through reading

others English blog articles, students could intense their writing skills and the

application of new words and phrases. Besides, English blog learning could build

students’ confidence and rewginition to write compontions. However, data of this
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projectshowed that more than 50 % of students held remaining attitudes in writing

English blog. Only few particrpants would publish their English writing in blogs.

Most of them could not completely express themselves in English blog. They still

proeferred writing in Chinese for their first writing options. It caused that reading or

writing in English blogs was not widespreaded these days. All the results indicated

that there was a need to promote college.

Conclusion

With the popularity of the Internet, E-learning has been gradually adopted in

teaching these days. Therefore, this project used questionnaire to explore whether

there was greater help for the university students taking advantage of the blogs to

learn English. This project adopted SPSS statistic software to conduct data analysis

and the results of the analysis included descriptive statistics analysis, factor analysis,

reliability analysis and independent sample test. It indicated that the results of factor

and reliability analysis were recommendable in our study.

The male applied in the blogs for university English learning was higher than

that of the female on “testimonials” while the female were higher than the male on 

those of other four aspects including “usage help”, “methods of exercise”, “intention 

of usage” and “ability promoted”. More than half of the university students believed 

that English blogs helped in writing compositions. Also, reading English blogs could

enhance their English ability. There were also 51.1% and 46.2% users thought that

taking advantage of blogs to write and read articles could help promote their interests

of English. Yet there were 40.5% university students holding the attitude of

reservation about English blogs.

Speaking of the advantages and disadvantages of using English blogs, 55.6% and

38.2% university students thought that they could increase the amount of vocabulary
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and communicate with foreigners. 63.3% and 46.1% students thought that they

couldn’t confirm the correctness of grammar and express the original meaning

completely and 34.7% university students would turn to be lazy. Referring to the

interest, 42.8% and 44.1% students considered that using English to write blogs was

an interesting trend.

In addition, this project also explored in the open questions to what kind of

learning methods the university students hoped to use the best. The results showed

that 48.3% students hoped to use website as their language learning method. Then

usage of blogs and chatting room were the 2nd and 3rd rank in students’ preferred 

learning method. Thus top3 learning method were to be media of English learning to

make learning more diverse, vivid and active. It was because that these methods of

learning were easy and more fun and it would increase the willingness of learning for

the students.

To integrate the analysis and results of our study, the university students all

possessed positive using willingness in learning English with English blogs. Yet some

students kept voiceless. The results of this project showed that blogs were acceptable

in learning. When designing internet teaching tools and related teaching materials

through understanding the individual difference, cognition and influence on the

factors of using teaching tools, we could then design the teaching strategy and internet

learning environment to reach the learning effects on the basis of the learners’ 

demand.

Recommendations

This project would present some suggestions toward the study aspects and

hopefully we could make reference to the future related studies. During the procedure

of this project, the reviewers’ willingness to use blogs as a teaching medium was 

2010 HICE Proceedings - Page 1216



17

rather high. To compare with the traditional teaching’ it was more interesting and 

diversified. The students and teachers’ interactions are more in blogs. Thus, using 

blog teaching could make students be not afraid of English. To write and read in

English in blogs certainly could increase the users’ writing and reading ability, and the 

learners may write personal articles, discuss and present their opinions. In setting up

of the blogs would make students learn through viewing, emulating, and drawing

some good inspirations.

This project strongly suggested that the teachers could publish their English

articles in the blogs as a reading activity for students. As a consequence students

could increase writing ability through writing blogs in English.

The blog was a network teaching tool which may record reading and writing.

Blogs could promote the communication and interaction between interviewers and

teachers. The teaching method of interactive learning makes interviewers develop the

ability of learning cooperation. Thus this project suggested the related academic

organizations and school teacher groups should make good use of the functions of

blogs for English teaching for the people with different age and different needs.

Hopefully, the results of this project could contribute as references for English

teaching, learning and designing. Then it could reach the effective English teaching

through the teachers’ professional ability, strategy, perfect English teaching methods 

and resource application.
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Abstract 

This study applying market segmentation theory and Two-Factor theory to analysis the 
influence of school service quality on students’ satisfaction. The sample of valid questionnaire 
survey included 1,065 students from four-year colleges. Structural equation modeling (SEM) was 
employed for model testing by using LISREL statistical software. This study fined school group is 
an effective market segmentation variable, the influences of service quality on satisfaction were 
different according to school group. Finally, this study proposed strategies to increase students’ 
satisfaction for overall subjects and for different target groups. 

Keywords: college, service quality, satisfaction, market segmentation, two-factor 

theory 

 

Introduction 

Schools are organizations which provide professional services, with the aim to integrate 
learning resources, and satisfy learners’ demands for learning and growth. They also offer 
experiential services. With the liberation of policies, higher education market in Taiwan becomes 
freely competitive. It is the pressure for the operation of current competitors, potential competitors 
and substitutes. Under highly competitive recruitment, customer-oriented school marketing is 
gradually valued. 

In recent years, learner-centered and customer-oriented school management is becoming 
important. Schools enhance image by providing the best service quality in order to be identified by 
the students and the public. There are many factors affecting the students’ selection of school. 
Besides locations and surrounding resources that are fixed competitive advantages, meeting 
customer satisfaction with high educational service quality has become an advantageous 
marketing approach in the educational market. However, due to the limitation of educational 
resources, schools’ approach to meet the students’ demands and to enhance educational service 
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quality should be concerned. Therefore, it is the first research motive of this study. 

Studies concerning the influence of service quality on customer satisfaction are popular in the 
field of business. In recent years, the topic of social marketing is gradually valued. However, the 
development of school marketing which is related to social marketing is still in an early stage. 
School market is different from business market, and students are different from general 
customers. By integrating related theories and innovating research the knowledge of school 
marketing, marketing can be accumulated. This study applied market segmentation theory to the 
influence of school service quality on student satisfaction, and acquires validated segmentation 
variables through Structural Equation Modeling (SEM). It is the innovative value of and the 
second research motive of this study. 

The purposes of this study are as follows: 1) to exam the influence of service quality on 
satisfaction; 2) to explore into market segmentation variables by market segmentation theory; 3) to 
propose the suggestions for marketing strategies of schools. 

Service quality and customer satisfaction 
Quality is a complicated concept, and it cannot be interpreted by simple descriptions. Quality 

has different meanings due to various theoretical bases. Since the production of service is not 
necessarily tangible, service quality tends to be defined according to satisfaction with customer 
demand and marketing-orientation views (Garvin, 1984; Gummesson, 1991; Parasuraman, 
Zeithaml, & Berry, 1985). Customers’ judgment on service quality of companies depends on the 
gap between their expectation and actual services perceived. When the performance of companies 
is better than the customers’ expectation, customer satisfaction will be high (American Marketing 
Association, 2006). Service quality not only involves the final results, but also the service process. 
Sometimes, the customers’ participation in the process will influence service quality (Sasser, 
Olsen, & Wyckoff, 1978). 

Customer satisfaction is a critical variable to consumer behavior. When consumers are 
satisfied with certain products or services, they tend to continuously purchase them and share the 
positive consumption experience with others. However, once they are unsatisfied, they would look 
for other products or services and even complain about it to the company or others. Fournier and 
Mick (1999) indicated that satisfaction refers to an individual’s pleasure or disappointment with 
regard to some targets (people or events). According to Oliver (1997), satisfaction is the 
consumers’ reaction after they are fulfilled, and their judgment and perception of the pleasure 
upon the products or attributes in the process of consumption. Fournier, Mick (1999) and Oliver 
(1997) suggested that satisfaction involves emotion, and is a kind of pleasant feeling. 

Many studies on consumer behavior indicated a solid positive relationship between service 
quality and satisfaction (Andaleeb, 2001; Brady & Robertson, 2001; Caceres, & Paparoidamis, 
2007; Ekinci, Dawes, & Massey, 2008; Shemwell, Yavas, & Bilgin, 1998). Multiple correlation 
coefficients between service quality and satisfaction are between .68 and .80. 

Market segmentation 
Since consumers have different needs, their demands for service content and level also vary. 

It is effective to apply market segmentation theory to marketing strategy, and the service providers 
can provide proper service quality meeting the target groups’ needs. Smith (1956) indicated that 
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market segmentation is to separate the market into different customer groups according to their 
demands and characteristics. It satisfies the groups by providing different product and marketing 
mix. Market segmentation divides the overall market into several market groups. The consumers 
in same market group have similar demands for the products or services, thus, marketing mix can 
be designed according to market groups. The planning of the strategies should be based on the 
unique capacities, strategy scope and resource distribution of the organizations (Griffin, 2006). 
Student-oriented strategy should effectively segment student market, confirm the position of the 
organization in the market, and reasonably distribute and use the limited resources to enhance 
service quality in order to create customer value and satisfy the students’ needs. 

Two-Factor Theory 
From the perspective of strategic marketing, Herzberg, Mausner and Snyderman (1959) 

proposed two-factor theory in which the motivator and hygiene, factors can explain the 
relationship between service quality and satisfaction. Motivator refers to the content of some 
offering or acquisition would lead to satisfaction. The opposite situation would result in no 
satisfaction. Hygiene means that without the offering or acquisition, there would be dissatisfaction. 
According to two-factor theory, hygiene means the sources to maintain work motives, and 
motivators are the sources to enhance work motives. They are both important. Although the 
development of two-factor theory aims to describe work motives, it is related to the satisfaction 
with employee demand or the acquisition of work value, and it shares the common points with 
marketing researches on customer satisfaction or customer value. 

Methodology 

Sample 
The population of this study was full-time students of four-year technical college in Taiwan. 

According to the statistics of Ministry of Education, in 2005, there were totally 75 technical 
colleges, including 232,306 students. By stratified cluster random sampling, this study selected 30 
classes as the samples (from 6 national universities of technology, 10 private universities of 
technology, and 14 private technical colleges), and collected 1,284 questionnaires by mail. After 
eliminating the invalid samples, there were 1,065 valid samples; the valid return rate was 82.9%. 

Measures 
The questionnaires included two scales, which were service quality and satisfaction, and were 

based on Likert five-point scale. The participants answered the questions by papers and pens. The 
scale of service quality included 43 items, and there were two constructs, which were 
administration & facility quality, and curriculum & teaching quality. There were 6 items in the 
scale of satisfaction, including two constructs, which were satisfaction and dissatisfaction. 

Research model 
Upon related theoretical models, this study proposed the model related to the influence of 

service quality on student satisfaction (see Figure 1) as the framework. The framework consisted 
of two sets of multiple regression. Two exogenous variables, administration & facility quality, and 
curriculum & teaching quality, were related (Φ12) and have positive influence on satisfaction (γ11, 
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γ12); this is the first multiple regression. They also have negative influence on dissatisfaction (γ21, 
γ22); this is the second multiple regression. 

Satisfaction
Administration 

& facility 
quality

Curriculum & 
teaching 
quality

Figure 1  Research model

Dissatisfaction

γ11

γ12

γ22

γ21

Φ12

θε1

θε2

Ψ12

 

Results 

Regression analysis 
Before data analysis, data were screened first. The measurement of multivariate normal 

distribution was based on Mahalanobis Distance (D2). Those with larger D2 were eliminated, thus, 
the number of samples was 1,044. The Coefficients of Skewness and Kurtosis of the observation 
variables indicated that the data fit normal distribution. 

In Structural model (see Figure 2), χ2=465.43, freedom=146, p<.05 and the difference is 
significant. As to fit indices, χ2/df=3.19, GFI=.96, AGFI=.94, NFI=.98, CFI=.99, SRMR=.033 and 
RMSEA=.046. It indicates that the model fit is good. “Satisfaction” can be explained by 
“administration & facility quality” and “curriculum & teaching quality” and the explanatory 
power reaches 49%. Explanatory power of “dissatisfaction” is 25%. According to t-test, regression 
coefficients of latent variables reach the significance level (p<.05). 

Satisfaction
R2=.49

Administration 
& facility 

quality

Curriculum & 
teaching 
quality 

Dissatisfaction
R2=.25

.36a

(.39)b

-.21
(-.36)

.81
(.25)

.38
(.61)

-.31
(-.37)

.51
(.27)

-.75
(-.47)

-.31
(-.18)

Figure 2  Structure model
Note. N=1044; a Solution completely standardized; b Standard Solution；All parameters p<.05

 

Equivalent models 
In order to further probe into the relationship among four latent variables in the research 

framework (see Figure 1), two equivalent models are proposed (see Figure 3). In Equivalent 
model a, dissatisfaction can be effectively explained by administration & facility quality, 
curriculum & teaching quality, and satisfaction and the explanatory rate is 43% which is more 
than the original explanatory rate (25%) of structure model by 18%. In Equivalent model b, 

2010 HICE Proceedings - Page 1223



satisfaction can be effectively explained by administration & facility quality, curriculum & 
teaching quality and dissatisfaction. The explanatory rate is 62% which is more than that (49%) of 
the original structure model by 13%. Comparing the increase, this study finds better explanatory 
degree in equivalent model a. Thus, the strategy of reducing the dissatisfaction will be more 
effective than the strategy of increasing the satisfaction for the targets. 

Satisfaction
R2=.49

Administration 
& facility 

quality

Curriculum & 
teaching 
quality

Dissatisfaction
R2=.43

.36a

(.39)b

-.02ns

(-.04)

.81
(.25)

.38
(.61)

-.10ns

(-.12)

.51
(.27)

-.57
(-.35)

Figure 3  Equivalent model
Note. N=1044；a Solution completely standardized；b Standard solution; nsp>=.05, others p<.05

(a) Model 1 (b) Model 2
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Market segmentation analysis 

Research model (see Figure 1) is applied to national universities of technology (n=234), 
private universities of technology (n=356) and private technical institutes (n=454) for test of 
invariance of regression coefficients (see Table 1). It is found that the influence of service quality 
on satisfaction will be different because of school groups (Δχ2(8)=19.23, p<.05). Moreover, the 
influence of curriculum & teaching quality on dissatisfaction (Δχ2(2)=10.65, p<.05) is the souce of 
the difference. The difference is only found between private universities of technology (γ22=.00, 
p>.05) and private technical colleges (γ22=-.73, p<.05) (see Table 2 and Figure 4). 

 
Table 1  Test of invariance of regression coefficients for influence of service quality on 

satisfaction with school groups 

 Baseline 
model 

aService 
quality→

Satisfaction 

aAdministration 
& facility 

quality 
→Satisfaction 

aAdministration 
& facility quality 
→Dissatisfaction 

aCurriculum 
& teaching 

quality 
→Satisfaction 

aCurriculum & 
teaching quality 
→Dissatisfaction 

χ2 932.54 951.77 932.96 936.96 936.74 943.19 

df 438 446 440 440 440 440 

Δχ2 -- 19.23 .42 4.42 4.20 10.65 

Δdf -- 8 2 2 2 2 

p -- .001 .811 .110 .122 .005 

註： National universities of technology (n=234); Private universities of technology (n=356); 
Private technical colleges (n=454) 

     a Restrictive model: Set the regression coefficients equal for school groups 
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Table 2  Test of invariance and regression coefficients for influence of curriculum & 
teaching quality on dissatisfaction with school groups 

 Baseline model 

bNational 
universities of 
technology vs. 

Private universities 
of technology 

bNational 
universities of 
technology vs. 

Private technical 
institutes 

bPrivate universities 
of technology vs. 
Private technical 

institutes 

χ2 932.54 932.98 935.29 943.28 
df 438 439 439 439 

Δχ2 -- 0.44 2.75 10.74 
Δdf -- 1 1 1 
p -- .507 .097 .001 

Note. National universities of technology (n=234); Private universities of technology (n=356);  
Private technical colleges (n=454) 

     a Restrictive model: Set the regression coefficients of curriculum & teaching quality on dissatisfaction 
were equal for different school groups 

Satisfaction
R2=.70

Administration 
& facility 

quality

Curriculum & 
teaching 
quality

Figure 4  Multi-group structural equation modeling for school groups
Note. aSolution completely standardized; bStandard solution; nsp>=.05, others p<.05
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Discussion 

Model explanatory power 
There is a significantly positive relationship between service quality and satisfaction. Many 

researches (Andaleeb, 2001; Brady & Robertson, 2001; Caceres, & Paparoidamis, 2007; Ekinci, 
Dawes, & Massey, 2008; Shemwell, Yavas, & Bilgin, 1998) have suggested that explanatory 
power of service quality on satisfaction is between 46% and 64%. In this study, explanatory power 
of service quality on satisfaction is 49%, and explanatory power of service quality on 
dissatisfaction through satisfaction is 43%. The influence of service quality on satisfaction is 
similar to the past research findings. 

Moreover, this study proposes equivalent models, and suggests that explanatory power of 
“service quality → satisfaction → dissatisfaction” is more significant than that of “service 
quality →  dissatisfaction →  satisfaction”. It means that satisfaction can be enhanced by 
changing service quality. 

Two-factor effect  
The two-factor theory proposed by Herzberg, Mausner, and Snyderman (1959) indicates that 

the contrary of satisfaction is no satisfaction, and the contrary of dissatisfaction is no 
dissatisfaction. There are different constructs between satisfaction and dissatisfaction. Two-factor 
theory of Herzberg et al. is supported by many related researches, which indicate that human’s 
emotional constructs include “positive and negative emotions” (Westbrook, 1987; Mano & Oliver, 
1993; Oliver, 1993; Derbaix, 1995; Dubé & Morgan, 1998; Phillips & Baumgartner, 2002). 
Satisfaction of this study refers to customers’ feelings toward service on the process or after the 
consumption (Fournier, Mick, 1999; Oliver, 1997). It includes satisfaction and dissatisfaction. The 
result show that administration & facility quality, as well as curriculum & teaching quality, have 
influence on satisfaction and dissatisfaction. In other words, it involves both motivator and 
hygiene. 

School market segmentation  
Market segmentation theory is usually applied in commercial marketing. However, it is rare 

that the theory is applied to school marketing of university market. This study adopts school group 
as segmentation variable, and was support. The influence of service quality on satisfaction will be 
different according to school group. 

Implications 

Overall enhancement of service quality  
The findings of this study indicate the positive influence of service quality on satisfaction. 

Higher curriculum & teaching quality or administration & facility quality has positive influence on 
the increase of the students’ satisfaction or reduction of their dissatisfaction. Higher curriculum & 
teaching quality tends to increase the satisfaction, whereas higher administration & facility quality 
tends to reduce the dissatisfaction. Moreover, for high degree of correlation between satisfaction 
and dissatisfaction, enhancing service quality of the schools has positive influence on both active 
aspect (the increase of satisfaction) and passive aspect (the reduction of dissatisfaction). Since the 
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influence of satisfaction on dissatisfaction is more significant than the influence of dissatisfaction 
on satisfaction, overall enhancement of service quality of the schools will be active instead of 
passive. 

Application of market segmentation strategy  
 “School group” is the effective variable of market segmentation. Comparing with private 

universities of technology, in private technical colleges, the negative influence of curriculum & 
teaching quality on dissatisfaction is more significant. Private technical colleges enhance the 
students’ learning effects by upgrading curriculum & teaching quality, could significantly reduce 
students’ dissatisfaction. 
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Problem: In spite of long-standing federal government support of higher education for 
minorities and ongoing efforts to recruit minorities into higher education, the face of the 
American graduate from nursing programs has changed very little.  Educating more 
minority nurses will bring diversity to the bedside and is one pathway to changing the 
healthcare disparities facing minorities.  However, minority students in baccalaureate 
nursing programs have a high attrition rate.  Efforts to address the imbalance must be 
based on a clear understanding of the facilitators and barriers for these students.  
 
Objective: Identify facilitators and barriers, especially among minority students, to 
completing a baccalaureate program, passing the licensure examination, and entering the 
nursing workforce. 
 
Methodology: A 4 point Likert Scale survey was designed to measure the importance of 
facilitators and barriers identified by on-campus focus groups, nursing department 
research, and the literature.  The mean of the Likert scale was used in all analyses.   
 
Data Analysis: Descriptive statistics were conducted using SPSS V 17 for Windows.  To 
minimize multiple comparisons testing, factor analyses grouped similar survey items and 
developed a summary score for those grouped items.  ANOVA or the Kruskall Wallis test 
was used to compare means.  Multiple linear regression analysis adjusted for potentially 
important confounding factors such as total hours worked per week. 
 
Results:  The survey response rate was 39.6%.  Most (91%) students were born in the 
US; averaged 26.6 years of age; 89% were white; 5% were black; and 6% were from 
other racial/ethnic groups. Total hours worked per week were none (22%); 1-12 (32%) 
and 13-40 (46%).  Among the 4 facilitator factors only the general academic support 
factor was perceived as more helpful to black student than to others or whites (p=0.001).  
This factor included help with goal setting, English as a second language support, 
academic support center programs and faculty advisor availability.  The remaining 3 
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factors were perceived as equally helpful among all groups. Factor analysis also 
identified five barrier factors: English language and computer skills, workload and pace, 
financial and family concerns, technology access, and technology competence. Although 
most barriers ranked low as problematic (< 3 on a 1-4 scale), regression models found 
that four of the five barrier factors were significantly more problematic for minority 
students than for white students.  English language and computer skills were more 
problematic for ‘other’ race students (p=.003) than whites or blacks.  Black students 
found technology competence to be more of a barrier than either white or other race 
students (p=0.01).  Workload and pace, as well as technology access, were more 
problematic among both black (p<0.02) and other students (p<.04) than white students 
even after adjusting for the total hours worked per week.  Additionally total hours worked 
per week was an independent barrier to success. Any student, regardless of race, who 
held a job 13-40 hours a week perceived that workload and pace (p=0.057), family and 
financial concerns (p< 0.001), and technology access (p=0.03) were more significant 
barriers than students who worked 12 hours or less a week.   
 
Conclusions: Important barriers, especially for black students, became clear— 
technology competency, technology access, and workload and pace. Additionally, the 
number of hours worked per week was an important barrier for all students regardless of 
race.  These finding will guide the development of our programmatic initiatives.  
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Abstract 

This research explores how Indigenous Ainu language instructors define their 
own bi-cultural identities in Japanese society, and also how they feel their students’ 
identities should be developed in the context of current Japanese society.  Qualitative 
research methods, a case study methodology combined with an interpretive analytic 
framework, were used in this study to explore the Ainu instructors’ perspectives of 
Ainu-Japanese identity, and the benefits and dilemmas of Ainu language teaching and 
learning that come from their struggling to achieve positive identity construction and 
meet the societal needs of the Ainu language in current Japanese society.  Data were 
collected in three sets of interviews and a literature analysis, and were analyzed using 
the grouping strategy described by Glaser and Strauss (1967) under three categories: 
"identity construction", “the problems in both Japanese and the Ainu societies" and "the 
benefits of language teaching."  These categories were used to examine the impact on 
identity development for current and future Ainu people.   

As linguists, educators, and also as continuing students of the Ainu language, 
current Ainu language instructors face particular dilemmas in order to teach the Ainu 
language, especially to children, because the Ainu language has been assimilating into 
Japanese culture and is losing societal status as a heritage language for the Ainu people.  
The guiding research question for this project was "How do Ainu language instructors 
perceive their identities, experiences, and pedagogies in a time of attempted revival of 
linguistic and cultural aspects of Ainu in Japan?" a question which should also shed 
light on the prospects for the reconstruction of Ainu identity within the Japanese society.  
The research findings of this project have brought the issues of the Ainu people’s 
identity and the challenges in both the Ainu community and Japanese society into sharp 
relief.   

As a result of this research, the recommendations for the needs of teaching 
Ainu language in Japanese public education systems and establishing the new Ainu 
school for next Ainu generation, as to change the both Ainu and Japanese themselves for 
the forthcoming multicultural society in Japan have been offered. 
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qualitative research. Chicago: Aldine. 
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Contribution of Maternal and Paternal Expectations About Infant Development to 
Cognitive Development of 18 Months Old Infants 
Mélissa Tremblay1, Nathalie Bigras2 & Lise Lemay2 

1 Psychology department, 2 Education and pedagogy department, 
University of Quebec at Montreal 

Informations: tremblay.melissa.4@courrier.uqam.ca. 
 
BACKGROUND AND OBJECTIVE  
     It  is  known  that  familial  characteristics  explain  a  large  part  of  child  development  (Belsky,  Burchinal, 
McCartney, Vandell, Clarke‐Stewart & Owen, 2007; Hungerford & Cox, 2006) and  that  some variables, as 
family  socioeconomic  status,  are  always  important  to  consider  when  trying  to  understand  infants’ 
developmental  trajectories.  Moreover,  some  researchers  state  that  proximal  variables,  like  parental 
expectations  about  infant  development,  are  also  important  to  take  into  account  when  studying  child 
development because they are finer indicators of family interaction processes (Bigras, Pomerleau & Malcuit, 
2008; Linver, Brooks‐Gunn & Kohen, 2002; Pomerleau, Malcuit & Julien, 1997). 
 
     This study wants to understand the contribution of family’s environment variables and, more specifically, 
of maternal and paternal expectations about infant development to the cognitive development of 18 months 
old infants from Quebec (Canada). 
 
Research questions 
Question 1. Are maternal and paternal expectations associated with cognitive development of 18 months 
old infants? 
Question 2. Which family variables better explain cognitive development of 18 months old infants?  
 
METHOD  
Sample  
     134 infants (67 girls) from Quebec (Canada) and their parents were recruited between 2005 and 2006 to 
participate in this study. At 10, 15 and 18 months, infants’ cognitive development was assessed at home with 
the BSID‐II (Bayley, 1993) and parents completed questionnaires measuring their socioeconomic status and 
their expectations about infant development (Bigras, Pomerleau, & Malcuit, 2008). 
 
RESULTS 
Table 1: Correlations between Parental Expectations Variables and MDI Scores at 18 Months  

Parental Expectations 
Variables 

M  SD 
MDI  
Scores 

MDI scores  94.7  12.0  ‐‐‐ 

Mother’s high 
estimation 
      at 10 months 
      at 15 months 
      at 18 months  

 
 

14.8 
13.4 
12.4 

 
 

4.2 
4.0 
4.3 

 
 

.15 
.40** 
.29** 

Mother’s low 
estimation 
      at 10 months  
      at 15 months 
      at 18 months  

 
 

9.6 
11.8 
12.9 

 
 

3.9 
4.2 
5.1 

 
 

‐.21* 
‐.35** 
‐.32** 

*p < .05; **p < .01. 
 

Parental Expectations 
Variables 

M  SD 
MDI  
Scores 

MDI scores  94.7  12.0  ‐‐‐ 

Father’s high 
estimation 
      at 10 months 
      at 15 months 
      at 18 months  

 
 

13.8 
12.4 
11.5 

 
 

3.9 
3.3 
3.5 

 
 

.28** 

.32** 
.24* 

Father’s low 
estimation 
      at 10 months 
      at 15 months 
      at 18 months  

 
 

12.0 
14.4 
15.8 

 
 

4.0 
4.6 
4.8 

 
 

‐.29** 
‐.22* 
‐.23* 

*p < .05; **p < .01. 
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 Correlations  indicate  that maternal  and  paternal  expectations  regarding  infant  development  are 
associated with infant’s cognitive development at 18 months, and this, more than global variables of 
family environment (education, income). 

 
Table 2: Correlations between Socioeconomic Variables and MDI Scores 

Socioeconomic Variables 
MDI Scores 

10 months  15 months  18 months 

Family income (low or high)   .02  .13  .04 

Mother’s education  (in years)   .08  .09  .18* 

Father’s education (in years)   ‐.06  .04  .25* 

*p < .05.  
 

 Correlations also indicate that mother’s and father’s education are the only socioeconomic variables 
associated with infant’s cognitive development at 18 months. Before 18 months, no socioeconomic 
variable is associated with infant’s cognitive development. 

 
Table 3: Regression Analysis Summary for Family Variables Predicting Infants’ MDI Scores at 18 Months 

Variables  B  SE B  β 
% of Explained 

Variance 

Mother’s high estimation at 15 
months 

1.127  .237  .37***  13.8% 

Father’s education  .969  .362  .21**  4.4% 

R2 = .20 (N = 133, p < .01). ** p < .01; ***p < .001. 
 

 Multiple regression analysis (F(2, 131) = 16.51, p < .001) reveal that mothers’ high estimations at 15 
months  explain  13.8%  of  the  variance  of  infant’s  cognitive  development  at  18 months  and  that 
father’s education explain 4.4% of that variance. 

 
DISCUSSION AND CONCLUSION 
     This study highlights the importance of considering fine measures (ex.: parental expectations) rather than 
only global ones (ex.: family’s socioeconomic status) when studying infants’ development. Moreover, results 
suggest that, for our sample, parents’ education become more  important as  infants get older and that the 
link between other socioeconomic variables (income) and cognitive development is not yet significant at 18 
months old.    Further  analysis will be  important  to do  to  verify  if  family  income will become  significantly 
associated with older children’s cognitive development (cumulated effect hypothesis). 
 
     Additionally,  results  suggest  that mother’s  and  father’s  contribution  to  infant  development  seems  to 
differ  from one  another.  This  implies  that  child development  researchers  should put more energy  to  get 
fathers implicated in their studies, and this, even when children are as young as 18 months old. 
 
     Finally, study’s results also suggest that higher expectations about  infant development (still  in a realistic 
range) can contribute to enhance children’s cognitive development, and this, probably because these higher 
expectations  come with  earlier  stimulations  offered  to  them  (Williams, Williams,  Lopez &  Tayko,  2000). 
More efforts to improve parental expectations and trust about their child’s capacities should be done.  
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ABSTRACT 

 

Over time, students of all ages have been taught key skills to be successful in their 

academic environments.   Success can be measured differently at all levels of education.  Success 

can be measured as the mastery of learning outcomes, cumulative grade point average, 

performance in the workplace, and many other ways.  This paper uses literature reviews to 

analyze past studies detailing the skills necessary for secondary student success.  Additionally, 

past studies detailing the skills necessary for undergraduate student success will be identified.  

The characteristics of students that affect their success in their educational environments will 

also be analyzed.   Then, a discussion of key attributes, characteristics, and skills that are 

common across the two groups of students will be highlighted.  Finally, key attributes, 

characteristics, and skills that are unique to each group will be highlighted.   

This paper will help counselors and educators define how to best help students be 

successful regardless of their level of education.   

 

Introduction 

 

Success:  The achievement of something desired, planned, or attempted.  Success is 

described as having a favorable outcome or having obtained something desired or intended 

Brigman & Campbell, 2003).  Most schools have included in their mission statement the desire 

to create a caring and safe environment where all students can be academically successful.   

Over the last 30 years, researchers have consistently reported that applied learning skills 

such as listening, attending, following directions, and cognitive strategies, as well as social skills 

(working-playing cooperatively with others and forming and maintaining friendships) are 

essential for school success (Brigman & Webb, 2006). 
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This research project will investigate whether published student success skills and 

strategies differ between secondary students and undergraduate students. The research question 

is:  Do secondary and undergraduate students need different types of academic, social and self 

management skills to achieve school success?  Although the importance of providing instruction 

in learning skills and social skills has been documented for secondary students, and the strategies 

for teaching them have been reported, the problem of children lacking skills persist (Brigman, 

Lane, Lane, Lawrence, & Switzer, 1999).  So then the question is whether students at the 

undergraduate level need different academic, social and self-management skills to achieve school 

success? 

Statement of Problem 

The education system has constant pressure to increase students’ performance in the 

classroom on achievement tests, by mastering academic standards, and ensuring the school 

environment is conducive to learning. This reemphasizes the need for secondary school 

counselors to show how they are part of the educational process and how they contribute to 

helping students learn more effectively (Myrick, R. 2003) In fact, the demands for increased 

accountability regarding student academic achievement outcomes permeate the educational 

literature, and counselors are being asked to be increasingly accountable with their work with 

students (Isaacs, M. 2003).  General agreement exists as to which skills and behaviors are crucial 

to school success.  These skills and behaviors have been delineated in the literature and include 

attending, listening, working cooperatively with others, and following directions (Wentzel, 

1991). 

Research Question 
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1. Does the research differ on how to improve academic performance between secondary 

students and undergraduate students? For the purpose of this study, academic 

performance is described as knowledge of cognitive and metacognitive strategies.  This 

knowledge is not usually enough to promote student achievement; students also must be 

motivated to use the strategies as well as regulate their cognition and effort (as cited by 

Pintrich & De Groot, 1990).  

2. Are there differences in the secondary and undergraduate student success skills regarding 

the students’ ability to communicate with others? Communication skills are described in 

the student success skills program and focus on problem solving, listening, 

encouragement, peer coaching, and empathy (Brigman & Webb, 2008). 

Definition of Terms 

 

 The following lists of words are defined for the purpose of this research paper: 

 

 Success- The achievement of something desired, planned, or attempted (Brigman & 

Campbell, 2003). 

 Skills- Proficiency, facility, or dexterity that is acquired or developed through training or 

experience (Brigman & Webb, 2006). 

 Self-management- Skills managing attention, motivation, and anger (Brigman & Webb, 

2008). 

 Motivation- the psychological feature that arouses an organism to action toward a desired 

goal; the reason for the action; that which gives purpose and direction to behavior; "we 

did not understand his motivation"; "he acted with the best of motives"(Binns, Jones, & 

Sheridan, 1993). 

2010 HICE Proceedings - Page 1238



 5 

 Active Listening- is a way of listening and responding to another person that improves 

mutual understanding .(*Copyright ©1998 Conflict Research Consortium -- Contact: 

crc@colorado.edu http://www.colorado.edu/conflict/peace/treatment/activel.htm) 

 Strategies- a plan, method, or series of maneuvers or stratagems for obtaining a specific 

goal or result: a strategy for getting ahead in the world (Masten & Coatsworth, 1998). 

 Time management- refers to the development of processes and tools that increase 

efficiency and productivity. 

(*http://sbinfocanada.about.com/od/timemanagement/g/timemanagement.htm) 

 Meta cognition- awareness and understanding one's thinking and cognitive processes; 

thinking about thinking (DeGroot & Pintrich, 1990). 

 Memory skills- a skill of which helps students recall a series of events in the proper 

sequence or information learned (Brigman & Webb, 2008). 

 Social Skills- being able to work with others, such as interpersonal skills, social problem 

solving, listening, and teamwork (Binns et al. 1993). 

 Low academic performance- low performing student is one who struggles academically 

to maintain a C average. 

 High academic performance- A high performing student is considered to consistently 

perform at an A-B grade level on tests, homework, and quizzes. 

 Academic Performance- knowledge of cognitive and metacognitive strategies.  This 

knowledge is not usually enough to promote student achievement; students also must be 

motivated to use the strategies as well as regulate their cognition and effort (De Groot & 

Pintrich, 1990).  

 Empathy- understanding of another individual’s feelings. 
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 Peer Coaching- students of the same age working together for a common goal.  Teaching 

one another a skill set. 

 Intervention- The act of implementing a learning strategy, curriculum, or program to 

modify the outcome (Brigman & Webb, 2003). 

 School Success- Meeting annual yearly progress on standardized tests such as ISTEP for 

secondary students or keeping grades high enough to be a student in good standing for an 

undergraduate student. 

Literature Review 

 

 “Education is what survives when what has been learnt has been forgotten”.  B.F. 

Skinner.   

 

A central mission of schools is to prepare students to participate and be productive in 

society.  Within this mission is the goal to facilitate the academic and social development of 

students.  For many years educators, counselors, and administrators have been designing 

curriculum with long-term school success in mind.  School counselors are continually asking 

themselves if they are effectively helping students achieve through group programs or individual 

interventions. 

 Evaluation of the student success skills research yielded strong and promising evidence 

of effectiveness as reviewed by the National Panel for Evidence Based School Counseling 

(Carey et al. 2005).  The U.S. Department of Education believes the program research also meets 

criteria for strong evidence of effectiveness using guidelines developed by the U. S. Department 

of Education (2003).  The research supporting student success skills contributes to the group 

work literature providing evidence of the effectiveness of school counselors in facilitating group 

experiences that improve academic and social outcomes for students. Student success skills: a 

structured group intervention for school counselors (Brigman et al. 2005). 
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Numerous studies have identified attending skills, listening skills, and social skills as 

being most predictive of long-term school success.  In recent reviews of the research literature, 

social and cognitive competence was found to have a strong positive correlation with positive 

peer relations and academic achievement (Bushweller 1995; Eisenberg, 1997; Masten & 

Coatsworth, 1998; Wemer, 1996; Zimmerman & Arunkumar, 1994; as cited by Brigman, Lane, 

Switzer, Lane, & Lawrence, 1999).  Over the last 30 years, researchers have consistently 

reported that applied learning skills such as listening, attending, following directions, and 

cognitive strategies, as well as social skills (working- playing cooperatively with others and 

forming and maintaining friendships), are essential for school success (Cartledge & Milburn, 

1978; as cited by Brigman, Lane, et al. 1999).   

Although the importance of providing instruction in learning skills and social skills has 

been documented, and the strategies for teaching them have been reported; the problem of 

children lacking in skills persist.  Almost 20 years ago, teachers cited the lack of prerequisite 

learning skills as the main reason for poor early school performance (Brigman, Lane, et al. 

1999). 

Finding sustainable and systematic ways to motivate students to achieve academic 

success continues to be a major task facing school practitioners, educational researchers, and 

policy makers (Lapan, Gysbers, & Petroski, 2001). In the educational psychology literature, 

research is accumulating that highlights the important role of the relationships between teachers 

and students in motivating academic achievement and social competencies for elementary and 

middle school students (Wentzel, 1999).  Students benefiting from good relationships with 

teachers display a stronger sense of community in the school, more competent social behaviors, 

and improved academic performance (Lapan, et al.). 
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Also, considering growth and development in adolescence, Adolescents’ self absorption 

in understanding their own thoughts, attitudes, and values often leads them to a particular kind of 

egocentrism (Craig & Dunn, 2007).  The idea that adolescents see themselves as the center of 

everyone’s scrutiny and attention make them often feel like they are on display.  Small 

imperfections such as a pimple, a stupid comment, often turn into a major crisis (Craig & Dunn, 

2007).  The inconsistent feelings experienced by adolescents motivate researchers and educators 

to explore ways to help improve school success.  Several instruments have been developed to 

exhibit personal, social, and academic changes in an effort to improve academic performance 

and overall school success.  The student success skills (SSS) curriculum is a structure group and 

classroom guidance approach to teaching cognitive/meta-cognitive skills, social skills, and self-

management skills (e.g., using memory peg system to remember key facts, active listening, 

building optimism, and managing test anxiety) (Brigman & Webb, 2006). 

 The SSS intervention is a structured intervention targeting academic and social outcomes. 

The skills have been identified by research as being related to academic success and the 

approach is designed to be most appropriate for grades 4 through 10 (Brigman & Webb, 2006).  

This literature review will include four areas of interest that pertains to the research questions.  

Academic performance, communication skills, a look at differences in response to the SSS 

curriculum in low performing and high performing students, and the specific research on the SSS 

program will be explored to analyze if specific skills introduced in the SSS curriculum will have 

an effect on academic and social performance and overall school success.  

 Student Success Skills Curriculum 

 Student success skills program was developed for students grades four through ten and is 

based on three skill sets consistently identified in extensive reviews of research as contributing to 
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improved academic and social outcomes for students (Hattie, Biggs, & Purdie, 1996: Masten & 

Coatsworth 1998; Wang Haertel, & Walberg, 1994; as cited by Brigman et al. 2005).  These 

skills sets include cognitive and meta-cognitive skills, social skills, and self management skills.  

The student success skills program components continue to be supported by literature relating 

social and emotional competence to improved behavioral and academic performance for students 

including those at risk for academic failure (Webb & Brigman, 2007).  

 The SSS program also provides support for the ASCA (American School Counselor 

Association) national standards requiring counselors to implement programs effective in 

impacting students’ personal/social and academic domains (Brigman & Webb, 2006).  The 

American School Counseling Association national model calls for increased attention to the 

documentation of impact through “results data” that include standardized measures of 

achievement (Brigman & Webb).  Brigman and Campbell examined whether a curriculum based 

program focused on cognitive and meta-cognitive skills, social skills, and self-management skills 

related to school success would impact academic achievement and measurable impact on 

standardized tests (Brigman & Campbell, 2007). 

 The Federal No Child left behind Act of 2001 (U.S. Department of Education, 2001) 

requires that all students show academic gains as measured by state-mandated tests.  With this 

type of pressure looming over the school corporations, implementation of some kind of program 

to help build skills for academic success is eminent.  The Student Success Skills curriculum is 

designed to motivate professionals within the school to convince school boards to fulfill their 

school mission by incorporating the Student Success Skills program into the classroom (Brigman 

& Webb, 2006).  The Student Success Skills curriculum is designed for schools to introduce 

learning, social, and self-management skills, and have students practice those skills throughout 
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the year.  The students are more likely going to learn what has been taught and are more 

successful academically (Brigman & Webb).  As standardized test scores and other important 

assessments are being reviewed as part of a school’s ongoing improvement process, school 

counselors can provide a SSS program overview to administration showing that the counselors 

can contribute to improved academic and social outcomes for all students (Brigman & Webb).  

Organizations that support school counselor’s key role as key contributors to student outcome 

are the American School Counselor Association, the Education Trust, and the center for school 

counseling outcome research (Brigman & Webb).   

Communication Skills 

 Communication skills are directly influenced by social skills.  Masten and Coatsworth 

determined that over the past 25 years, signs of trouble emerged for child development in the 

United States, spurring considerable attention to the status of children in terms of school success, 

behavior, and physical and mental health, and growing interest in the origins of competence in 

development (Masten & Coatsworth, 1998).  One of the most important criteria by which 

children are evaluated by adults in their society is by their conduct with respect to rules or social 

norms for behavior, including rules parents have for behavior, the expectations teachers have for 

conduct in the classroom and on the playground, and the laws of society governing conduct 

(Master & Coatsworth). 

 The main question explored in a study by Kathleen Lane was whether academic or social 

skills interventions were more effective in increasing academic performance and social 

competence and decreasing problem behavior (Lane, 1999). Children with antisocial behavior 

also tend to have deficient academic skills, low rates of academic engaged time, and low levels 

of achievement (Lane).  Social skills are critical in the ability to interact with, adapt to, and 
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function within the environment (Jones, Sheridan and Binns, 1993).  Wentzel indicates that in 

the history of American education; the development of moral character, cooperation, and positive 

styles of social interaction has been stated as explicit objectives for public schools in almost 

every educational policy statement since 1848 (Wentzel, 1991).  Evidence of a positive 

relationship between social competence and academic performance comes from several types of 

research (Wentzel). 

 A component of social and communications skills addressed in the student success skills 

intervention is attending behavior.  Gibson & Levin have described directing eyes, ears, and 

other sense organs toward specific stimuli as the necessary behavior for maximum exposure to 

wanted information and as a behavior that can be learned(Gibson & Levin (1975; as cited by 

Brigmann, Lane, Switzer, Lane & Lawrence, 1999).  Another review of social skills research 

found that attention and attending behavior repeatedly emerged among the most important 

factors of classroom success (Cartledge & Milburn, 1978; Cobb, 1969; Davidson & Greenberg, 

1967; Hops & Cobb, 1973; Kim, Anderson, & Bashow, 1968; Strother, 1987; Swift & Spivack, 

1968; Wang, Haertel, & Walberg 1994 as cited by Brigman, Lane et al. 1999).  

 A similar curriculum to the SSS program has been developed called RTL- ready to learn, 

created for kindergarten children to help them with prerequisite learning skills that involve 

attention, listening comprehension, and social skills.  Children’s social skills relate to the quality 

and success of their school experiences.  Growing evidence suggests that students who enter 

school without minimal social competencies are at increased risk of eventually dropping out of 

school (Katz, 1986; Kupersmidt, Coie, & Dodge, 1990; Masten & Coatsworth, 1998; Newcomb, 

Bukowski, & Patee, 1993 as cited by Brigman & Webb, 2003).  General agreement exists as to 

which skills and behaviors are crucial to school success.  These skills and behaviors have been 
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delineated in the literature and include attending, listening, working cooperatively with others, 

and following directions (Brigman & Webb). 

Academic Achievement 

 IQ is one of the most powerful predictors of academic success and yet academic 

competence is influenced by beliefs and attitudes about school.  One of the most prominent 

social contexts for child development is the school.  Academic achievement, as indicated by 

grades and test scores, years in school, and whether a student has dropped out of school, are 

gauges to an individual’s success in adapting to this developmental concept (Johnson, 1998). 

 There are many factors associated with academic competence.  Problems in academic 

achievement have been linked with problems of self-regulation related to attention and impulsive 

behavior as well as with antisocial behavior (Masten & Coatsworth, 1998).  Concurrently, social 

resources associated with academic competence include school peers and family (Johnson, 

1998).  Family factors include individual parental styles and their involvement in education as a 

whole.  Peers may influence academic achievement either positively or negatively depending on 

the peer group the child gets involved with (Johnson, 1998).  For some children and adolescents, 

the peer group may be a more powerful determinant of their school competence than their 

parents (Steinberg, 1996; as sited by Masten & Coatsworth, 1998). 

 Achievement motivation, which is defined as an internalized need to persist toward 

success and excellence, is an acquired and culturally based drive (Craig & Dunn, p263).  

Different subcultures may stress values that are different from those of the schools and may 

bring less motivation to academic tasks (Craig & Dunn, p263).  Social expectations in 

adolescence can play a role in academic performance or motivation.  Attractiveness and fitting in 

may become more important than academic achievement (Craig & Dunn, p263).  Girls self 
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esteem is especially at risk and self-esteem and school performance often decline during 

adolescence (Craig & Dunn, p263). 

 As children move through middle childhood, they feel a strong motivation toward 

independence, autonomy, mastery, and self-accomplishment; they also feel a strong need to 

belong, to feel accepted and a part of a group (Craig & Dunn, p288).  Adolescent children are 

constantly concerned about how they appear to others and compare themselves to their peers.  

Peer group conformity can be helpful and studies have shown that peer group influence can 

encourage academic motivation (Craig & Dunn, p288). The student success skills program 

encourages peer conformity, empathy, and encouragement tactics to promote learning.   

Methodology 

 This paper uses a descriptive study to describe the characteristics of interest for student 

success for secondary students and undergraduate students.  The research uses secondary data 

and literature review to ascertain current findings for these two groups of students.   

Results 

 

At the secondary school level, student success is often taught through the counseling 

organization.  The overall literature suggests that there are distinctive skills which contribute to 

academic success.  These are shown in Table 1 below combined with the common success 

factors listed for undergraduate students.  At the college level, typically a significant predictor of 

success is the academic preparation received from the secondary school level.  In fact, studies 

have shown that students who arrive at college without the basic academic success skills never 

get a chance to develop their skills and refine them in order to be successful.   
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Table 1:  Frequently Cited Factors for Student Success 

Secondary Students Undergraduate Students 

Attending 

Listening 

Social Skills 

Positive Peer Relations 

Relationship with Adults 

Self-management skills 

Communication Skills 

Time-management skills 

Clearly Defined Goals 

Intelligence 

Time Studying 

Waking up Early 

Self-esteem 

Emotional stability 

Healthy Diet 

Development of Academic 

Support Systems 

Social Integration into a Campus 

Community 

 

As the table above shows, the skills listed for secondary students require some input from 

authority figures. This explains why the influence of teachers, counselors and parents is vital for 

secondary students.  Counselors can directly impact the success of a student, not only by 

developing a working and support relationship with a student, but giving them the tools 

necessary for academic success.  Students at this younger age are developing the key skills which 

evolve into necessary skills at the undergraduate level.  For example, self-management skills and 

communication skills would directly impact the evolution of an older student’s time 

management, goal-setting and emotional stability.  The positive peer relationships with adults as 
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a child will directly impact a college student’s ability to develop academic support systems and 

learn how to integrate socially into a campus community.  Universities are working toward 

developing programs that will ensure student success in the form of student retention.  Early 

programs designed to introduce students to peers, faculty, and community resources are 

improving college retention rates. Study tables for learning and sharing with peers, and 

introductory classes on time management, health and weight management, have all contributed 

to students improving their academic success. 

Recommendations for Future Research 

 

 Future research could be conducted using a survey of secondary students and 

undergraduate students to isolate the factors that influence their success in school.  A 

standardized comparison of ISTEP+ to SAT scores would help describe the differences and 

similarities of the two groups of students.  Additionally, a longitudinal study following students 

from secondary school to their first few years of college would help describe the learning that 

occurs over time to ensure school success.  Research could also be conducted to see how 

implementing school success programs in both secondary and undergraduate programs could 

increase school improvement, if it's used a crossed the school's curriculum over a long period of 

time.  
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A b s t r a c t  

 

T h i s  s t u d y  a i m e d  t o  i n v e s t i g a t e  t h e  s u p p l y  o f  a  s o f t w a r e  t h a t  

f a c i l i t a t e d  e f f o r t s  t o  i m p a r t  e d u c a t i o n  a n d  k n o w l e d g e  f o r  t h e  

N i n t e n d o  D S  s e r i e s .  T h e  s t u d y  “ C h a n g e  i n  D o m a i n  a n d  M a r k e t  

G r o w t h  a s  O b s e r v e d  i n  t h e  C a s e  o f  N i n t e n d o  D S , ”  p r e s e n t e d  a t  t h e  

2 0 0 8  H a w a i i  I n t e r n a t i o n a l  C o n f e r e n c e  o n  B u s i n e s s ,  s h o w e d  t h a t  a  

c h a n g e  i n  t h e  d o m a i n  w a s  o n e  o f  t h e  f a c t o r s  u n d e r l y i n g  t h e  

a c h i e v e m e n t  o f  t h e  h i g h  n u m b e r  o f  s a l e s  f o r  t h e  N i n t e n d o  D S  

p o r t a b l e  g a m e  m a c h i n e s .  I n  a d d i t i o n ,  i t  s h o w e d  t h a t  t h e  s a l e s  o f  t h e  

N i n t e n d o  D S  w e r e  b o o s t e d  n o t  o n l y  b y  t h e  u s e  o f  t h e  s o f t w a r e  t h a t  

h a d  a  h i g h  e n t e r t a i n m e n t  v a l u e ,  s i m i l a r  t o  t h e  p r e v i o u s  g a m e  

m a c h i n e s ,  b u t  a l s o  b e c a u s e  o f  t h e  f a c t  t h a t  t h e  s o f t w a r e  w a s  u s e f u l  

f o r  i m p a r t i n g  e d u c a t i o n  a n d  k n o w l e d g e .  H o w e v e r,  c o n s u m e r s  

e x p e c t  g a m e s  t o  h a v e  h i g h  e n t e r t a i n m e n t  v a l u e .  T h e r e f o r e ,  a  

s i t u a t i o n  t h a t  t h e  s a l e s  o f  t h e  N i n t e n d o  D S  a r e  b o o s t e d  b y  a  

s o f t w a r e  t h a t  f a c i l i t a t e d  e f f o r t s  t o  i m p a r t  e d u c a t i o n  a n d  k n o w l e d g e  

m a y  b e  t r a n s i t o r y.  T h u s ,  t h e  s u p p l y  o f  t h e  s o f t w a r e  t h a t  w a s  u s e f u l  

f o r  i m p a r t i n g  e d u c a t i o n  a n d  k n o w l e d g e  w a s  i n v e s t i g a t e d  i n  t h i s  

s t u d y.  
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Abstract 
 

     The present researchers have been conducting research on English writing instruction for upper 
secondary school EFL learners for the past several years. This experience has offered to us numerous 
opportunities for evaluating free compositions and has led us to notice the existence of common 
mistakes in English sentences written by upper secondary school EFL learners. We have suspected 
that these mistakes have often been triggered by the difference between English and Japanese. More 
specifically, we have hypothesised that upper secondary school EFL learners often try to produce 
English sentences, turning topics of Japanese sentences in their mind into grammatical subjects of 
English sentences, and as a result end up with ungrammatical sentences. In order to test this 
hypothesis, we have conducted an experiment in which 303 upper secondary school EFL learners 
were asked to produce English sentences under four different conditions. The composition data has 
been analysed to examine the tendency with which upper secondary school EFL learners select 
grammatical subjects in composing English sentences and the grammaticality of the produced 
sentences in terms of selected grammatical subjects. On the basis of the obtained results, the study 
concludes with suggestions for improving the quality of English compositions by upper secondary 
school EFL learners.  

 
1. Introduction 

 
For the past few years we have investigated the optimal method for English writing instruction, 

especially for free composition instruction, for upper secondary school EFL learners in Japan 
(Fukushima, 2008; Fukushima & Ito, 2009; Ito et.al,, 2009). As part of our investigation, we have 
collected a large number of English compositions written by upper secondary school EFL learners, 
and have checked grammatical errors included in English sentences produced by these learners. In 
such error correction activities, we have often noticed that learners tend to be rather easygoing with 
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the selection of grammatical subjects of English sentences in their English composition tasks, and as 
a result fail to produce appropriate English sentences to properly communicate their ideas and 
messages. For example, while reviewing English compositions written by upper secondary school 
EFL learners, we have often come across such English sentences as *cellphone is many kinds, 
*cellphone can listen to music, *the cellphone can call, and so on. It is quite probable that these 
sentences have been produced by EFL learners who decided to use the Japanese “topics” in their 
minds as the grammatical subjects of the English sentences without paying much attention to 
expected collocations between grammatical subjects and predicates. 
     This experience has led us to assume that errors in the selection of proper grammatical subjects 
in English writing is much more critical for improving the quality of English compositions by 
Japanese EFL learners than those superficial grammatical errors in the use of morphemes, 
prepositions, articles, etc. In fact, our preliminary analysis of English compositions by upper 
secondary school EFL learners (Fukushima & Ito, 2009) has led us to hypothesise that the selection 
of grammatical subjects of English sentences can affect the grammaticality of produced sentences 
rather significantly. In order to test this hypothesis, we have decided to conduct an experiment to 
investigate more systematically the tendency with which upper secondary school EFL learners select 
grammatical subjects in composing English sentences and the grammaticality of the produced 
sentences in terms of selected grammatical subjects. 
 

2. Experiment 
 
2.1 Purpose 
     It has often been pointed out that one of the reasons Japanese EFL learners are not very skillful 
in writing English is because the grammatical structure of English is quite different from that of 
Japanese, learners’ mother tongue. As for the difference in grammatical structure, some researchers 
claim that English is a subject-prominent language while Japanese is a topic-prominent language 
(Mikami, 1960; Li & Thompson, 1976; Mouri, 1980; Kanaya, 2002); English sentences are typically 
composed of subjects and predicates while Japanese sentences are typically composed of topics and 
comments. 
     Such being the case, it is quite probable that Japanese EFL learners, especially those in 
elementary stages of development, tend to compose an English sentence, turning a word or a phrase 
into a grammatical subject which corresponds to a topic of a Japanese sentence either in front of them 
or in their mind. This is mostly because both Japanese “topics” and English “grammatical subjects” 
tend to appear at the beginning of sentences, i.e., the focal point of sentences. In fact, in our attempts 
to provide corrective feedback to free compositions by upper secondary school pupils, we came 
across with numerous cases in which upper secondary school pupils composed English sentences, 
using Japanese “topics” in their mind as grammatical subjects in English sentences. In such cases, it 
often happened that English sentences upper secondary school pupils produced with such 
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grammatical subjects were ungrammatical, violating the syntactic correspondence between subjects 
and predicates, and as a result, they failed to communicate what they had intended to express.  
     Triggered by these rather naïve perceptions of ours, the present experiment was organized in 
order to investigate more systematically (1) whether Japanese EFL learners have a strong tendency to 
convert topics of Japanese sentences into grammatical subjects of English sentences in their attempts 
to express themselves in English, and (2) how the selection of grammatical subjects in English 
compositions would affect the grammaticality of the English sentences produced by Japanese EFL 
learners. 
 
2.2 Participants 
     The participants for the experiment were 303 upper secondary school EFL learners in eight 
classes at a public upper secondary school in Tokushima Prefecture in Japan. English sentences 
produced by these participants were used as the baseline data for investigating the tendency with 
which grammatical subjects are selected in English compositions and the relationship between the 
selection of grammatical subjects and the grammaticality of produced English sentences. 
 
2.3 Procedure 
     To investigate the tendency with which grammatical subjects are selected in English 
compositions and the relationship between the selection of grammatical subjects and the 
grammaticality of the produced sentences, the participants were requested to compose English 
sentences under the following four different conditions in their English composition activities: 
Condition 1 (Test A) 
     The participants were requested to compose Japanese sentences first, using the Japanese key 
words which carry the essential meaning for expected English compositions, and then compose 
English sentences, taking into account the produced Japanese sentences. The order of the Japanese 
key words shown to the participants is intended to reflect the original topic-comment relationships of 
Japanese sentences. 
Condition 2 (Test B) 
     The participants were requested to compose Japanese sentences first, using the Japanese key 
words which carry the essential meaning for expected English compositions, and then compose 
English sentences, taking into account the produced Japanese sentences. The order of Japanese key 
words shown to the participants is exactly the opposite of that in Condition 1. 
Condition 3 (Test C) 
     The participants were requested to compose English sentences directly from the Japanese 
keywords which carry the essential meaning for expected English compositions, without composing 
Japanese sentences as in Conditions 1 & 2. 
Condition 4 (Test D) 
     The participants were requested to translate into English the Japanese sentences which 
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represent the essential meaning indicated by the Japanese key words shown to the participants in 
Conditions 1, 2 and 3.  
2.4 Test Format 
     Each test has eight questions. The participants were required to produce English sentences 
according to the conditions specified for each test. The eight questions are shown below. The 
Italicized parts were used as prompts for each test. The information for Tests B and C is deleted since 
in Test B the same Japanese key words as those in Test A were presented as prompts except that they 
were in the opposite order, and in Test C exactly the same Japanese key words were presented as 
prompts in the same order as in Test A except that the participants were not required to compose 
Japanese sentences, using the given Japanese key words as in Test A. The English translation 
expected from upper secondary school EFL learners is provided in the parenthesis. 
 

Test Questions 
 
 Q1. Test A :  asu (tomorrow)  tesuto (test)   
      Test D:  Asu wa tesuto da. (Tomorrow we have a test.) 
 Q2. Test A:   haru (spring)  sakura (cherry blossom) 

   Test D:  Haru wa sakura dane. (In spring, we can see very beautiful cherry blossoms.) 
 Q3. Test A:   udon (Japanese noodle)  Kagawa (one of Japanese prefectures) 
     Test D:  Udon wa Kagawa da. (The best udon is in Kagawa.) 
 Q4. Test A:   Nihon (Japan) jishin (earthquakes) 
     Test D:  Nihon wa jishin ga ooi. (In Japan we have a lot of earthquakes.) 
 Q5. Test A:   Yoshiko   me (eyes)  kirei (beautiful) 
     Test D:  Yoshiko wa me ga kireida. (Yoshiko has beautiful eyes.) 
 Q6. Test A:   Burajiru (Brazil)  sakka (soccer)  tsuyoi (strong) 
     Test D:  Burajiru wa sakka ga tsuyoi. (Brazil has a strong soccer team.) 
 Q7. Test A:   rokugatsu (June)    ame (rain)       ooi (a lot of) 
     Test D:  Rokugatsu wa ame ga ooi. (In June we have a lot of rain.) 
 Q8. Test A:   bokunokeitai (my mobile phone)  TV (television)  mireru (can watch) 
    Test D:  Bokunokeitai wa TV ga mireru. (My mobile phone can show TV programs.) 

 
Format of the Tests (sample) 

   
 
   
 
 
 

 

Condition 1 (Test A) 

１     明日  テスト 
日 本

語：                     

Condition 2 (Test B) 

１     テスト  明日 
日 本

語：                     

Condition 3 (Test C) 

１     明日  テスト 
  
英 語：                  

Condition 4(Test D) 

１  明日はテストだ。 
  
英 語：                   
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3. Results and Discussion 
 
3.1 Descriptive Statistics 
     Table 1 below summarises the results of the experiment in which four different tests were 
administered to four different groups of participants under four different conditions as specified 
above.  
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n % GS % n % GS % n % GS % n % GS %
Q1 tomorrow 9 14.8 1 11.1 6 9.4 1 16.7 14 21.9 2 14.3 23 29.5 0 0

test 5 8.2 3 60.0 8 12.5 2 25.0 3 4.7 0 0 2 2.6 1 50.
words for people 32 52.5 22 68.8 18 28.1 3 16.7 33 51.6 16 48.5 40 51.3 27 67.5
others 13 21.2 8 61.5 27 42.2 11 40.7 11 17.1 9 81.8 13 16.6 4 30.8
no subject 2 3.3 0 0 5 7.8 0 0 3 4.7 0 0 0 0 0 0
total 61 100 34 *55.7 64 100 17 *26.6 64 100 27 *42.2 78 100 32 *41.0

Q2 spring 18 28.1 1 5.6 11 19.0 2 18.2 19 30.6 1 5.3 44 61.1 4 9.1
cherry blossoms 26 40.6 7 26.9 28 48.3 6 21.4 23 37.1 4 17.4 17 23.6 8 47.1
words for people 13 20.3 11 84.6 10 17.2 9 90.0 9 14.5 7 77.8 1 1.4 0 0
others 3 4.7 1 33.3 4 6.9 2 50.0 4 6.5 3 75.0 8 11.1 0 0
no subject 4 6.3 0 0 5 8.6 0 0 7 11.3 0 0 2 2.8 0
total 64 100 20 *31.3 58 100 19 *32.8 62 100 15 *24.2 72 100 12 *16.7

Q3 udon 33 49.3 14 42.2 20 30.8 8 40.0 29 43.9 14 48.3 43 61.4 8 18.6
Kagawa 17 25.4 7 41.2 21 32.3 6 28.6 19 28.8 4 21.1 15 21.4 7 46.7
words for people 12 17.9 10 83.3 17 26.2 13 76.5 13 19.7 11 84.6 4 5.7 2 50.0
others 3 4.5 0 0 6 9.2 3 50.0 3 4.6 0 0 7 10.1 2 28.
no subject 2 3.0 0 0 1 1.5 0 0 2 3 0 0 1 1.4 0
total 67 100 31 *46.3 65 100 30 *46.2 66 100 29 *43.9 70 100 19 *27.1

Q4 Japan 28 50.9 7 25.0 24 40.0 6 25.0 32 53.3 10 31.1 42 53.2 26 61.9
earthquakes 13 23.6 4 30.8 13 21.7 5 38.5 8 13.3 1 12.5 10 12.7 3 30.0
words for people 1 1.8 1 100 0 0 0 0 3 5.0 1 33.3 4 5.1 3 75.
others 8 14.6 4 50.0 13 21.7 8 61.5 9 15.0 8 88.9 20 25.2 18 90.0
no subject 5 9.1 0 0 10 16.7 0 0 8 13.3 0 0 3 3.8 0
total 55 100 16 *29.1 60 100 19 *31.7 60 100 20 *33.3 79 100 50 *63.3

Q5 Yoshiko 31 44.9 15 48.4 27 39.7 12 44.4 26 39.4 12 46.2 37 46.3 32 86.5
eyes 35 50.7 7 20.0 38 55.9 11 28.9 39 59.1 5 12.8 42 52.5 20 47.6
others 0 0 0 0 3 4.4 1 33.3 1 1.5 0 0 1 1.3 0
no subject 3 4.3 0 0 0 0 0 0 0 0 0 0 0 0 0 0
total 69 100 22 *31.9 68 100 24 *35.3 66 100 17 *25.8 80 100 52 *65.0

Q6 Brazil 36 58.1 3 8.3 34 55.7 3 8.8 35 57.4 6 17.1 53 69.7 20 37.7
soccer 12 19.4 0 0 11 18.0 1 9.1 13 21.3 0 0 7 9.2 1 14.
words for people/tea

0

0

6
0

0

0

0

3
m 3 4.8 3 100 2 3.3 1 50.0 4 6.6 1 25.0 4 5.3 2 50.0

others 3 4.8 0 0 6 9.9 0 0 3 4.9 0 0 10 13.2 1 10.
no subject 8 12.9 0 0 8 13.1 0 0 6 9.8 0 0 2 2.6 0
total 62 100 6 *9.7 61 100 5 *8.2 61 100 7 *11.5 76 100 24 *31.6

Q7 June 23 44.2 4 17.4 29 44.6 5 19.2 26 50.0 5 19.2 29 37.7 12 41.4
rain 2 3.8 0 0 1 1.5 0 0 4 7.7 0 0 0 0 0 0
words for people 3 5.8 0 0 0 0 0 0.0 1 1.9 1 100 10 13.0 9 90.
it 8 15.4 0 0 5 7.7 1 20.0 10 19.2 0 0 26 33.8 5 19.2
others 7 13.5 1 14.2 11 17.0 3 27.3 3 5.8 0 0 6 7.8 5 83.
no subject 9 17.3 0 0 19 29.2 0 0 8 15.4 0 0 6 7.8 0
total 52 100 5 *9.6 65 100 9 *13.8 52 100 6 *11.5 77 100 31 *40.3

Q8 My mobile phone 58 90.6 0 0 56 90.3 2 3.6 68 94.4 1 1.5 53 66.3 4 7.5
TV 0 0 0 0 0 0 0 0 0 0 0 0 1 1.3 0
words for people 4 6.3 4 100 6 9.7 6 100 4 5.6 4 100 25 31.3 18 72.0
others 2 3.1 0 0 0 0 0 0 0 0 0 0 1 1.3 0
no subject 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0
total 64 100 4 *6.3 62 100 8 *12.9 72 100 5 *6.9 80 100 22 *27.5

NB: The numbers with * indicate the percentages of grammatical sentences against the number of produced sentences

Table 1: Selected subjects and their grammaticality of produced English sentences                          (GS=Grammatical Sentence)

Q Selected subjects A (n =77) B (n =74) C (n =72) D (n =80)

0
0

0

3
0

0

0

 
     For each question in each test the number (and percentage) of major selected subjects and the 
number (percentage) of grammatical sentences for each selected subject have been calculated. The 
figures with an asterisk (e.g., *55.7 for Q1 in Test A) indicate the ratios (percentages) of the 
grammatical sentences against all the English sentences produced for each question. In determining 
the grammaticality of produced English sentences, minor local errors such as missing morphemes for 
plural nouns and for past-tense verbs and third-person-present verbs were ignored. Instead, careful 
attention was paid to sentence patterns with suitable collocations between subjects and predicates 
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whose errors could affect the total meaning of the target English sentences.  
 
3.2 Selection of Grammatical Subjects across the Tests 
     As far as the first aim of the experiment, i.e., verifying the tendency among Japanese EFL 
learners to make Japanese “topics” into English “grammatical subjects” in their English writing, is 
concerned, the results of our experiment confirmed this tendency. Let us look at the results of Test D 
in Table 1. In Test D the participants were requested to translate into English the given Japanese 
sentences. In these Japanese sentences, the topics of the propositions are explicitly indicated, as in 
Asu wa tesuto da, where wa functions as a topic marker, indicating that asu functions as a topic of the 
sentence. Of those grammatical subjects listed for each question in Table 1, those listed first (e.g., 
tomorrow for Q1) are the English equivalents of the Japanese “topics” while those listed second stand 
for either the Japanese “comments” or a part of them. The former are used much more frequently 
than the latter. Those listed first were used as a grammatical subject in 324 sentences while those 
listed second were used in only 94 sentences as a whole, which means that the former were used as a 
grammatical subject 3.45 times as frequently as the latter.  
     We can see a similar picture in Test A (236 vs. 110; 2.15 times) and Test C (249 vs. 109; 2.28 
times). It is worth noting here that almost the same ratio between the first items and the second items 
was obtained for Test D, Test A and Test C in spite of the different conditions for composing English 
sentences; neither in Test A nor in Test C the Japanese sentences were presented to the participants, 
and in Test C the participants were not requested to compose the Japanese sentences before they 
wrote down the target English sentences, using the given Japanese keywords, as in Test A. This 
implies that participants carried over into English compositions the same topic-comment relations, 
whether they were presented to them explicitly (as in Test D) or implicitly (as in Tests A and C).  
     This tendency to carry over Japanese topic-comment relations into English sentences, however, 
is most conspicuous in Test D, where Japanese sentences were presented to the participants as 
prompts for composition. The grammatical subjects which correspond to the Japanese topics cover 
56.5% of the grammatical subjects used in Test A, 48.9% in Test B, 58.2% in Test C, and 63.0% in 
Test D. This is probably because topic-comment relations were explicitly indicated to the participants 
in Test D. A Chi-square test has disclosed that this difference in the frequency of occurrence of 
grammatical topics in English sentences turned out to be statistically significance (χ2 (3)= 19.150, p 
= 0.003). The residual analysis has revealed that this statistically significant difference is mainly 
explained by the result in Test D. This statistic analysis was performed using a statistics package 
SPSS 16.0. for Windows. 
     The above observation indicates that Japanese EFL learners tend to carry over Japanese topics 
into English sentences in English compositions, whether they are presented Japanese sentences to 
translate into English or not, as we first suspected in our experience of correcting upper secondary 
school pupils’ free compositions. The reason for this phenomenon is partly because Japanese EFL 
learners in general “tend to create their messages in Japanese and then translate them into English in 
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their minds before they produce English sentences to communicate the messages” (Nishijima, 2008, 
p.70). 
 
3.3 Relations between Selected Subjects and Grammaticality of Produced English Sentences 
     As for the second aim of the experiment, i.e., investigating the relations between the selection 
of grammatical subjects and the grammaticality of the produced English sentences, the following 
observations have been obtained from our results. 
(1) Table 1 indicates that there exists a great variation in the grammaticality of the English sentences 
produced by the participants, even if they were requested to compose English sentences, referring to 
the same kind of sentence structures in Japanese (A wa B da, or A wa B ga C da). Take the results of 
Q5 and Q6 in Test D for instance. Q5 required the participants to translate “Yoshiko wa me ga kirei 
da“into English. Of all the sentences with Yoshiko (topic) as the grammatical subject, 86.5% of them 
were grammatically correct. On the other hand, in Q6, which requested the participants to translate 
“Brazil wa soccer ga tsuyoi” into English, only 37.7% of the sentences with Brazil as the 
grammatical subject were grammatically correct. This difference in grammaticality becomes more 
conspicuous in the other three tests as you can see in Table 1. In a nutshell, we can conclude that even 
if underlying topic-comment relations are exactly the same, the grammaticality of the produced 
English sentences will vary to a considerable degree. 
(2) When the internal structure of the topic-comment sequence of a Japanese sentence well 
corresponds with the SVC (Subject--Predicate Verb--Complement) in English, the carryover of the 
topic-comment sequence into an English sentence does not necessarily produce ungrammatical 
sentence. For example, the topic-comment sequence in Nihon (Japan) wa chiisai (small), when 
carried over into an English sentence, will often lead to a grammatical sentence Japan is small (SVC).  
(3) If a topic-comment relation in Japanese does not match the SVC pattern in English, the carryover 
of the topic-comment sequence into an English sentence will often lead to an ungrammatical sentence. 
Take the result of Q8 in Test A for example. In this question, three Japanese keywords--bokunokeitai 
(my mobile phone), TV, and mireru (can watch) -- were presented to the participants.  
In all, 58 (90.6%) participants out of 64 composed English sentences, using my mobile phone (topic) 
as the grammatical subject, but none of them could compose grammatical sentences. Only those 4 
participants who used words for people as the grammatical subject of their sentences could compose 
grammatical sentences such as I can watch TV with my mobile phone. 
     The following is the list of typical ungrammatical sentences produced by the participants 
through the uncritical transfer of Japanese “topics” into English “grammatical subjects,” regardless of 
the mismatch between topic-comment relations and subject-predicate patterns. The number in the 
parenthesis indicates the frequency of occurrence of the ungrammatical sentences in the whole data. 
   Q1. Tomorrow is test. (40)  Q2. Spring is cherry blossoms. (38) 
   Q3. Kagawa is udon. (21)  Q4. Japan is many (a lot of) earthquakes. (27) 
   Q5. Yoshiko is beautiful eye(s). (28) Q6. Brazil is strong soccer. (45) 
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   Q7. June is many (a lot of) rains. (37) Q8. My mobile phone can watch TV. (141) 
(4) In those cases where the underlying topic-comment relations in Japanese do not match 
subject-predicate patterns in English, a high level of grammaticality is attained if words for people are 
used as the grammatical subject, as is seen in Q2, Q3, Q6, and Q8. Look at the results of Q2 in Tests 
A, B and C, where the participants were requested to produce an English sentence using the 
keywords of haru (spring) and sakura (cherry blossoms). When haru was selected as the 
grammatical subject, the grammaticality of the produced English sentence was 5.6% for Test A, 
18.2% for Test B, and 5.3% for Test C. On the other hand, words for people (e.g., I or we) were 
selected, the grammaticality was raised remarkably; 84.6% for Test A, 90.0% for Test B, and 77.8% 
for Test C, although the number of participants who selected them as the grammatical subject was 
relatively small. 
(5) The above findings lead us to an important recommendation for Japanese EFL learners who want 
to attain sufficient grammaticality in their composition. First, you need to discuss in your mind 
whether the Japanese topic can be used as the grammatical subject in English.  
In case the Japanese topic is a person, as in Yoshiko wa me ga kirei (da), you can attain enough 
grammaticality even if you carry the Japanese topic-comment relation into English as it is. If you 
realise that you cannot carry over the Japanese topic-comment relation into English, you should 
immediately recompose the English sentences by using some other expressions as the grammatical 
subject. Of course, you can rephrase the predicate by keeping the Japanese topic as the grammatical 
subject. In any case, it is important for Japanese EFL learners to realise that it often happens that 
Japanese “topics” are not always realised as English grammatical subjects in English writing; in fact, 
it is often the case that Japanese “topics” are realised as adverbials or adverbial phrases as in the 
sentence Tomorrow we have a test coming from Asu wa tesuto da, or in the sentence In June we have 
a lot of rain coming from rokugatu wa amega ooi. 
 
3.4 Four Developmental Stages in English Writing  
     The results of the experiment indicate that there are four developmental stages in English 
writing by Japanese EFL learners.  
(1) First stage: Learners at this stage typically apply the topic-comment sequence found in Japanese 
sentences to the construction of English sentences without paying attention to the internal structure of 
the Japanese topic-comment sequence, thus often producing ungrammatical English sentences. 
(2) Second stage: Learners at this stage first turn Japanese “topics” into English “grammatical 
subjects” in their initial attempts to construct English sentences just as learners at the first stage, but 
they usually realize through the use of their grammatical monitor that the selected grammatical 
subjects do not fit the intended subject-predicate sequence and then reconstruct the target English 
sentences.  
(3) Third stage: Learners at this stage can activate their grammatical monitor before they produce 
English sentences, and thus come up with grammatical English sentences from the start by avoiding 
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the unacceptable carryover of Japanese “topics” into English “grammatical subjects.” 
(4) Fourth stage: In addition to activating the grammatical monitor before producing English 
sentences, learners at this stage can construct grammatical English sentences, no matter what words 
and phrases they have chosen as the grammatical subjects. For example, out of the three Japanese 
keywords of bokunokeitai (my mobile phone), TV and mireru (can watch), they may decide to use my 
mobile phone as the grammatical subject and immediately realize that this is not necessarily a good 
decision. However, they can still produce grammatical sentences such as my mobile phone enables 
me to watch TV, or my mobile phone can show me TV programs, coming up with new interpretations 
of the topic-comment sequence and keeping the same grammatical subject in its position. 
 

4. Conclusion 
 
     The results of our experiment provide us with a number of constructive implications for 
English writing instruction for Japanese EFL learners as follows: 
(1) Learners should be encouraged to pay more attention to the selection of grammatical subjects in 
constructing English sentences, not simply carrying over the topic-comment sequence in Japanese 
into English sentences. 
(2) Learners should be encouraged to consider the internal structure of topic-comment sequences in 
terms of subject-predicate relationships before they try to carry them over rather uncritically into 
English sentences in their attempts to write in English. 
(3) Learners should be encouraged to get accustomed to the use of so-called inter-Japanese sentence 
(Chuukan Nihongo) in their attempts to compose English sentences (Araki, 1994; Sanmori, 2003).  
Inter-Japanese is “Japanese which is slightly modified so that it represents a subject-predicate pattern 
in English” (Nakatsu, 1978, p.179). For example, in the face of Rokugatsu wa amega ooi (June, rain, 
a lot), learners should be encouraged to convert this Japanese sentence into inter-Japanese sentences 
such as Wareware wa rokugatsuni ookuno ame wo motsu, or Rokugatsu wa amega yoku furu tukida, 
and produce appropriate English sentences such as In June we have a lot of rain or June is a month 
when it rains a lot.  
(4) Relying on the use of inter-Japanese sentences, learners should be encouraged to develop the 
ability to construct English sentences, no matter what words and phrases they have selected as the 
grammatical subjects of the target English sentences in their attempt to express themselves. It is often 
said that when we try to express ourselves in English, we have to think in English, without translating 
the mother tongue into English in our mind. Observations of Japanese EFL learners trying to write in 
English, however, tell us that this is a rather idealistic motto for them. We firmly believe that it is 
impossible for Japanese EFL learners to get rid of their mother tongue from their mind when they try 
to express themselves in English. Such being the case, it will be more productive for us to devise 
pedagogical instruments to help Japanese EFL learners to construct English sentences as smoothly as 
possible on the basis of Japanese sentences in their minds. It will be our great pleasure if the results of 
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our experiment will be useful in devising such pedagogical instruments for effective English writing.  
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ABSTRACT 

       Previous studies have identified maladaptation to the environment as a precursor of behavior 

problems (De Schipper & al., 2004; Thomas & Chess, 1996). Since adaptative behaviors seem to 

become more intentional and heterogeneous in the second years of life (Black, Hess & Berenson-

Howard, 2000), attending a good quality daycare early in life could possibly promote the child’s 

development by fostering the learning of better behaviors, specifically for children at risk of 

maladaptation in their home environment (Ryan, Fauth & Brooks-Gunn, 2006). In Quebec (Canada), 

the government has created in 1997 a network of nonprofits educational childcare services offering a 

good quality of care to all preschoolers. Yet, few studies have investigated the effects of Quebecer’s 

childcare services on the adaptation of young children. Accordingly, this longitudinal study 

investigates the effects of exposure to three types of childcare (daycare center, family daycare or 

parental care) since the first year of life on the child’s adaptative behaviors. 

      136 participants, recruited between the ages of 5 and 12 months, were distributed in three unequal 

groups according to the type of childcare they were experiencing (1. daycare center: n = 47; 2. family 

daycare: n = 29; 3. parental care: n = 60). The children were evaluated four times with the Behavioral 

Rating Scale (BRS) of the Bayley Scale of Infant Development (BSID-II, 1993) in their home 

environment (10, 15, 18 and 24 months). 

      Repeated measures analysis of variance revealed that only the main effect of time was significant, 

F (1,133) = 6.39, p = .01 (see figure). Post-hoc analysis indicate a significant difference between the 

first and the fourth measurement (t = -3.14, p = .01) and between the third and the fourth 

measurements (t = -3.12, p = .01). In other words, all group of children showed better adaptative 

behaviors at 24 months than at 10 and 18 months.  

      This study suggest that adaptative behaviors appear to become more positive as the child grows 

up: he is probably learning better adaptative strategies to cope with unfamiliar and stressing situations. 

However, at 18 moths, all scores drop, which could indicate the beginning of the “terrible twos”.  The 

absence of group difference might be explained by the relative homogeneity of the sample, with an 
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underrepresentation of high risks families. Moreover, the interval of 14 months between the first and 

last measurement may have been too short to reveal any cumulative effect of childcare experience.  
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Museum-School partnerships have provided essential access to art education in 

areas where diminished resources have all but eliminated art practices within 

school walls.  Without proximity to museums, these partnerships are seldom 

feasible for rural schools.  The Farnsworth Art Museum in Rockland, Maine 

collaborated to create a successful and innovative initiative to bridge remote 

island-based schools with mainland arts resources. The presentation of this 

three-year case study examines multiple forms of arts-focused collaboration with 

remote island-based communities and mainland institutions, offers insights on 

forging partnerships across disciplines to allow for expanded content and 

increased outreach, discusses frameworks for intergenerational learning and 

teaching around the arts, and explores the contributions of technology and place-
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based pedagogy to bridge distances in arts learning. The two presenters will 

explicate the four phases of Building Bridges, discuss replicable attributes of the 

project, and conclude by illustrating regional adaptability with the help of an 

Hawai’i-based expert.  

Phase I: Community Building, Creating Partnerships 

Supported by a grant from the National Endowment for the Arts (NEA), 2007-

2009, Julia’s Gallery for Young Artists at the Farnsworth Art Museum (a teen, 

arts, after-school program) partnered with the Island Institute,  a nonprofit 

organization dedicated to supporting and preserving Maine maritime 

communities and environments, to create an intergenerational, student/artist 

mentor program on five islands off the coast of Maine. This initiative partnered 

island youth with local artists to co-create a body of artwork:  paintings, 

photographs and sculptures. Student members of Julia’s Gallery at the 

Farnsworth Museum curated, framed and mounted an exhibition of the work 

which was then shown on each of the five islands. The shared work and multiple 

exhibition venues reached audiences with limited access to museum resources, 

generated compelling dialogue, and fostered rich connections across remote 

populations:  island and mainland youth, artists, community members and 

Farnsworth Art Museum staff and patrons.  This collaborative project built 

metaphoric bridges that have had an enduring impact on community building 

around the arts on the midcoast of Maine.  

Phase II:  Bridging Distance with Technology: 

Building on the success of the “Building Bridges” student/mentor program, the 

Farnsworth Art Museum partnered with Maine Media College, an institution with 

a 35-year old history of offering a wide range of programs and workshops in 

photography, film and multimedia.  This collaboration provided digital cameras 

and instruction to students on Matinicus Island, the most remote of Maine’s 

year-round island communities.  The eight-month photography curriculum 

structured learning around “writing with light” and encouraged students to 

visually explore their own lives and life on the island. Teachers and museum staff 

worked in-person with island students every four weeks and once a week using 

VoiceThread, an internet host for asynchronous discussion and sharing around 
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visual work. This technology allowed for more frequent interaction between 

students, teachers and museum staff than physical distance and harsh weather 

would allow. The marriage of digital photography and Voice Thread produced a 

platform for continuity by limiting the time lapse between the processes of 

photographing and critiquing.  This platform serves as a tool for rich engagement 

between peers, teachers and invited guests but also produces a permanent 

archive of the learning process 

Phase III: Place-Based Learning and Environmental-Pedagogy 

through the Arts: 

Inspired by the concerns and keen observational skills of Matinicus Island 

students, a new curriculum was developed for 2009-2010 around the ecology of 

lobsters and seabirds, species of vital importance to island life and livelihood.   

Currently underway, Lobsters and Seabirds as Global Species is focusing on the 

link between lobsters and seabirds on the Maine Coast and around the world.  

The Farnsworth Museum is collaborating with regional scientists and artists to 

enrich the curriculum with demonstrations and workshops. As in the past, Phase 

III is centered at the Farnsworth Art Museum and the Matinicus Island School, 

with partners including Maine Media College, Unity College, Island Institute, and 

The Art of Stewardship Project, Washington, D.C. 

 

Phase IV: Expansion and Dissemination 

Phase IV will begin in winter/spring 2010 and will position the Farnsworth Art 

Museum to extend Building Bridges to several additional islands in Penobscot 

Bay.  Moreover, the Education Department staff and members of the various 

Building Bridges partner organizations will through publications, speaking 

engagements, and conferences share with our professional cohorts the lessons 

learned during the project.   

On each new island and at each new site, the project will look slightly different, 

depending on the school involvement, partners and funding.  Be that as it may, 

Building Bridges will always focus on creating partnerships that help young 

people, through the arts, build their capacity to look at the world as if it were 
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otherwise.  
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He Said, She Said: Gender Differences in Student Discourse Online 
Author: Dr. Crystal Machado, Indiana University of Pennsylvania, cmachado@iup.edu 

570 South Eleventh Street, Indiana, PA 15705-1080 
 

Abstract: The advent of innovative web-based technologies and its widespread use in recent years has led 
to significant changes in the way students learn, communicate, and interact with one another. It has also led 
to an increased need for research into the impact of such technologies on individual learning. There is a 
need for exploration of the pedagogical benefits of this technology; additionally, we need to determine if 
these benefits extend equally to both male and female students in the classroom.  This single subject 
Scholarship of Teaching and Learning (SoTL) study was designed to explore the potential of Discussion 
Board and Weblogs (Blogs) for promoting higher level thinking, in particular, retrospective, 
contemporaneous, and anticipatory thought (Schon, 1987; Killion & Todnem, 1991) in aspiring school 
leaders. Although this study has limited generalizablity, its findings adds to the growing body of classroom 
research devoted to gender and online learning 

  
 
 

Introduction and Background of the Study 

Since the mid-1990’s, faculty in higher education have been experimenting with ways to  

engage students more fully in the learning process. This shift has been fueled by a growing body 

of literature that documents the link between engagement and key student outcomes. The 

National Survey of Student Engagement, initiated in 1998 which discussed practices to improve 

student learning was followed by similar initiatives, such as the Documenting Educational 

Effectiveness Project (DEEP) and the Education Commission of the States (1995) which 

recommend a shift away from the didactic method of information transfer towards a combination 

of academic rigor and creative, meaningful experiences. Experimentation with a wide range of 

approaches has included the use of innovative web-based tools like Discussion Board (Garrison, 

Anderson and Archer, 2001; Meyer, 2003) and Weblogs (Blogs) (Farmer and Yu, 2007, 

Huffaker, 2007) which offer new opportunities to encourage dialogue, critical engagement, and 

reflective practice both within and beyond the classroom.  

Although there has been considerable scholarly interest in issues related to gender in the  

classroom there have been only a few scholars who have been studying gender issues in a 

computer-mediated learning environment (Davidson-Shivers, Morris, & Sriwongkol, 2001, 

2010 HICE Proceedings - Page 1271

mailto:cmachado@iup.edu


2003; Larson, 2002; Wang & Sierra, 2002; Young & McSporran, 2001).  Some scholars have 

examined the ways male and female students interact with faculty and each other in the online 

learning environments (American Association of University Women [AAUW], 2000; AAUW, 

2001a; AAUW, 2001b; Butler, 2000; Merisotis & Phipps, 1999; Palloff & Pratt, 1999; Rickly, 

1999; White & Weight, 1999).  We know from a variety of research sources that that males and 

females experience the online learning environment quite differently (Allen, 1994; Hawisher & 

Selfe, 1992; Wojahn, 1994; Wolfe, 1999, 2000). It is well documented in the literature that the 

asynchronous nature of innovative web-based technology, which invites a less spontaneous, 

more reflective style of discourse, is more appealing to female students (Creed, 1997; Pagnucci 

& Mauriello, 1999; Savicki, Lingenfelter & Kelley, 1996; Selfe, 1990, 1999). Female students 

have also been found to prefer the slightly different social dynamics and the anonymity that the 

online environment offers (Kiesler, Siegel, & McGuire, 1984; Selfe, 1990; Sullivan, 1999; 

Turner, 1988; Wolfe, 1999). 

Purpose of the Study 

With the widespread use of different innovative web-based technologies to support 

teaching and learning in today’s classroom, our understanding of these technologies and their 

underlying impacts on learners and instructors remains fragmented, specifically with regard to 

gender learning issues. One important area that has been neglected in the research is the impact 

that Discussion Boards and Blogs have on male and female students’ ability to develop as critical 

thinkers and reflective practitioners. This study was designed to explore the following research 

questions:  (1) Are there gender differences in the degree to which graduate students engage with 

each other on Discussion Board during the course of a semester? (2) Are there gender differences 

in the degree to which graduate students post their thoughts on their personal Blogs during the 
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course of a semester? (3) Do male and female students post consistently across the two forums? 

(4) Are there gender difference in the degree to which students engage in retrospective, 

anticipatory and contemporaneous reflection in the public forum (Discussion Board) and the 

private forum (personal blog)? (5) What are some implications for classroom practice and future 

research?  

Methodology 

Description of Study Participants and Context 

             A total of twenty graduate students enrolled at three different satellite campuses, who 

signed up for a Masters level Theories of Instruction course in spring 2008 participated in this 

study. The class comprised of six males, and fourteen females; thirteen were Caucasian and the 

rest were African American. For a period of fourteen weeks I, as instructor of the course, had 

face to face interaction with fourteen students at one campus, and interacted simultaneously with 

the students at the two other campuses through the Compressed Video Network (CVN), better 

known as interactive television. In addition to the weekly three hour CVN session each student 

was required to use the Discussion Board feature of Blackboard – a course management system- 

and maintain a personal Blog. 

Data Collection Procedure 

             Data were generated from the following sources: (1) a preliminary survey which elicited 

demographic data and documented their experience with reflective writing and the value they 

placed on it, (2) their engagement of Discussion Board, (3) their personal Blogs and, (4) their 

individual action research reports. During the first phase participants used the public forum 

(Discussion Board) to respond to the stimulus (literature, case studies, audio clips, you-tube 

clips, video, etc.) and bounce ideas off each other. They used the private forum (Blogs) to 
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introspect, confront personal beliefs and biases, process the application of course content to their 

own context, and generate workable solutions. During the second phase participants continued to 

respond to the stimulus material in the public and private forum. Additionally, they were 

encouraged to use their Blogs to capture their reflective thoughts as they developed, 

implemented and reported on an action research study that they conducted in their classrooms. 

Assessment Criteria 

 Crème (2005) maintains that grades signal the importance of what is being taught; and 

Varner and Peck (2003) advocate the use of grades as a reward for energy invested in the task. 

As such, ten of the fourteen Discussion Board threads were graded in increments of five points. 

Students could secure a total of 50 points. Blogs were graded thrice during the semester, in 

increments of 20 points; students could score a total of 60 points. The point value for both 

Discussion Board and Blog posts amounted to 25 percent of the overall grade. 

Analytical Procedure 

             Qualrus, a qualitative research software, was used to analyze the data generated through 

Discussion Board and Blogs.  Based on the frequency of their posts over the course of fourteen 

weeks students were categorized into the following four groups: Advanced, Above Average, 

Average, and Below Average.  Each individual post was then analyzed to identify the number of 

times a student made retrospective, contemporaneous, and anticipatory comments. SPSS was 

used to quantify the qualitative data. A series of independent sample t tests were run to compare 

for group differences across gender and engagement levels between and across the two forums.   
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Findings 

Posting Across the Two Forums 

Frequency of Posts on Discussion Board and Blogs. Students were instructed to post 

approximately 3 to 4 times a week on Discussion Board, during the fourteen week semester. 

Over the course of the semester students posted a total of 1373 posts. The majority of students 

posted between 2 to 3 posts each week on Discussion Board. Students were told that their 

personal Blogs would be graded thrice during the course of the semester. They were given the 

freedom to post as little or as often as possible.  Over the course of the 14 weeks students posted 

a total of 109 posts. The total number of posts per student ranged from 2 to 7, with an average of 

5 posts per student. Thirteen students posted between 6 and 7 posts.  

Gender Differences in Frequency of Posts on Discussion Board and Blogs.  As evident 

from Table 1 seventy percent of the students enrolled in the class were female, and thirty percent 

were male.  Females accounted for 71.16 percent of the posts on Discussion Board and males 

accounted for the rest. A similar trend was observed on students’ individual Blogs. Females 

accounted for 68.47 percent of the posts, and males accounted for 31.53 percent of the posts.  

Table 1 

Frequency of Posts: Gender Differences 

 

Gender Discussion Board Posts      Blog Posts 
 N % N % 
Males (6) 396 28.84 35 31.53 
Females (14) 977 71.16 76 68.47 
Total 1373 100 111 100 

 An independent-sample t test was run to determine if there was a gender differences in 

the number of times students posted on Discussion Board and their personal Blogs.  
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While there did seem to be greater variability in the number of times females posted (SD = 

41.21) as compared to males (SD = 32.75) on Discussion Board the independent-sample t test 

results confirmed that there was no significant difference in mean scores on either of the two 

forums. 

              Students were divided into the four groups listed in Table 2; this was done following 

statistical elimination of outliers. Students who posted more frequently were categorized as 

Advanced (more than 100 posts), followed by Above Average (61 and 100 posts), Average (30 

to 60 posts), and finally the Below Average (less than 30 posts). Similarly, students who posted 

3-5 times on their Blogs were categorized as Average, and the thirteen who posted between 6-7 

times were categorized as Above Average.  

                 As evident from Table 2, students’ willingness to post varied across the two forums; 

students who posted less frequently on Discussion Board (students 1, 3, 7, 15, 16) posted more 

often on their personal Blogs, and vice versa. Only five of the twenty students performed 

consistently across the two forums.  Only one was male (student 2), the rest were females 

(student 4, 10, 11, 13). On Blogs three-fifths of the students were categorized as Above Average. 

The majority of the males (5 out of 6), and half of the females (7 out of 14) fell in this category. 

There was greater variability in performance of males on Discussion Board. Of the six males 

three were categorized as Average, two were Above Average one was Advanced. A similar trend 

was observed with females, the majority was placed in either the Average (six out of fourteen) or 

Above Average (5 out of 14) category; two were Advanced and one was Below Average.   
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Table 2 

Level of Participation across Public and Private Forums 

Engagement Levels Discussion Board Blogs Discussion Board & Blogs 
Advanced 
    Males 
    Females 

 
5 
8, 19 

- - 

    
Above Average 
    Males 
    Females 

 
16 
1, 3, 7, 15 

 
5,  9, 17, 20 
6, 8, 12, 14, 
18, 19 

                           
      2    
     11  

    
Average 
    Males 
    Females 

 
9, 17, 20  
6, 12, 14,  

 
16 
1, 3, 7, 15,  

                             
 
 4, 10, 13 

    
Below Average 
    Females 

 
18 

  

 
Gender Differences in Number and Types of Reflective Comments within Posts 

Students’ individual posts were coded to determine the extent to which they engaged in 

each of the three kinds of reflections. An example of each of the different kind of reflections is 

presented in Table 3. While students included comments of all three kinds within their posts they 

did so to varying degrees. An independent-sample t test was run to determine if there was a 

gender difference in the number of reflective comments contained within students’ Discussion 

Board and individual Blog posts. The independent-sample t test showed that there was no 

significant difference in mean scores on either of the two forums. However, on Discussion Board 

there does seem to be greater variability amongst females (SD = 40.59) than males (SD = 24.29).  
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Table 3 
 
Three Types of Reflections: Examples of Student Comments 
 
Type of Reflection Student Comments 
Retrospective I introduced my tenth grade resource English class to Samuel Beckett. For those of you 

who are familiar with Beckett, you know that he is neither easy to read not easy to 
comprehend. My students were able to read and dissect his work better than the average 
college student. Setting our goals is higher is beneficial if it does not overwhelm the 
student (Discussion Board, Student 7) 

 
Contemporaneous I feel that I use direct instruction and organizers most of the time. I agree that it would be 

great to use mastery learning in each subject area. Due to benchmark prep, chunk testing, 
pacing guides, etc., I am not able to use this model as much as I would like to. 
(Discussion Board, Student 18) 
 

Anticipatory I however will try and incorporate some of the idea of letting them [students] decide on 
some of their assessments. I like the idea of helping me make out the test materials as we 
often make teacher made tests and do not adhere to just premade tests. I am also going to 
discuss the idea of parent teacher conferences becoming more student parent conferences 
as this seems like a very good tool for students to express their feelings to me and to 
parents on their achievements. (Discussion Board, Student 19) 

 
As evident from Table 4 and 5 males and females made many more contemporaneous 

comments than either retrospective or anticipatory comments on Discussion Board and Blogs.  

Table 4 
 
Quality of Discussion Board Engagement over a Period of 10 Weeks: Gender Differences 
  
Gender Retrospective Contemporaneous  Anticipatory 
Males (n = 6) 83 217 30 
Females (n = 14) 192 492 57 
Table 5 
 
Table 5 
 
Quality of Blog Engagement over a Period of 10 Weeks: Gender Differences  
 
Gender Retrospective Contemporaneous  Anticipatory 
Males (n = 6) 31 100 24 
Females (n =14 ) 39 152 31 
 

A series of independent-sample t test were run to determine if there was a difference in 

the degree to which males and females engaged in each of the three kinds of reflections, namely: 

retrospective, contemporaneous, and anticipatory on each of the forums. The independent-
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sample t test results shows that although the mean score for males (M=13.88, 36.16, 5.00, 

respectively) on Discussion Board was slightly higher than females (M=14.71, 35.14, 4.07, 

respectively); this difference was not statistically significant at the .05 level. While there was no 

statistically significant difference in the number of retrospective or anticipatory comments made 

by males (M = 5.17, 7.67 respectively) and females (M= 2.79, 2.21, respectively) on their Blogs. 

A statistically significant gender difference on Blogs was observed with contemporaneous 

comments (p=.05). Males posted comparatively more contemporaneous comments (M=16.67) 

than females (M=10.86).  

Implications for Classroom Practice 

Although the literature suggests that females prefer the asynchronous nature of 

innovative web-based technology (Creed, 1997; Pagnucci & Mauriello, 1999; Savicki, 

Lingenfelter & Kelley, 1996; Selfe, 1990, 1999) and the slightly different social dynamics that 

the online environment offers (Kiesler, Siegel, & McGuire, 1984; Selfe, 1990; Sullivan, 1999; 

Turner, 1988; Wolfe, 1999), there appears to be no significant difference in the number times 

females and males posted on Discussion Board and their personal Blogs in this study. Based on 

the number of posts, Discussion Board appears to be the preferred forum. The weekly grade 

incentive and the opportunity for social interaction that this forum offers could account for 

students’ active participation on this forum.  

                   On both Discussion Board and Blogs, students engaged in reflection-in-action 

(contemporaneous) to a higher degree than reflection-on-action (retrospective) or reflection-for-

action (anticipatory). While it is essential for education practitioners to observe their thinking 

and actions as they are occurring, it is equally important they learn from past experience and 

envision to effect of actions and interventions on students, colleagues and the learning 
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environment. In subsequent SoTL projects I will discuss the value of all three types of reflections 

and provide more explicit guidelines about what constitutes ‘self-reflexivity.’ Careful ongoing 

analysis and feedback regarding progress will enable students to engage in higher levels of 

retrospective thought.  

          There did appear to be greater variability in the frequency of posts among females on 

Discussion Board as compared to men. On Blogs, proportionately more males were placed in the 

‘Above Average’ category on Blogs than females. Additionally, males posted more 

contemporaneous comments than females on their Blogs. This study was not sophisticated 

enough to identify the factors that inhibited some female students. Early identification and 

support of students who are struggling, particularly female students, may be required. In 

subsequent studies a mid-semester survey will be used to identify and reduce the factors that 

could be preventing students from participating more actively on both of the forums.  

              The majority of students’ level of engagement varied across the two forums; students 

who posted less frequently on Discussion Board posted more often on their personal Blogs, and 

vice versa.  To maximize student achievement I will offer them the option of engaging in either 

the private forum (Blogs) or public forum (Discussion Board), and give them an opportunity to 

choose the one that works best for them.  

Limitations of this Study and Implications for Future Research 

Like any exploratory study using qualitative methods, this study did have some inherent 

limitations. First of all is the subjective nature in this study. As participant observers of the 

learning process, my views could have been inevitably influenced by preconceived ideas and 

available resources. The second limitation is related to the learning environment. The setting of 

this study was unique; hence, the results might be difficult to duplicate in other situations. The 
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sample of subjects participating in the study might not be representative of every leadership 

preparation classroom; any generalized implications should be taken with caution. Another 

limitation is the sample size. However, it is difficult to have large sample sizes when working 

with a classroom situation without tainting the results of the study.  

This study could be methodologically strengthened by including focus group interviews 

with male and female students, either separately and together. It will be helpful to gather 

information from additional courses to help instructors better understand the impact that 

innovative technology has on male and female discourse online. Future research could also look 

at other demographic variables such as age, computer literacy, and ethnic groups to determine if 

these factors influence the degree to which Discussion Board and Blogs can be used as an 

effective and efficient tool to enhance classroom discussion and participation or if it adds an 

additional expense and complexity to the classroom without adding benefits. 
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‘PRAYATNA - AN EFFORT FOR RURAL SOCIAL 
TRANSFORMATION IN INDIA’ 

 
Dr. Pardeep Jain (Associate Professor, Sant Longowal Institute Of Engineering & Technology, 
District Sangrur, Punjab, India) 
Dr. Sarika Jain (Associate Professor, Akal Degree College, Mastuana, Sangrur, Punjab, India) 

 
“The sole meaning of life is to serve humanity” 

 
It is rightfully stated in the above saying by Leo Tolstoy that the real way of living is to 
live for others and try to mitigate their sufferings.  In the fast paced and materialistic 
world of today, not many stop and look at the problems around.  Though we are humans, 
we hardly think of humanity. 
 
But, there are some who dare to make a difference.  Dr. A.P.J. Abdul Kalam said: - 
“There are some who follow the laid path.  There are others who make the world follow 
their path.  Progress, if any, is brought by the second kind.” 
 
 
One such individual is Mr. Bhan Singh Jassi, who is popularly known as ‘Jassi Pedni.’  
Employed as a linesman in PSEB, he realized and served a bigger purpose in life.  Like 
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all others, he too watched rag picker kids all around the road, clad in torn and worn out 
clothes, they went to garbage dumpsites and collected articles like polythene and shoes 
etc., to sell them for food and money.  Every new day was the same hard day in strife for 
food.  Changing economy and rising shares made no difference to the lives of these kids 
just because they had made the subtle mistake of being born to poor parents. 
 
Jassi, a follower of Guru Nanak Dev and Dr. B.R. Ambedkar, could not accept the 
pitiable plight of these kids and worked for a change. Started by him in 2003 in village 
Sherpur (Distt. Sangrur),  the “Ragpickers Society” today proudly owns seven centres 
across Punjab and imparts basic education to about 550 students through its “Vidyak 
Kendras”(educational centres) located across villages of Sangrur and Barnala districts. 
Through the help of some devoted friends and unending dedication and motivation to 
bring about a social change, this society has become a ray of hope for thousands of such 
underprivileged and deprived sections of the society. Along with imparting basic 
education, the centers help in improving the situation for the girl child also.  With the 
introduction of “Atmanirbharta Kendra” (self dependency centres for girls), the society 
has taught stitching and embroidery to girls making them self dependable and giving a 
new impetus to their self esteem. 
 
Talking about the initial hurdles faced, Mr. Jassi says that the biggest obstacle was to 
convince the parents to send their children to such schools. Poor people, abandoned by 
society and deprived of basic amenities, had accepted slum dwelling and rag picking as 
their way of life. Education seemed to be a waste of time to them.  Workers of the 
society were even abused and their efforts were thwarted by such parents initially.  But, 
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Mr. Jassi, fully determined, says that love the best medicine.  Packets of biscuits, fruits, 
an innate desire for change and a refusal to hear the word ‘NO’, finally convinced the 
parents to send their children to such schools. 
 
The efforts of the society were acknowledged when Mr. Jassi got Bhagat Pooran Singh 
award from Baba Farid Society for the year 2008. The society had also recognized the 
sevices of Dr.Kiran Bedi (First lady IPS in India) and Mr. Ajit Singh (Justice, Supreme 
Court) in the earlier years.  
The efforts of the society have been acknowledged far and wide. Dr. Sandeep Pandey, 
Magsaysay award recipient, visited Sherpur and highly appreciated the change brought 
about by the society. Highly impressed by Mr. Jassi, he promised to provide global 
acclaim to the society and propagate the yeoman work done by the society. The work 
done by the society was also encouraged by Mr. Husan Lal ( Deputy Commissioner, 
Sangrur). Celebrities like Gurdas Mann and Bhagwant Mann also have a special word of 
praise for Mr. Jassi and his society for working for the upliftment of the poorest of the 
poor.  
 
The passion and dedication of the society is evident from the fact that right from books, 
clothes to study materials, are provided by the society. Hats off to such dedication and 
deep rooted concern. Living testimony to the difference the society is making was 
evident in the spark of the eyes of the kids our team visited the Longowal Vidyak 
Kendra. With shouts of “Sirjee Namaste” the kids welcomed us to their world.  Though 
they were in torn and shabby clothes but they had a flicker of hope and a sense of 
contentment on their face.  The joy they had when they won a biscuit packet after 

2010 HICE Proceedings - Page 1288



counting correctly or identifying the right colour, had no bounds.  Another striking 
aspect was the eagerness the kids had for learning.  Watching them was an experience of 
immense self satisfaction.  Clothes and food items were distributed to the students and 
they were ever generous in returning smiles. 
 
Though it seems to be a glittering success story but actually the flower of success we see 
is a result of the thorns that those who were behind the scenes have endured.  Whether it 
be the teachers, workers of the society, donating members or volunteers, all deserve a pat 
on the back.  
 
Talking of the future of the organization, a new society named ‘Free Educational & 
Charitable Society for Down Trodden’ has been formed that helps provide complete aid 
to orphans.  It presently has 50 + member kids.  Also, the society wants to take over the 
complete education and career building of meritorious kids. Though they have limited 
resources, but still they aspire to produce a significant change. Now, it’s the duty of us 
individuals, to help this noble cause. We need to regard these children as our children. 
This will facilitate the positive development of all children, who in turn, will grow up to 
be empowered and happy individuals, essential for the health of any society. As Helen 
Keller has rightly stated- 
 
“The world does not move by the mighty shoves of heroes only; it also moves by the 

tiny pushes of the common man.” 
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African-American Female High School Principals:  
Their Pathways and Perceptions of the Position 
 
Purpose of the Study 

• The purpose of this study is to examine African American female high 
school principals in North Carolina, specifically, their career path, 
their perceptions of their pathway and position as a high school 
principal.  

• I want to dialogue and interview African American principals of high 
schools in North Carolina. I want to hear their stories and discover 
through them how they have been able to garner these positions.  

 
Study Examination 

• This study will examine the pathways to the principalship through the 
life histories of African American females who are high school 
principals in North Carolina. It will further report their perceptions of 
the position and the path to this career journey. 

 
Significance of the Study 

• Female research is a scant topic and African American leadership is 
rarely addressed. 

• All females were lumped into one category regardless of race and 
class. 

• There is a void in the literature it fails to include stories of African 
American female high school principals. 

• Female research is a scant topic and African American leadership is 
rarely addressed. 
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• All females were lumped into one category regardless of race and 
class. 

• There is a void in the literature it fails to include stories of African 
American female high school principals. 

 
Literature Review 

• Almost anyone who remembers school days has two images of school 
officials. The favorite teacher, in fact nearly every teacher. Was 
probably a woman. But the feared and revered final authority, the 
principal, especially in high school, is likely to have been a man. 
When the memory then turns to the race of the principal, the pattern of 
the white, male school administrator begins to emerge. It appears that 
we have not relinquished our early image of a high school principal 
being male and white.  

 (Coursen, Hadderman, Jeffress, and Mazzarella, 1989) 
• Research clearly indicates that women and people of color are under 

represented in educational leadership positions (Banks and Banks, 
2003). 

• Women comprise more than half of the teaching workforce in our 
nation, but hold fewer than half of all school principalships (NCES, 
2000). 

• Walker (1993) suggest that black women in management share similar 
experiences as other women but are also subject to other experiences 
that are unique to themselves.  

• Brunner and Grogan (2007) posit that women of color have held more 
positions in the educational arena than white women. Brunner and 
Grogan suggest that women of color have more hoops to negotiate to 
progress up the administrative career ladder than white women. 

 
Theoretical Framework 

• Standpoint Theory/Feminist Perspective 
– This theory is useful in understanding feminist thought. Weston 

posits that feminist research is about taking women’s location 
and standpoint in the world as the basis for research. 

– The lens that African American women view the world from is 
a distinct perspective based on their social positions. 

– Women of color were almost completely absent from the study 
of leadership, this continues to perpetuate the stereotype that 
this group is not worthy of mention and are not expected to be 
leaders.  
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Methodology 
• Theoretical approach – Standpoint Theory 
• Research Design – Qualitative 
• Phenomenological Research 
 

Research Goals 
• It is significant to research the hiring policies and patterns as they 

relate to and promote African American women because research 
indicates that staffing policies are as important to the educational 
process as curriculum.  

• My research perspective is feminist and its purpose and aim is to 
create social change. I feel an obligation to acknowledge the 
dichotomy that women are both alike and different among themselves.  

• Through my research I desire to incorporate the female perspective 
into social reality. The researcher will employ the qualitative research 
method which is thought to value subjective, personal meaning and 
definition, commonalities and giving voices to the oppressed.  

• My attempt is to build on the scant information that is available and 
provide an intersecting narrative of race, gender, and leadership 
through my study of African American female high school principals. 
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Abstract:    

 Environmental and personal factors may hinder the pursuance and attainment of goals. The 
blocking of behavior toward a goal is termed as frustration. Considering that  modern man lives in a 
fast changing environment he is vulnerable to a lot of frustration. He has to cope beautifully, gracefully 
without losing psychological equilibrium in a “world of instants”  where swiftness of responses,  
immediacy  of results are emphasized. The ability to patiently wait seems to have become a virtue, an 
exception. It is observed that the proliferation of and exposure to instant services and amenities 
condition people into impatient waiting and proneness to intolerance to frustration.  Low frustration 
tolerance often accompanies cases of emotional imbalance, and, varied  kinds of  altercations and 
conflicts.  Many people of today easily forego important life goals when faced with frustrations, 
oftentimes opting for the easier way out. 

An important challenge to society is, therefore, to  develop individuals who can cope with 
frequent and high levels of frustration despite the culture of instant gratification.  Academicians, 
counselors, psychologists, may rise to this challenge via different venues or media. Regrettably, when 
advising and counseling clients showing low levels of frustration tolerance, the professional is often 
faced with the problem of  lack of  an objective, valid and reliable psychological tool to assess this 
propensity, and, to aid  in verifying professional impressions.  The construction and development of 
the Gandeza Scale of Frustration Tolerance (GSFT) is aimed at providing an answer to this 
professional need. 

The GSFT is a Likert type style of scale system using a range of six possible answers.  All 
respondents in each phase of scale construction had a minimum age of 16 years. For its 
standardization, data from 4,503 college Freshmen were used for the norms construction of this group.  
There are 75 items with a minimum factor loading of .30.  The scale reliability is very high at .92 
Cronbach’s Alpha.   

The thirteen (13)  factors which were extracted using Oblimin Rotation of factor Analysis were 
hypothetically named (with letter codes A to M) and given their respective descriptions as:  A - 
CONFIDENCE the sense of  assurance and belief in oneself, in one’s purpose and in one’s sources of 
strength and encouragement;  B - LEVEL-HEADEDNESS is  understood as the capacity to remain 
rational, realistic and solution-focused;     C  -  SERENITY is the ability to maintain a calm and 
detached perspective;   D -  IMPULSE CONTROL is  the ability to restrain or regulate one’s tendency 
to express abruptly a sudden wish,  feeling or emotion;  E -  GRACIOUS ACCEPTANCE is  the 
quality of having a pleasant disposition or manner conducive to a favorable reception of  situations 
related to frustration;   F -   COUNTENANCE  is the ability to express and maintain a peaceful bearing 
or demeanor; G -  GOAL ORIENTEDNESS is the ability to sustain one’s inclination and inspiration to 
accomplish set goals;  H -  INTERNAL LOCUS OF CONTROL refers to a personal belief system that 
one can cause or influence certain desired effects  or  results;  I - ROOTEDNESS the quality of being 
firmly established in faith,  and,  the courage that arose from the personally experienced support 
systems;  J - ANTI-DEFEATISM  is seen as the capacity to stay focused and undistracted in the 
mastery and attainment of  the task ;  K - POSITIVISM the positive attitude and perspective about life;  
L - EFFICACY  is the exercise of  both personal and social capacity to produce the desired effect;  
and,  M - GENERATIVITY or the desire to create, to be useful and to avoid being inactive.   

       Recently, more data from older groups within the university and the outside community have been 
gathered for the purposes of norms construction and researches investigating the differences in the 
levels of frustration tolerance between certain groups.       
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An International Collaboration in Literacy 
Education describes research by a literacy 
teacher educator and colleagues to understand 
and support Guatemalan literacy education, as 
one part of a larger international literacy 
initiative sponsored by the Nassau Reading 
Council, an affiliate of the International 
Reading Association (IRA) (Montiel, 2006; 
Nassau Reading Council, 1992). The 
Guatemalan Minister of Education sanctioned 
the international project by approval of annual 

conferences at which Guatemalan teachers participate in professional development.   
Adelphi University’s Beta Theta Chapter of Alpha Upsilon Alpha (AUA), the IRA's 
literacy honor society, helped to raise funds to support Guatemalan teachers’ conference 
registration, as well as for children’s books, materials and professional resources sent to 
supply Guatemalan schools. The AUA literacy faculty advisor and two AUA officers, 
who are literacy graduate students, traveled to 
Guatemala in February 2009. At the Seventh 
International Literacy Conference in 
Guatemala City, they provided workshops in 
literacy comprehension strategy instruction, 
and observed Guatemalan school 
environments, practices and materials. 
Analysis of the data collected indicates strong 
cultural influences and an intense need for 
resources to improve the educational 
environment and enhance professional 
development in international literacy education. 
 
The study focuses on two public elementary schools – one urban and the other in rural 
Guatemala, that also differ in cultural makeup. The population of the urban school is 

2010 HICE Proceedings - Page 1295

mailto:peppersanello@adelphi.edu
mailto:sosin@adelphi.edu


primarily of colonial heritage, in which instruction is a monolingual Spanish curriculum; 
the rural school is predominantly Mayan, and conducts instruction in both Spanish and 
Kaqchikel, their indigenous language. These schools were compared to each other and to 
the concepts of “best practices in balanced literacy” of the US, familiar to the teacher-
researchers. Surveys were collected from the Guatemalan teachers about their use of 
balanced literacy practices, and the materials and resources available in their schools. 
Field notes and observers’ experiences offered information about parental involvement in 
both schools, and of the classroom practices in evidence. Video clips share a powerful 
account of the journey through the poverty-stricken countryside, and the personal 
importance of contact with Guatemalan children, teachers, administrators and parents. 
Photographs of the classroom environments demonstrate the power of colonial and 
indigenous cultures in literacy instructional practices as well as outcomes of the IRA’s 
prior professional development interventions. In addition, professional development in 
literacy best practices provided opportunities for teachers to create a virtual structure to 
utilize action research and reflective practice to inform and reform practices for the 
teacher and learner (Wenger, 1998; Zemelman, Daniels & Hyde, 1998).  
The project goals include: 

• To investigate issues that impact on Guatemalan literacy practices, instructional 
materials and resources; 

• To study international professional development literacy approaches and models 
(Darling-Hammond, 2009; Sparks & Loucks-Horsley, 1989); 

 To support and foster positive dispositions towards respecting the rights of others 
globally;  

 To cultivate the development of a supportive community of learners, invoke a 
consciousness of the needs of others, develop a social justice orientation, and 
respect for those with different, abilities and/or perspectives in diverse settings 
(Villegas, 1991);  

 To promote student achievement in critical literacy and higher order thinking 
skills when teachers participate in effective professional development (National 
Research Panel, 2000; Learning First Alliance, 2000). 
 

In the US, literacy teachers often conduct effective and useful practitioner research in 
their own classrooms and share their research in a variety of venues. It is an increasingly 
accepted and valued means for teacher professional development (Carnegie Foundation 
for the Advancement of Teaching, 2008; Boyer, 1990). Conferences, such as the 
International Literacy conferences in Guatemala, are venues where practitioner research 
as in this study, enhance teaching and learning in that country’s schools. Through 
collaborative professional development activities these international literacy conferences 
disseminate the scholarship of practitioners in the US to developing countries. In this 
instance, not only will the practitioner research of Guatemalan literacy education result in 
improvement in the researchers’ teaching and learning environments, it will also 
contribute to the success of the international project, deepen reflection on practice, and 
may lead to professional renewal and self-actualization (Keene & Zimmerman, 1997). 
Sharing this research is intended to contribute to further cross-cultural research, 
continued international outreach to developing countries and the positive impact of 
literacy professional development on student academic success worldwide. 
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Problem-solving instruction increases the acquisition of self-determination skills in 

students with disabilities (Palmer & Wehmeyer, 2002). Researchers have noted that 

students with disabilities have demonstrated problem-solving skills during instruction, 

nevertheless, researchers have suggested more study is needed to assess the 

generalization and maintenance of these skills (Palmer & Wehmeyer, 2003; Palmer, 

Wehmeyer, Gipson,  & Agran, 2004). The purpose of this study was to research middle 

school students’ with disabilities application, generalization, and maintenance of 

problem-solving skills. This study contributes to the limited research for this population 

of students, and provides a systematic approach to teach problem-solving skills that lead 

to self-determination (Agran, Blanchard, Wehmeyer, & Hughes, 2002; Crites & Dunn, 

2002).  
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 It is vital that students with disabilities learn to problem solve in order to learn the 
self-determination skills that enable them to have an active role in planning their own 
future. Acquisition of essential problem-solving skills fosters a student’s reaching his or 
her fullest potential. Research indicates that teachers and parents of children with 
disabilities rated self-determination, and in particular problem-solving skills, as important 
for success (Agran & Alper, 2000; Kolb & Hanley-Maxwell, 2003; Wehmeyer, Agran, & 
Hughes, 2000). Yet students with disabilities lack specific instruction related to self-
determination, and often they have limited opportunities to practice the problem-solving 
skills that are needed (Agran & Wehmeyer, 2005; Grigal, Neubert, Moon, & Graham, 
2003). This results in adolescents with disabilities exiting the school environment without 
the problem-solving skills needed to solve real-world problems.  
      Special education legislation warrants the development of strategies that promote 
self-determination in students with disabilities (Konrad, Trela, & Test, 2006).  
Individuals with disabilities need to develop self-determination for autonomy and quality 
of life (Agran & Hughes, 2005). Few teachers, however, use strategies to facilitate 
student development of self-determination (Thoma, Nathanson, Baker, & Tamura, 2002; 
Thoma, Rogan, & Baker, 2001). One component of self-determination is problem solving 
(Glago, 2005; Wehmeyer, Gragoudas, & Shogren, 2005). However, students with 
disabilities lack explicit instruction in problem solving and when confronted with 
problems these students turn to others for solutions (Agran & Wehmeyer, 2005). The 
ability to problem solve can increase the likelihood of post-school success for individuals 
with disabilities (Wehman, 2006). Clearly, these students require explicit research-based 
problem-solving instruction. 
 Due to the lack of research in the area of self-determination for middle school 
students with disabilities, (Agran et al., 2001; Agran et al., 2002) in particular problem-
solving skills, this research was essential. The purpose of this research was to investigate 
middle school students with disabilities application, generalization, and maintenance of 
problem-solving skills in special education settings. This study contributes to the limited 
research, for this population of students, and provides a systematic approach to teach 
problem-solving skills that lead to self-determination.        
 Student outcomes were addressed in the following research questions: (a) what were 
the effects of problem-solving instruction on the skill performances of problem solving in 
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students with disabilities. (b) to what degree were students with disabilities able to 
identify the steps of problem solving, (c) to what degree did students with disabilities 
generalize their skill performances of problem solving, and (d) to what degree did 
students with disabilities maintain their skill performances of problem solving? Student 
and teacher perceptions were specifically addressed in the following research questions: 
(a) What effect did the problem-solving instruction have upon students with disabilities 
perceptions of their skill performances of problem solving, and (b) What were teacher 
perceptions about implementing the problem-solving strategy to increase skill 
performances of problem solving in students with disabilities?  
       The study was conducted with four students over a 16-week period using a multiple-
probe design. The study included three phases: (a) pre-study, (b) treatment, and (c) 
maintenance. The purpose of pre-study was to gain: (a) teacher, (b) student, and (c) 
parent or guardian consent. In addition, the investigator conducted teacher training. The 
purpose of treatment was to establish whether students’ skill performances of problem 
solving improved as a result of the problem-solving instruction. During treatment, 
students received direct instruction in problem solving (Agran et al., 2002; Glago, 2005; 
Palmer & Wehmeyer, 2002). The purpose of maintenance was to assess students’ 
generalization, maintenance, and retention of skill performances of problem solving. 
 The following conclusions were developed from an analysis of the data collected 
during the problem-solving instruction. The problem-solving instruction was effective in 
increasing skill performances of problem solving as suggested by the Problem Situation 
Baseline Measures and the Problem Situation Measure data. Students were able to 
identify the three steps of problem solving with limited success as measured by the 
Problem-Solving Step Measure. Students were able to generalize their skill performances 
of problem solving during role-play problem situations three weeks post-treatment as 
suggested by data gathered using the Generalization Measure. Students’ data suggested 
they maintained/retained skill performances of problem solving over time as measured by 
the Problem Situation Maintenance Measure and the Problem Situation Retention 
Measure. Student perceptions suggested they could identify problems post-treatment as 
measured by the Problem-Solving Questionnaire. Teacher perceptions suggested students 
increased in skill performances of problem solving as measured by the Social Validity 
Questionnaire.  
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ABSTRACT 

Inter-trial feedback is a fast and efficient way of informing participants of their progress 

on a task. It is also used in computational models of cognition for learning and testing. 

Although feedback is often used, the research on this topic is limited and warrants some 

examination. To date, the focus of the research has been on visually presented feedback 

in which the feedback stimulus is presented in the same visual modality as the target 

stimulus. The current study examined the effect of auditory feedback in a lexical 

decision task. It was hypothesized that changing the modality of the feedback stimulus 

(i.e., auditory feedback) from that of the target stimulus would reduce the impact of 

resource sharing and possibly improve the effect of feedback on performance. Two 

experiments were completed. The first experiment directly compared auditory feedback 

to visual feedback by randomly assigning 94 participants to receive either feedback 

stimulus. Feedback was only presented when incorrect responses were emitted in the 

feedback conditions. “X” was the visual feedback stimulus, and an auditory tone was the 

auditory feedback stimulus. No feedback was presented in the control conditions. The 

results indicated that auditory feedback was more effective for nonwords, and visual 

feedback for words. The second experiment attempted to determine the SOA effect 

curve for auditory feedback. For the experiment, 129 participants were randomly 

assigned to one of three SOA groups. The groups were defined by the onset of the 

feedback stimulus presented at 150, 450, or 750 ms after an incorrect response was 

emitted by a participant. The trend in the data indicated that the 450 ms SOA showed 

the largest improvement in performance compared to the control condition. Based on the 
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results of the study, future replication is needed to address additional questions raised 

during the study and examined in the General Discussion. 
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Introduction 

In cognitive psychology, the focus of research generally has been on how 

manipulations of stimulus variables can affect an individual’s behaviour. This approach 

has been the cornerstone of both basic and applied domains of research. A typical 

research design includes the following components: a sample of individuals from the 

population of interest is recruited (these participants are often introductory psychology 

students); the participants are informed of the task they will be asked to perform; 

participants complete practice trials to acquaint them with the experiment; they 

complete the actual experiment; and, finally, they are debriefed.  

The theoretical interest behind each of these studies is similar: to determine how 

a particular variable can affect a participant’s performance in a specific paradigm. In 

other words, these experiments focus on measuring how manipulations to the variable of 

interest affect the participant’s behaviour. For example, imagine that you are asked to 

participate in a lexical decision task and you have to decide whether the string of letters 

presented on a computer screen is a word, or a nonsense string (nonword). The 

researcher is interested in how well you can categorize letter strings as words and 

nonwords, and the variables they manipulate are how wordlike the nonwords appear, 

and how common the words are to you (word frequency). The behaviour they are 

interested in is your ability to process information. So, in the experiment, different letter 

strings are presented and you are asked to press “Z” if the letter string is a word, and “/” 

key if the letter string is a nonword. Once you have responded, the trial ends, and 

another begins. Your performance in the lexical decision task paradigm provides 
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researchers with data about how you perceive and process visual and semantic 

information. It is important to note that the data gathered in the lexical decision 

paradigm are based on performance on individual trials. Therefore, any knowledge 

gained by the researcher was because a letter string was presented and the participant 

responded. Data about your performance on that trial were recorded and the trial 

terminated. In this context, it is often assumed that the thought processes that are 

necessary for the lexical decision task are only active when a letter string is present. 

However, if one can imagine being in such an experiment, one can easily realize 

that one’s thought processes do not end when each individual trial ends. Thus, although 

researchers might gain information about human information processing during the 

actual trial, they do not learn anything about how the participant’s cognitive experiences 

between trials affect their performance. It is as if you, the participant, are expected to 

stop all cognitive processes while waiting for the next trial to begin. In other words, the 

researcher is expecting you to stop pondering whether you made the correct decision 

about the letter string and halt all cognitive processes until the next trial begins. In 

reality, however, this is not a plausible assumption as the human mind is continuously 

processing information. In the lexical decision task, for example, one is continuously 

second guessing and looking for clues about whether the correct decision was made 

about the letter string and determining if an error was made in the decision. 

There are generally two types of errors that can arise during a lexical decision 

task. The first type of error occurs when a participant makes a response prior to 

retrieving enough valid information about the stimulus to make a correct response. 
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These types of errors typically occur when a participant is responding as quickly as 

possible. When this type of error occurs, if enough time is given to participants after 

their decision, they can recognize their mistake.  

 A second type of error that a participant can make occurs no matter how much 

time is given, because a participant simply does not have enough information to make 

an accurate decision. For example, the word “IDYLL” has a word frequency of one. 

This makes “IDYLL” a rare word because it appears less than once every million words 

of written text. To some participants, such as those for whom English may be a second 

language, “IDYLL” may be interpreted as a nonword because they may have never 

come across this word before. Therefore, to these participants the level of familiarity for 

the word “IDYLL” would be low, similar to what is normally the level of familiarity for 

nonwords. This low level of familiarity would lead the participant to classify “IDYLL” 

incorrectly as a nonword without realizing that they have made an incorrect decision. 

This is an example of an implicit error. Another example would be a pseudohomophone, 

such as “SALID”, being incorrectly categorized as a word. A participant may interpret 

“SALID” as a word when in reality it is a nonword. Therefore, the level of familiarity 

for “SALID” is similar to that of word stimuli. Although the correct spelling of the word 

is “SALAD”, this subtle difference may not be perceived by the individual and they may 

not realize that they have made an incorrect decision.  

Azarbehi et al. (2007) manipulated the instructions given to participants and 

demonstrated the differences between the two types of errors. When participants were 

instructed to try to be quick and accurate, their accuracy was 89.07%. When the 
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emphasis was placed only on accuracy, accuracy increased to 93.47%. There was more 

than a four percent increase in the error rate of participants when they were also 

concerned with speed. Their decisions were presumably based on insufficient evidence 

to categorize those stimuli correctly because they were trying to complete the trials 

quickly. When participants did not have to worry about reaction time, they could take 

more time to gather sufficient evidence to make more accurate responses and reduce the 

number of mistakes. This was evident in the fewer errors made in the accuracy condition 

at the cost of increased reaction time. Participants response times in the quick and 

accurate instruction condition (M=616.32 msec) was 135.97 msec faster than in the 

accuracy only instruction condition (M=752.29 msec). It was apparent from Azarbehi et 

al. that even when participants were allowed to take as much time at they needed to be 

sure their answers were correct, they still did not achieve 100% accuracy. These 

remaining errors were likely due to participants not having enough information about 

the specific stimuli to correctly categorize them. If a participant did not know the true 

spelling of the word “SALAD” and relied upon phonetically pronouncing the word, then 

even “SALID” would seem correct and therefore they would not realize that they had 

responded incorrectly. In these scenarios, it is necessary that implicit errors are brought 

to the attention of the participants. If participants were made aware of these implicit 

errors, would they learn new rules for making decisions? It would be expected that 

participants would alter previous decision criteria to better accommodate these errors. 

One method by which this may be achieved is through performance-based trial 

feedback, where feedback is provided for incorrect responses. 
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 The purpose of feedback is to inform participants of their current performance 

and to observe how that knowledge affects their performance on future trials. This is 

analogous to a participant thinking more about the decision they just made and realizing 

that they did not take into consideration certain facts that now shed light on the incorrect 

decision they have made. Essentially, the feedback is performing error detection and if 

an error is detected, then error correction mechanisms are activated to adjust decision 

making criteria. This can be accomplished by inducing a negative result on the post 

decision making process by presenting feedback on erroneous trials.  

In general, most of the research intended to study feedback has focused either on 

visual feedback only, or a paradigm other than the lexical decision task (Donkers & van 

Boxtel, 2004; Falkenstein, et al., 1991; Falkenstein, Hohnsbein, Hoorman, & Blanke, 

2000; Garavan, Ross, Murphy, Roche, & Stein, 2002; Gehring et al., 1993, 1995; 

Hajcak, McDonald, & Simons, 2004; Holroyd et al., 1998; Kaplan & Zaidel, 2001; 

Kiehl, Liddle, & Hopfinger, 2000; Miltner, Braun, & Coles, 1997; Pailing & 

Segalowitz, 2004; Ramautar, Kok, & Ridderinkhof, 2004; van Veen & Carter, 2002a, 

2002b; van Veen, Holroyd, Cohen, Stenger, & Carter, 2004). This negative potential, 

labeled the error related negativity (ERN), begins to develop when the erroneous 

response is produced and peaks about 100 msec later. This negative potential is smaller 

or absent on trials when the participant has emitted a correct response (Miltner et al., 

1997). Researchers using fMRI to locate the origins of activity during error trials have 

found that the Anterior Cingulate Cortex (ACC) is active when errors are made (Kiehl, 

et al., 2000; Ridderinkhof, van den Wildenberg, Segalowitz, & Carter, 2004; van Veen 
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et al., 2004). There have been studies that have used the lateralized lexical decision task, 

but this type of task focuses on the hemispheric differences of processing modules in the 

two hemispheres rather than overall language processing (Kaplan & Zaidel, 2001; 

Zaidel, 1987; Zaidel, Clarke, & Suyenobu, 1990). In a standard lexical decision task, 

only one stimulus is presented at a time. In a lateralized version, two stimuli are 

presented simultaneously, one to each visual field, and the participant makes a decision 

based on the item that is cued. A lateralized version of the lexical decision task generally 

fits a “direct access” model of information processing, meaning that each stimulus is 

processed by the hemisphere that directly receives that stimulus (Zaidel, Clarke, & 

Suyenobu, 1990).  

 Kaplan and Zaidel (2001) used the lateralized lexical decision task where 

participants were presented with a target letter string in one visual field and a distractor 

letter string in the other visual field. The target letter string was underlined so that 

participants knew which letter string to base their decisions on. The feedback stimulus 

was provided in the same visual field as the target stimulus and a neutral stimulus was 

presented in the opposite visual field. Kaplan and Zaidel's study showed that negative 

feedback had the largest effect on participant performance. Specifically, larger latencies 

were observed for trials following negative feedback and higher accuracy, than those 

following positive feedback. The presentation of the feedback stimuli to the right 

hemisphere had a larger impact on accuracy rates than when the feedback stimuli were 

presented to the left hemisphere.  

The variability in the performance advantage of the visual fields makes studying 
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the underlying mechanisms of error detection difficult. Specifically, in trying to 

determine the impact of error regulation mechanisms on performance, one has to take 

into consideration the interaction of the type of visual feedback stimulus on the results. 

One solution to this would be to present feedback in another modality, such as auditory 

feedback, to negate some of the resource issues that would occur when the feedback 

stimulus and the primary task are in the same modality. 

 Thus, the purpose of the present study was: (a) to determine if any behavioural 

differences existed between visual feedback and auditory feedback, and (b) determine if 

the timing between a participant’s response and feedback affected performance. Based 

on the results of Kaplan and Zaidel's (2001) study, the current project used only negative 

feedback during testing because positive feedback provided no significant advantage. 

The purpose of the present study was to determine the properties of auditory feedback 

that affect lexical decision task performance; primarily, to determine whether there were 

any behavioural performance differences between auditory and visual feedback. Since 

there are fewer issues of resource sharing when feedback is presented in a different 

modality, it was predicted that participants receiving auditory feedback would perform 

better than those receiving visual feedback. Secondarily, to determine if there was an 

optimal moment to present participants with auditory feedback that would have maximal 

effect on lexical decision task performance, auditory feedback was presented to 

participants at different intervals after they had incorrectly responded. It was predicted 

that there is an optimal moment after decisions are made that the presentation of 

feedback will have the greatest impact on participant performance. It is unclear what this 
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interval is, so several different intervals were used to determine the optimal interval 

Experiment 1 

 The purpose of the Experiment 1 was to determine if the type of feedback would 

affect performance in a lexical decision task. The hypothesis was that auditory feedback, 

in the form of a tone, presented after an incorrect response would have a larger impact 

on participant performance because there are fewer resources that it would have to share 

with a visually presented lexical decision task. One group of participants received 

auditory feedback and another group received visual feedback. To determine that it was 

feedback that was affecting their performance and not some other factor, each group 

also received a control condition that was compared across the two feedback groups. In 

the control condition, participants received no feedback. 

Methods 

Participants  

Ninety four introductory psychology undergraduate students from the University 

of New Brunswick participated in the present study in return for partial credit towards 

their course grade. Fifty nine of the students were female and 35 were males (data 

regarding age was not collected). All participants had normal or corrected to normal 

vision and reported how long they had been speaking English. 

Stimuli 

The stimulus list consisted of 170 words and three sets of 170 nonwords. Word 

stimuli were obtained from Borowsky and Masson (1996), and also generated from the 

MRC psycholinguistic database (1981) using the same guidelines as those used by 
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Borowsky and Masson. These guidelines are as follows: 1) a Kucera and Francis (1967) 

word frequency range of 3-361, 2) 3-6 letters long, and 3) 1-2 syllables. The mean word 

frequency was 113, the mean letter length was 4, and the average number of syllables 

was 1.25. The words list consisted only of unambiguous words to control for ambiguity 

effects. 

The nonword stimuli were generated by altering a separate set of words that 

meet the same criteria as the word stimulus list. Each word was used to create one 

pseudohomophone (e.g., “LYME”), one pronounceable (e.g., “PYME”), and one 

scrambled nonword (e.g., “MPYE”) derivative based on procedures of Piercey and 

Joordens (2000). In total, 510 nonwords were generated, composed of 170 

pseudohomphones, 170 pronounceable nonwords, and 170 scrambled nonwords. 

Nonword context was within-subject, which meant that during the experiment, each 

participant was randomly presented with all three forms of nonwords. Each participant 

received one version of each of the nonwords. For example, if a participant saw 

“LYME” (pseudohomophone counterpart of the word “LIME”), then, he/she was never 

presented with the pronounceable or scrambled nonword that was based on the same 

word as the pseudohomophone nonword. Since the purpose of the experiment was based 

around participants making errors, this method of mixed presentation was selected 

because it increases stimulus variability, and thus, increases task difficulty (Gilmore & 

Egeth, 1976; Joordens et al., 2009). Doing so increases the likelihood of participants 

making both, implicit and explicit errors while completing the experiment.  

The auditory tone that was used as the feedback stimulus was 1 sec in duration 
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and consisted of a tone of 1000 Hz for 500 ms immediately followed by another tone of 

500 Hz for 500 ms. 

Apparatus  

The stimuli were presented on an IBM compatible PC with a 14” colour monitor 

using E-Prime version 1.0. White stimuli were presented on a black background and 

centered both horizontally and vertically on the screen. The font size was approximately 

4 mm in width and 5 mm in height. Participants sat approximately 60 cm away from the 

computer monitor in a sound attenuated, dimly lit room. Participant responses were 

recorded by having them press either the “z” or “/” keys with their index fingers.  

Procedure  

Participants were randomly assigned to either a visual feedback group or to an 

auditory feedback group. In both groups, participants received two conditions (i.e., 

Feedback and No Feedback) and the order of condition was counterbalanced. In each 

condition, participants were told to respond as quickly and accurately as possible. In the 

auditory feedback condition, participants were informed that a tone would occur every 

time they made an error. On each trial, a 200 ms blank screen was followed by a “+” 

sign presented for 200 ms, and followed by another blank screen for 500 ms, and then a 

stimulus was presented until a response was made. 

Response hand for words and nonwords was also counterbalanced, so that half of 

the participants in each group were randomly assigned to press the “z” key for a 

nonword response and the “/” key for a word response, whereas the other half pressed 

the “/” key for a nonword response and the “z” key for a word response. In the feedback 
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conditions, participants received negative feedback whenever they emitted an incorrect 

response. 

In the visual feedback condition, the letter “X” was centrally presented for 1000 

ms immediately after an incorrect response was recorded. Following the visual 

feedback, a blank screen appeared for 200 ms and then a new trial begun. When 

participants in the auditory feedback condition made an incorrect response, an auditory 

feedback stimulus was presented, after which the “+” sign reappeared and the cycle 

restarted. 

If a correct response was made by a participant, a blank screen appeared for 

1200 ms which was followed by the start of a new trial. The same procedure was 

followed for the No Feedback conditions but no feedback was presented to participants 

even if they did emit an incorrect response. 

Each participant was presented with a total of 170 stimuli (85 words and 85 

nonwords) in each of the Feedback and No Feedback conditions for a total of 340 trials. 

At the beginning of each condition, instructions were given to the participants. The first 

20 trials (10 words and 10 nonwords) of each condition were considered practice trials 

and were not included in the data analysis. A rest break was given after every 50 trials to 

allow for the alleviation of fatigue. Participants continued the experiment when they felt 

rested.  After the experiment was completed, the participants were debriefed on the task 

they had performed and were given their bonus credit for participating. 

Results 

Data analyses involved a 2 x 2 x 2 x 2 mixed analysis of variance (ANOVA), 
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with stimulus type (word vs. nonword), feedback group (auditory vs. visual), condition 

(feedback vs. no feedback), and order (order 1: feedback followed by no feedback vs. 

order 2: no feedback followed by feedback) as the independent variables. Separate 

analyses were conducted for reaction time and accuracy data. All analyses were 

conducted using Statistica version 6.0 AX. A set of preliminary analyses were done to 

determine if there were any significant changes in main effects and interactions when 

outliers were removed from the dataset. Outliers were defined as any participant whose 

performance was more than +/- 3 SD from the sample mean. Significant changes were 

observed when outliers were removed, thus, these data were left out of all subsequent 

analyses. In the visual feedback group, four participants’ data were removed and in the 

auditory feedback group, three participants’ data were removed from the analyses. 

Effect size is presented to describe the amount of variance in the dependent variable that 

is explained by the independent variable. 0.10 is a small effect size, 0.25 or higher is 

medium, and greater than 0.40 is a large effect size. 

Analysis of Variance 

 Reaction Time 

In the current study, in line with past research, reaction times to only correct 

responses were analyzed because they are considered a part of the participants’ 

performance measure (Stone & Van Orden, 1993). The ANOVA on reaction time data 

for correct responses revealed a significant main effect of stimulus type, 

F(1,90)=147.52, p<.0001, η2=.58. Specifically, participants correctly categorized word 

stimuli (M = 623.69 ms, SE = 8.67) faster than nonword stimuli (M = 729.89 ms, SE = 
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13.64). A significant main effect of feedback group on reaction time, F(1,90)=5.99, 

p<.02, η2=.061 was also obtained, where participants in the auditory feedback group 

correctly categorized stimuli (M = 650.93 ms, SE = 15.02) faster than those in the visual 

feedback group (M = 702.65 ms, SE = 14.86). 

The analysis also revealed four significant two way interactions and two 

significant three way interactions on reaction time. Orthogonal contrasts were used to 

test all simple main effects. The results of the two way interaction are presented first, 

followed by the three way interactions. The first significant interaction was between 

feedback group and stimulus type, F(1,90)=9.05, p<.005, η2=.035. The simple main 

effect of feedback group was significant for nonwords, F(1,90)=8.18, p<.01, η2=.083, 

but was not significant for words, F(1,90)=2.15, ns. Participants in the auditory 

feedback group (M = 690.88 ms, SE = 19.40) had significantly lower reaction times 

when correctly categorizing nonword stimuli than participants in the visual feedback 

group (M = 768.91 ms, SE = 19.19). For words, participants in the auditory feedback 

group (M = 610.99 ms, SE = 12.33) had similar performance as participants in the visual 

feedback group (M = 636.40ms, SE = 12.20).  

Another significant interaction was between condition and stimulus type, 

F(1,90)=7.07, p<.01, η2=.062. The simple main effect of condition was not significant 

for word stimuli [F(1,90)=3.55, p<.063, η2=.038], or for nonword stimuli, F(1,90)=1.23, 

ns, η2=.013. The results show participants mean reaction times at correctly categorizing 

word stimuli in the feedback condition (M = 631.48 ms, SE = 9.59) to be statistically 

similar to performance in the no feedback condition (M = 615.91 ms, SE = 9.63). It 
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should be noted, however, that this simple main effect approached significance, and the 

trend in the data shows that participants were somewhat slower at correctly categorizing 

word stimuli in the feedback condition than in the no feedback condition. Also, 

participants took statistically similar amounts of time at correctly categorizing nonwords 

in the feedback condition (M = 723.97 ms, SE = 13.02) as they did in the no feedback 

condition (M = 735.81 ms, SE = 16.12). Again, it should be noted that although the 

simple main effect was not significant, the trend in the nonword data was a reversal of 

the word data, which could explain the significant interaction.  

The data revealed a significant interaction between order and stimulus type, 

F(1,90)=5.70, p<.02, η2=.022. The simple main effect of stimulus type was significant 

for order 1, F(1,90)=45.84, p<.0001, η2=.34, and order 2, F(1,90)=109.84, p<.0001, 

η2=.55. Participants’ reaction times at correctly categorizing word stimuli were faster 

than when correctly categorizing nonword stimuli in order 1 (feedback followed by no 

feedback). Similar to the outcome of order 1, participant reaction time at correctly 

categorizing word stimuli was faster than their reaction time to correctly categorizing 

nonword stimuli in order 2 (no feedback then feedback). The interaction was significant 

because the stimulus type effect was slightly larger for order 2 than for order 1, as 

suggested by the means (see Figure 1). 

--------------------------------- 

Insert Figure 1 about here 

--------------------------------- 

Another interaction was of order by condition, F(1,90)=7.17, p<.01, η2=.073. 

The simple main effect of condition was significant for order 1, F(1,90)=4.07, p<.05, 
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η2=.043, but not for order 2, F(1,90)=3.11, p<.082, η2=.033. When the feedback 

condition was completed first, followed by the no feedback condition, reaction time to 

categorize stimuli correctly in the feedback condition (M = 677.22 ms, SE = 15.35) was 

slower than in the no feedback condition (M = 653.85 ms, SE = 17.17). Although the 

simple main effect for order 2 was not significant, the observed trend was that the 

feedback condition (M = 678.23 ms, SE = 14.77) was somewhat faster than the no 

feedback condition (M = 697.87 ms, SE = 16.52). 

A significant interaction between stimulus type, feedback group, and order was 

observed, F(1,90)=4.15, p<.05, η2=.016. The means relevant to this three way 

interaction are presented in Table 1. The stimulus type by feedback group interaction 

was not significant for order 1, F(1,90)=.45, ns, η2=.005, but was significant for order 2,  

F(1,90)=13.24, p<.0005, η2=.13. The difference in reaction time to word stimuli 

between auditory and visual feedback groups was statistically similar to the difference 

between feedback groups for nonword stimuli in order 1. The simple main effect of 

feedback groups for words in order 2 was not significant, F(1,90)=1.80, ns, η2=.020, but 

it was significant for nonwords in order 2, F(1,90)=10.12, p<.002, η2=.10. Reviewing 

the means in Table 1, the significant two-way interaction indicated that the difference in 

word reaction times between groups was smaller than the difference in the nonword 

reaction time between groups in order 2. 

--------------------------------- 

Insert Table 1 about here 

--------------------------------- 

Finally, a significant interaction of stimulus type by condition by order was 
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observed, F(1,90)=11.92, p<.001, η2= .11, and presented in Figure 2. The simple 

interaction of stimulus type by feedback condition was not significant for order 1, 

F(1,90)=.30, ns, η2= .003, but it was significant for order 2, F(1,90)=19.42, p<.0001, 

η2= .18. In order 1, the difference in reaction times between the feedback and no 

feedback conditions for word stimuli was statistically similar to the difference between 

the feedback and no feedback conditions for nonword stimuli. In order 2, the simple 

main effect of feedback condition was not significant for words, F(1,90)=1.07, ns, η2= 

.012, but it was significant for nonwords, F(1,90)=11.93, p<.001, η2= .12. The datum 

shows that there was a cross over interaction where the reaction time in the feedback 

condition was slower than in the no feedback condition for word stimuli but this pattern 

was reversed for nonword stimuli. Reaction times for correctly categorizing nonword 

stimuli was faster in the feedback condition than in the no feedback condition for 

participants in order 2 (no feedback followed by feedback). The analysis of variance on 

reaction time revealed no other significant main effects or interactions. 

--------------------------------- 

Insert Figure 2 about here 

--------------------------------- 

Accuracy 

The ANOVA revealed a significant main effect of stimulus type on accuracy, 

F(1,90)=50.28, p<.0001, η2=.34. Specifically, word responses (M = 95.02%, SE = .26) 

were more accurate than nonwords responses (M = 90.89%, SE = .60).  

The analysis of accuracy revealed three significant two way interactions. 

Orthogonal contrasts were used to test all simple effects. One was between condition 
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and feedback group, F(1,90)=4.15, p<.05, η2=.044. The means relevant to this 

interaction are presented in Table 2. The simple main effect of feedback group on 

feedback condition was significant, F(1,90)=4.10, p<.05, η2=.044, but it was not 

significant for the no feedback condition, F(1,90)=.022, ns, η2=.0002. The feedback 

condition accuracy of participants in the auditory feedback group was lower than the 

accuracy of participants in the visual feedback group. In the no feedback condition, 

accuracy of the auditory feedback group was statistically similar to that of the visual 

feedback group.  

--------------------------------- 

Insert Table 2 about here 

--------------------------------- 

Another significant interaction evident between condition and stimulus type, 

F(1,90)=5.17, p<.025, η2=.044. The simple main effect of condition was significant on 

word stimuli, F(1,90)=8.86, p<.005, η2=.090, but was not significant for nonword  

stimuli, F(1,90)=1.18, ns, η2=.013. Word stimuli accuracy in the feedback condition (M 

= 94.55%, SE = .27) was significantly lower than in the no feedback condition (M = 

95.48%, SE = .32). Nonword stimuli accuracy in the feedback condition (M = 91.29%, 

SE = .64) was statistically similar to the no feedback condition (M = 90.49%, SE = .76).  

Another significant interaction observed was between stimulus type and order,  

F(1,90)=8.35, p<.005, η2=.056. Orthogonal contrasts revealed a significant simple main 

effect of stimulus type for order 1, F(1,90)=8.50, p<.005, η2=.086, and order 2, 

F(1,90)=51.80, p<.0001, η2=.37. In particular, accuracy to word stimuli was higher than 

for nonword stimuli for order 1, and similarly, accuracy to word stimuli was higher than 

2010 HICE Proceedings - Page 1320



 

to nonword stimuli for order 2 (see Figure 3). The interaction was significant because 

the effect of stimulus type was larger for order 2 than for order 1. 

 

 

--------------------------------- 

Insert Figure 3 about here 

--------------------------------- 

There were also two significant three way interactions. The first was between 

feedback group, condition, and stimulus type, F(1,90)=5.23, p<.05, η2=.045. The means 

relevant to this three way interaction are presented in Table 3. The feedback group by 

condition interaction was not significant for word stimuli, F(1,90)=.0015, ns, 

η2=.000016, but was significant for nonword stimuli, F(1,90)=5.46, p<.05, η2=.057. The 

difference in accuracy rates between auditory and visual feedback groups in the  

feedback condition was statistically similar to the difference between the feedback 

groups in the no feedback condition for word stimuli. The simple main effect of 

feedback group was not significant for nonword stimuli in the feedback condition 

F(1,90)=2.82, ns, η2=.03, or in the no feedback condition, F(1,90)=.71, ns, η2=.0079. 

Although not significant, the trend in results revealed accuracy for nonword stimuli was 

somewhat lower when auditory feedback was presented in the feedback condition than 

when visual feedback was presented and this pattern was reversed in the no feedback 

condition (see Figure 4). 

 

--------------------------------- 
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Insert Table 3 about here 

--------------------------------- 

--------------------------------- 

Insert Figure 4 about here 

--------------------------------- 

Finally, the condition by stimulus type by order interaction was significant, 

F(1,90)=15.12, p<.0002, η2=.13. The means relevant to this three way interaction are 

presented in Table 4. The condition by stimulus type interaction was not significant for 

order 1 accuracy rates, F(1,90)=1.26, ns, η2=.014, but the interaction was significant for 

order 2, F(1,90)=19.74, p<.0001, η2=.18. The difference in accuracy rates between 

feedback and no feedback conditions for word stimuli was statistically similar to the 

difference between the conditions for nonword stimuli when the order of presentation 

was feedback first, followed by no feedback. The simple main effect of feedback 

condition in order 2 was significant for word stimuli, F(1,90)=30.13, p<.0001, η2=.25, 

and for nonword stimuli, F(1,90)=5.10, p<.03, η2=.054. Accuracy for word stimuli was 

lower in the feedback condition than in the no feedback condition when the order of 

presentation was no feedback first, followed by feedback. This pattern for condition was 

reversed for nonword stimuli, where accuracy in the feedback condition was higher than 

in the no feedback condition. No other significant main effects or interactions were 

found for accuracy. 

--------------------------------- 

Insert Table 4 about here 

--------------------------------- 

It is noteworthy that the condition by feedback group interaction of relevance to 
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the research question was significant for accuracy, F(1,90)=4.15, p<.05, 

 η2=.044, but not reaction time, F(1,90) = 1.23, ns, η2 = .012. The means relevant to this 

interaction on both dependant variables are presented in Table 2 for informational 

purposes.  

Testing for Criterion Change 

Considering the potential role of criterion shift in the referent model, an attempt 

was made to determine if there was a change in decision making criterion from a signal 

detection theory perspective, and whether the performance was more conservative or 

more liberal when feedback was presented. This was done using a non-parametric 

measure of bias as described by Donaldson (1992). Donaldson described the non-

parametric measure that defines all possible performances when hit rate is plotted 

against false alarm rate. Participants are seen to be more conservative in their decision if 

changes in their actual performance indicate lower false alarm rates and higher hit rates. 

In contrast, a liberal bias is assumed if the change in their performance produces higher 

false alarm rates and lower hit rates. The measure of discrimination bias is represented 

as B’’. Accuracy rates of correct word responses were used as “hits” and incorrect 

nonword responses as “false alarms”. A maximum conservative bias is considered at 

+1.0 and a maximum liberal bias is considered at -1.0, and values in between represent 

the degree of bias towards hits versus false alarms. A 2 x 2 ANOVA with feedback 

group and condition as independent variables was completed to determine if there was a 

significant change in discrimination bias between the feedback and no feedback 

conditions. The analysis revealed no significant main effects or interactions. 
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Descriptively, the discrimination bias when participants were in the auditory feedback 

condition (B″D=-.17) was statistically similar to their no feedback condition (B″D=-.20). 

The participants in the visual feedback group became somewhat more conservative 

(∆B″D=.15) in the feedback condition (B″D=-.13) when compared to the no feedback 

condition (B″D=-.28). 

Discussion 

 In trying to determine performance differences between auditory and visual 

feedback, results unique to the inferences made for this experiment were found. Before 

discussing the results that are important to Experiment 1, we need to determine if the 

experimental design replicated the general trends that have been found in previous 

research using the lexical decision task. Specifically, did the experiment demonstrate 

that performance to word stimuli was better than to nonword stimuli? Data analysis 

revealed that word stimuli were indeed responded to more quickly and with higher 

accuracy than nonword stimuli. From this finding, we can conclude that the design of 

the lexical decision task was valid. Interestingly, there was also a significant interaction 

of stimulus type by condition on reaction time and accuracy. The data revealed no 

significant change in word performance in the feedback condition compared the no 

feedback condition, while nonword performance in the feedback condition was 

somewhat better than in the no feedback condition. In general, feedback had a positive 

impact on nonword stimuli and noimpact on word stimuli. This result was found for 

both auditory and visual feedback. An possible explanation relates to the amount of 

variability in the stimuli of the same kind. Results of model simulations show that the 
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amount of variability between word stimuli is very large when compared to nonword 

stimuli (Joordens, et al., 2003; 2009). Thus, the present study used a mixed nonword 

stimulus list to increase the variability in nonword values. This increased variability 

shifts the word/nonword decision criteria towards words. Introducing feedback may 

shift the word/nonword criteria in the opposite direction which negatively affects word 

decisions, and positively affects nonword decisions. 

 The rationale for using auditory feedback instead of visual feedback was that the 

use of a different feedback stimulus modality would reduce the effects of resource 

sharing, masking, and other issues arising from presenting feedback in the same 

modality as the primary task. Therefore auditory feedback would only affect error 

regulation mechanisms. The effects of auditory feedback would provide insight into 

error regulation mechanisms that could be employed directly in models of cognition that 

rely on external feedback, and provide information on how external feedback would 

affect information processing, which could be employed into systems using internal 

error regulation mechanisms.  

It was hypothesized that the use of a different modality for presenting feedback 

information would increase efficacy and result in better performance for participants. 

Specifically, participants receiving auditory feedback stimuli were expected to perform 

better than participants receiving visual feedback stimuli. The results of the analyses 

revealed mixed findings that did not fully support this hypothesis. Specifically, whereas 

a trend of faster reaction times to nonwords was found for auditory feedback, no group 

differences were observed for word reaction times. Overall, participants in the auditory 
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feedback group performed faster than those in the visual feedback group. However, an 

examination of feedback group performance in the feedback condition only revealed 

that there was no statistically significant difference in reaction times between visual 

feedback and auditory feedback, but the accuracy data shows a trend that visual 

feedback group participants were more accurate when they received feedback than when 

no feedback was provided. A comparison of the performance between feedback and no 

feedback conditions for participants in the auditory feedback group showed a trend 

where accuracy was lower when feedback was provided (see Table 2). Furthermore, a 

significant interaction between condition and feedback group for nonword accuracy 

revealed that during feedback conditions, visual feedback group led to higher accuracy 

than auditory feedback, but this trend was reversed in the no feedback condition.  

It is reasonable to assume that the auditory feedback was not effectively 

modifying decision making criteria. The signal detection analysis supports this 

assumption by revealing a negligible change of the participant’s decision making criteria 

in the auditory feedback group when comparing the degree of bias in performance 

between the feedback and no feedback condition. It seems that the auditory feedback did 

not impact decisions in the same way that visual feedback did. An examination of the 

visual feedback group’s data in Table 3 revealed that decisions were slightly better in 

the feedback condition than in the no feedback condition, which was supported by the 

ANOVA of condition by feedback group on accuracy which, showed that accuracy in 

the visual feedback group was higher in the feedback condition than in the no feedback 

condition. 
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The analyses also found that order did affect performance. The order by 

condition and order by stimulus type were both significant interactions, as was the 

condition by stimulus type by order interaction. Specifically, performance to nonword 

stimuli was affected more by order than word stimuli. Also, performance to the 

condition that was presented first was lower than that of the condition that was presented 

last. When combined in the three way interaction, it appears that feedback affects 

nonword stimuli positively, and when the feedback condition is presented after the no 

feedback condition, the impact of feedback on nonword performance is larger. Since 

nonwords are novel stimuli to participants, it takes participants time to become 

acclimated to them. Thus, performance improves in the second condition. The rate of 

improvement depends on the presentation order of the feedback condition. Recall that 

the referent model assumes that participants have already been exposed to both word 

and novel nonword stimuli. So, when feedback is presented, dramatic performance 

improvements should be observed (Order 2). However, when feedback is presented as 

participants are being initially exposed to the task, the impact of feedback on 

performance is not as large. Furthermore, performance improvements will not be seen 

when the feedback is then removed during the no feedback condition (Order 1). Thus, 

performance improvements for nonwords are larger when feedback is presented as the 

second condition (see Figure 2).   

Furthermore, Table 1 presents the reaction time means of the three way 

interaction between stimulus type by feedback group and order. Comparing the reaction 

time performances, a significant difference in nonword responses for visual feedback 
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group can be observed between feedback being presented first and when no feedback is 

presented first. It is unclear as to why such a difference in nonword reaction times across 

task order exists for visual feedback group and not for the auditory feedback group. The 

high nonword reaction times for the visual feedback group were the likely reason that 

the no feedback conditions between the two feedback groups were not statistically 

similar. A possible explanation for why this was the case comes from the signal 

detection theory analysis. The results of the analysis, although not significant, did 

suggest that participants became somewhat more conservative in the feedback condition 

when compared to the no feedback condition. One possible effect of a more 

conservative criterion would be a slowing of reaction times as an attempt is made to 

increase hits (accuracy). When combined with the above explanation of order effects on 

nonword stimuli, it is possible to see how the nonword reaction times are much slower 

when the feedback condition is presented second (Order 2) when compared to it being 

presented first (Order 1). Since no observable criterion changes were observed for the 

auditory feedback group, there would be no difference in stimulus performance between 

order 1 and order 2 for that group in the stimulus type, group, and order interaction. 

In general, observable differences between auditory and visual feedback in 

criterion changes were noted. In the feedback condition, there was a shift towards 

somewhat more conservative decisions in the visual feedback group but not in the 

auditory feedback group. Prior research comparing auditory and visual feedback through 

neurophysiological measures has noted equivalent changes in electrical activity between 

auditory and visual feedback processing (Miltner, et al., 1997). The question then arises 
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as to why the difference was observed in the present behavioural study. The difference 

in the criterion changes between visual and auditory feedback may be explained by the 

timing of the error feedback itself. It is plausible that participants receiving visual 

feedback would not be afforded time to further process the primary task stimulus to test 

for an error because the stimulus was replaced with a visual feedback stimulus. 

However, when using auditory feedback, although the visual target stimulus was 

removed, processing for an error can continue because the feedback stimulus was 

presented as an auditory tone and did not affect the internal representation of the target 

stimulus. Thus, the participant was able to continue processing the target stimulus even 

though an error feedback stimulus was presented. Since the feedback was initiated 

immediately after the response, participants may have tuned out the feedback, and relied 

on their own internal error checking mechanisms. It seems necessary to vary the interval 

between participant response and onset of auditory feedback stimulus to determine if, by 

varying the timing of the onset, I can capture the participant’s attention and influence 

their error regulation mechanisms while it is progressing, to have an effect on 

performance. Since prior research by Derryberry (1989) has examined the effect of 

varying feedback onset timing on visual feedback, focus for the present research will be 

on auditory feedback. 

Experiment 2 

The amount of time that passes between an incorrect decision and the feedback 

stimulus is vitally important. Operant conditioning research suggests that the interval 

between the behaviour (response) and consequence (feedback) must be minimal to 

2010 HICE Proceedings - Page 1329



 

ensure that feedback has a maximal effect on future responses (Durlach & Dawson, 

1991). Derryberry (1989) conducted a lateralized object identification task and 

determined that the optimal interval for visual feedback to impact future decisions was a 

500 ms SOA. SOA refers to stimulus onset asynchrony, which is defined as the timing 

between a response and the onset of the feedback stimulus. Specifically, he found that 

right visual field (RVF) advantage peaked and, in general, reaction times were fastest 

when identifying a target following target cueing at the 500 ms SOA. The impact of 

feedback was reduced when the onset of the feedback stimulus was set below or above 

the 500 ms SOA. Would one find a similar pattern when the onset of auditory feedback 

was varied? If performance varies when feedback at different SOAs were used, then 

when developing models of cognition that integrate feedback, such as the referent 

model, it would be important to take into account this variability in performance. In 

attempting to develop the best effect curve, the SOA's used in Derryberry's experiment 

provided a template for a range of values to test. Specifically, Derryberry used three 

different SOA values, each testing different ranges (350 ms, 500 ms, 650 ms SOA). 

Therefore, three SOA values were tested in the current experiment. However, the SOA 

values used deviated from Derryberry’s to reflect the approximate beginning of error 

regulation, its peak, and when activity returned to baseline. Thus, the purpose of the 

current experiment was to determine the effect of auditory feedback at 150 ms, 450 ms, 

or 750 ms SOA on participant performance in a lexical decision task. Given that there 

have been no previous studies on this particular topic, it was unclear as to the outcome 

of varying auditory feedback SOA on performance. However, based on Derryberry’s 
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results, it was assumed that performance to stimuli in the 450 ms SOA feedback 

condition would be better than any of the other SOA feedback conditions. 

Methods 

Participants  

One hundred thirty introductory psychology undergraduate students from the 

University of New Brunswick participated in the current study in return for partial credit 

towards their course grade. One hundred two were females and 28 were males (age was 

not recorded). All participants had normal or corrected to normal vision. 

Materials and Procedure  

The materials and procedure for Experiment 2 were very similar to that of 

Experiment 1. Therefore, only those aspects of the procedure that are unique to this 

experiment will be described. 

Participants were randomly assigned to one of three auditory feedback 

conditions, thus 48 participants were assigned to the 150 ms SOA group, 45 to the 450 

ms SOA group, and 47 to the 750 ms SOA group. The conditions differed in the length 

of interval between an incorrect response and the feedback stimulus (150 ms, 450 ms, 

750 ms SOA). A within-subject design was considered but not used because each person 

would have had to complete a very large number of trials in a blocked presentation of 

each SOA. Participants sat approximately 60 cm away from the computer monitor in a 

sound attenuated, dimly lit room. 

All participants completed two conditions (i.e., Feedback and No Feedback) and 

the order of conditions was counterbalanced across participants. In each condition, 
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participants were instructed to respond as quickly and accurately as possible. During the 

Feedback condition, participants were informed that a tone would occur every time they 

made an error. On each trial, a 200 ms blank screen was followed by a “+” sign that was 

presented for 200 ms, followed by another blank screen for 500 ms, and then a stimulus 

was presented until a response was made. 

The group participants belonged to represented the SOA between their incorrect 

response and onset of the auditory feedback stimulus. When required, the auditory 

feedback stimulus consisted of a 500 Hz auditory tone that lasted for 200 ms, which was 

then followed by a blank screen for 200 ms, after which the “+” sign reappeared and the 

cycle was restarted. The overall duration of a trial in all SOA conditions was not kept 

constant. Instead, the post feedback duration was constant. This was done because the 

goal of the study was to attempt to alter participants’ thought processes, specifically, 

their error regulation mechanisms, by using error feedback. In the current experiment, 

an attempt was made to determine if there was an optimal time to present feedback to 

determine when it would have the largest impact on error regulation mechanisms. 

Essentially, the aim was to substitute what the participants’ own error regulating 

mechanisms were generating with external feedback. What was important was that the 

feedback was the end of that thought process cycle, and the trial ended without 

participants ruminating any further about the trial. Thus, it was assumed that participants 

focused on the next trial once the feedback had ended. The problem was that if the 

duration after feedback was not constant across SOA values then, for example, those 

participants in the 150 msec SOA would have much more extra time after feedback to 
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further process the outcome of that trial or possibly some other aspect of the trial, 

whereas those who received feedback 750 msec after their response would have much 

less time after feedback to think about the trial. Such small differences between the three 

conditions may seem unlikely to affect performance, but past studies have found that 

even minute time differences can cause significant changes to occur (Miltner et al., 

1997). Thus, one would not know if an observed effect was due to the onset of feedback 

at different intervals or whether participants simply had more time to process the 

information after feedback was presented. By removing this confound, then the only 

manipulation was the SOA. Although this meant that the overall time interval between 

trials was also altered, that was only so because the SOA was changed. As a further way 

to control trial length, when a correct response was made by the participant, a blank 

screen appeared for a period of time equal to the combined duration of the SOA in the 

condition of relevance plus the duration of the feedback stimulus. This was then 

followed by another 200 ms blank screen which was then followed by a new trial.  

Each of the 3 SOA conditions included a control condition in which no feedback 

was given. The inclusion of the control condition allowed for performance comparisons 

across the three SOAs during analysis. This ensured that changes in the inter-trial 

interval had no significant effect. After the experiment was completed, the participants 

were debriefed and given their bonus credit for participating. 

Results 

The statistical analyses of Experiment 2 are very similar to those of Experiment 

1. Therefore, only the differences in data analyses that are unique will be described. A 
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set of preliminary analyses were done to determine if there were any significant changes 

in main effects and interactions when outliers were removed from the dataset. 

Significant changes were observed when outliers were removed, thus, these data were 

left out for all the analyses. Accordingly, 4 participants from the 150 ms SOA group, 3 

from the 450 ms SOA group, and 4 from the 750 ms SOA group were removed prior to 

analysis.  

Data analyses involved a 2 x 3 x 2 x 2 mixed ANOVA, with stimulus type (word 

versus nonword), SOA group (150 versus 450 versus 750), condition (feedback versus 

no feedback), and order (order 1: feedback followed by no feedback versus order 2: no 

feedback followed by feedback) as the independent variables. 

Analysis of Variance 

 Reaction Time 

 The analysis of variance on reaction time data for correct responses revealed a 

significant main effect of stimulus type, F(1,123)=220.32, p<.0001, η2=.64. 

Performance for correctly categorizing words (M = 637.29 ms, SE = 8.54) was faster 

than for nonwords (M = 758.54 ms, SE = 13.46). In addition to the main effect, the 

analysis also revealed significant 2 way and 3 way interactions. Similar to Experiment 1 

results, orthogonal contrasts were used to test simple effects.  

The first was a significant interaction of order by condition, F(1,123)=14.21, 

p<.0005, η2=.098. The simple main effect of condition was significant for order 1, 

F(1,123)=6.82, p<.02, η2=.053, and for order 2, F(1,123)=7.41, p<.01, η2=.057. 

Specifically, when the feedback condition was presented first, participant responses in 
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the feedback condition was slower than in the no feedback condition. However, this 

trend was reversed when the no feedback condition was presented first, and responses 

were faster in the feedback condition than in the no feedback condition. In observing 

Figure 5, it should be noted that reaction times in the no feedback condition did not 

change much between order 1 and order 2, rather, reaction times in the feedback 

condition were much higher when the feedback condition was presented first (order 1) 

and much lower when the feedback condition was presented second (order 2). 

--------------------------------- 

Insert Figure 5 about here 

--------------------------------- 

 The final significant interaction was of condition by stimulus type by order, 

F(1,123)=15.17, p<.0005, η2=.12. The simple interaction of condition by stimulus type 

was significant for order 1, F(1,123)=3.98, p<.05, η2=.03, and for order 2, 

F(1,123)=11.83, p<.001, η2=.088. The simple main effect of condition was not 

significant for word stimuli in order 1, F(1,123)=1.36, ns, η2=.011, but it was significant 

for nonword stimuli in order 1, F(1,123)=8.58, p<.005, η2=.065. In order 1, there was no 

statistical difference in word reaction times between feedback and no feedback 

conditions. However, nonword stimuli were responded to more quickly in the no 

feedback condition than in the feedback condition (see Figure 6). For order 2, the simple 

main effect of feedback condition was not significant for words, F(1,123)=.098, ns, 

η2=.0008, but feedback condition was significant for nonwords, F(1,123)=14.03, 

p<.0005, η2=.10. In order 2 (no feedback followed by feedback), the difference in 

reaction times for word stimuli in the feedback and no feedback condition was 
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statistically similar for order 2, however, participants were faster at correctly 

categorizing nonword stimuli in the feedback condition than in the no feedback 

condition. 

--------------------------------- 

Insert Figure 6 about here 

--------------------------------- 

 

  Accuracy 

 The ANOVA on accuracy revealed only one significant main effect, of stimulus 

type on accuracy, F(1,123)=51.19, p<.0001, η2=.28. Specifically, accuracy was higher 

for words (M = 94.50%, SE = .24) than nonwords (M = 90.96%, SE = .49). In addition, 

the analysis found two 2 way interactions and one 3 way interaction. 

The first significant interaction was of stimulus type and order, F(1,123)=6.20, 

p<.05, η2=.033. The simple main effect of stimulus type was significant for order 1, 

F(1,123)=12.31, p<.001, η2=.091, and for order 2, F(1,123)=41.68, p<.0001, η2=.25. 

The difference between word and nonword accuracy was larger in order 2 when 

compared to order 1 (see Table 5). 

--------------------------------- 

Insert Table 5 about here 

--------------------------------- 

 

The next significant interaction was of condition by order, F(1,123)=11.83, 

p<.001, η2=.087. The simple main effect of condition was significant for order 1, 
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F(1,123)=4.67, p<.05, η2=.037, and it was also significant for order 2, F(1,123)=7.19, 

p<.01, η2=.055. Specifically, feedback condition accuracy (M = 92.59%, SE = .44) was 

lower than no feedback condition accuracy (M = 93.49%, SE = .46) in order 1, but the 

pattern was reversed in order 2 where accuracy in the feedback condition (M = 93.05%, 

SE = .49) was higher than in the no feedback condition (M = 91.79%, SE = .52).  

The final significant interaction was between condition, stimulus type, and order, 

F(1,123)=23.51, p<.0001, η2=.16. The results of the interaction are presented in Figure 

6. The simple interaction of condition by stimulus type was significant for order 1, 

F(1,123)=13.62, p<.0005, η2=.10, and for order 2, F(1,123)=10.28, p<.005, η2=.077. In 

order 1, the simple main effect of condition was not significant for words, 

F(1,123)=2.19, ns, η2=.018, but it was significant for nonwords, F(1,123)=11.52, 

p<.001, η2=.086. Specifically, accuracy for word stimuli was statistically similar 

between the feedback and no feedback condition in order 1. Accuracy to nonwords was 

worse in the feedback condition than in the no feedback condition in order 1. In order 2, 

the simple main effect of feedback condition was not significant for words, 

F(1,123)=.24, ns, η2=.002, but it was significant for nonwords, F(1,123)=11.69, p<.001, 

η2=.087. There was no statistical difference in accuracy for word stimuli between the 

feedback and no feedback condition in order 2. However, nonword stimuli accuracy was 

much higher in the feedback condition than the no feedback condition during order 2. 

--------------------------------- 

Insert Figure 7 about here 

--------------------------------- 

No other significant main effects or interactions were found for accuracy. It is 
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important to note that the SOA group by condition type interaction, of relevance to the 

research question, was not significant for reaction time, F(2,123)=2.69, p<.08, η2=.037, 

or accuracy, F(2,123)=.12, ns, η2=.0017. Although not significant, the p value for SOA 

group by condition was approaching significance for reaction time. The mean reaction 

time data for the feedback condition revealed that the 450 ms SOA was the fastest, and 

that performance to the other two SOA feedback conditions performed somewhat worse 

than their no feedback condition counterparts. The relevant means are presented in 

Table 6 for information purposes. 

--------------------------------- 

Insert Table 6 about here 

--------------------------------- 

Discussion 

 The results of Experiment 2 replicated the stimulus type effect that is expected in 

a lexical decision task study. Specifically, the experiment found faster reaction times 

and higher accuracy to word stimuli when compared to nonword stimuli. Furthermore, 

no significant differences in the no feedback conditions were observed across the three 

SOA groups, but order was included in the analyses to maintain consistency with 

Experiment 1, and because this task seems to be sensitive to ordering effects. Central to 

Experiment 2 was the attempt to determine if there was an optimal SOA where auditory 

feedback would maximally affect performance. Lack of research on auditory feedback 

meant no concrete predictions could be made, but based on Derryberry’s (1989) results 

of SOA manipulation for visual feedback, it was assumed that a similar pattern would be 

seen in Experiment 2. Specifically, it was assumed that performance to stimuli in the 
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450 ms SOA feedback condition would be better than any of the other SOA feedback 

conditions. Although the feedback condition across SOA groups did not lead to 

significant results to confirm this inference, there was a trend in the data that 

performance in the 450 ms SOA feedback condition was better than performance in the 

other two SOA feedback conditions. The reason why the differences between the three 

SOA groups were not significant may be attributed to the small effect size. Based on the 

effect sizes observed in this experiment, a power calculation suggests that a sample size 

of 175 participants would achieve significance. It is unclear if the performance in the 

150 ms and 750 ms SOA groups, where the mean reaction times for the feedback 

condition were slower than the no feedback condition, was a reflection of the true state 

of affairs or an artifact of a confound not identified. Since Experiment 1 results 

produced a similar pattern to the 150 ms and 750 ms SOA, this might be a valid result. 

However, this pattern was not replicated with the 450 ms SOA group. Thus, it is 

necessary for replication of the study to determine if the result was valid.  

Similar to Experiment 1, the order of condition presentation did have an effect 

on performance. Reviewing the significant condition by order interaction for reaction 

time and accuracy, it seems that in order 1, when feedback was presented first followed 

by no feedback, performance in the feedback condition was slower and less accurate 

than the no feedback condition. This pattern was reversed in order 2, in which the no 

feedback condition was presented first followed by feedback. This was likely due to 

practice effects since the condition that was presented first was the one that led to poorer 

performance. The significant interaction of condition, order, and stimulus type for 

2010 HICE Proceedings - Page 1339



 

reaction time and accuracy shows that nonword performance was affected the most. 

Similarly, performance to nonwords was worse in the condition that was presented first, 

and improved in the second condition. Since nonwords are novel stimuli, participants’ 

familiarity with them improved over time, which was observed as the difference 

between the first and second condition presented. 

It was also interesting to note that the results presented in Table 7 indicated that 

reaction time performance might be hindered when auditory feedback was not presented 

at an optimal interval. If this result is robust, then studies that employ feedback 

(specifically, auditory) should take into account that the SOA of the feedback stimulus 

can affect the results of their study. Replication of this study is required to determine the 

true nature of the outcome. Possible reasons for why the trend was not significant will 

be discussed further in the General Discussion. 

General Discussion 

 The purpose of the current studies was to determine the effects of auditory 

feedback on performance in a lexical decision task. While there was some success in 

achieving this goal, the results were mixed and overall the findings were inconclusive. 

The goal of Experiment 1 was to determine whether any performance differences 

between visual feedback, an already established form of feedback, and auditory 

feedback, which has not received much attention, existed. Analysis of reaction times 

revealed that auditory feedback had a larger impact on nonword stimuli, but no 

differences were observed on word stimuli. The analysis on accuracy in Experiment 1 

also revealed a significant interaction of feedback by condition type, but this was not 
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attributed to any single feedback stimulus. Rather, the significant interaction occurred 

because accuracy in the feedback condition was higher than no feedback accuracy for 

visual feedback, but the trend was reversed for auditory feedback resulting in a 

crossover interaction.  

The results regarding visual feedback are somewhat consistent with other studies 

that have found improvements in task performance when participants received visual 

feedback when compared to no feedback. Thus, it seems that, comparatively speaking, 

visual feedback improves performance better than auditory feedback. However, some 

care should be taken when reviewing the results as no significant reaction time 

differences between feedback groups in the feedback condition were observed, and the 

significant difference between visual and auditory feedback in the feedback condition on 

accuracy was less than 2 percent. Some studies have noted that using visual feedback 

stimuli that are similar to the primary task (e.g., “X” used as feedback in the present 

series of experiments) result in an overall weaker effect of the visual feedback than if 

the feedback stimulus were dissimilar to the primary task stimulus (Kaplan & Zaidel, 

2001; Miltner et al., 1997). The present study used an “X” as the visual feedback to 

maintain consistency with past studies (see Kaplan & Zaidel, 2001, for overview). 

Since the results of Experiment 1 showed auditory feedback to have no effect on 

performance, which contradicted our hypothesis for that experiment, it was necessary to 

determine why it was the case. It might be that auditory feedback is particularly 

sensitive to timing issues as was the case for visual feedback (Derryberry, 1989). Since 

auditory feedback does not replace the primary task stimulus that is presented visually, 

2010 HICE Proceedings - Page 1341



 

participants can continue with error checking. If a feedback stimulus is presented when a 

participant’s own error regulation mechanisms are reaching a conclusion about their 

own decision, it is more likely that a feedback stimulus presented in a different modality 

will have an impact on performance. However, if the same feedback stimulus is 

presented at a different point of error checking, then feedback may not affect the error 

regulation mechanism, and could instead act as a disruption that would delay processing 

of the error. This delay could spill over into the next trial and affect performance in the 

next trial. Thus, the timing of the onset (SOA) of the auditory feedback may be even 

more important than that for visual feedback. 

Demonstrated from a referent model perspective, consider that error detection is 

based on determining if the evidence used for making a decision is accurate. As 

participants are continuing to process the information after the decision is made, they try 

to detect an error or evidence that contradicts their decision. Whether an error is found 

or not, the participant continues processing after a decision is made only for a certain 

period of time before shifting attention to the new trial. Feedback provided early during 

the error detection process may be considered as evidence towards the accuracy of the 

decision, but might not have a large effect on the autonomous process that occurs after 

each decision. Presentation of feedback after the error detection processing is complete 

when everything is returning to baseline will not have any effect. If the feedback is 

presented at the peak of the error detection process, it is more likely to play a large role. 

Visual feedback stimuli might be less sensitive to timing issues because they 

replace the primary task stimulus with a feedback stimulus. The use of a visual stimulus 
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may disrupt the internal representation of the target stimulus. This impacts performance 

because the internal error checking mechanisms do not have a representation of the 

target stimulus to process and can not determine the accuracy of their responses. Thus, 

participants are inclined to rely on an external feedback stimulus. As previously 

mentioned, Derryberry (1989) determined that there is an optimal time after responses 

when even visual feedback will have its largest impact and, as the SOA shifted away 

from this duration, the effect of visual feedback decreased. Although not significant, a 

similar pattern was observed in Experiment 2. 

 In Experiment 2, the purpose was to study the effect of auditory feedback at 

varying SOA values on performance in the lexical decision task. The results did show a 

significant interaction between SOA and condition type on reaction time. Although the 

effect of SOA in the feedback condition was not significant, there was a trend 

suggesting that performance was faster when feedback was presented at 450 ms SOA 

and performance degraded as SOA values changed. This finding showed a pattern that 

was similar to Derryberry’s (1989) results. 

Something else to consider for future research, Derryberry (1989) found an 

optimal SOA for presenting visual feedback stimulus. It is possible that the SOAs used 

in the current study were not optimal for auditory feedback. It might be necessary to test 

a greater number of SOA’s to more accurately determine the optimal presentation of 

auditory feedback. 

 Limitations of the Current Study 

 When considering the outcomes of the experiments in the current study, the 
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results might be attributed in part to the high accuracy that participants achieved in the 

lexical decision task. The rate of accuracy in the no feedback conditions in both 

experiments was around 90 percent for both word and nonword stimuli. In past lexical 

decision task research, such high accuracy rates are not uncommon, and so were not 

considered an issue for the present experiments until the completion of the study. 

However, it is possible that this high accuracy rate in the no feedback condition may not 

have allowed for further improvement in the feedback conditions. Thus, a ceiling effect 

may have occurred, skewing the results, and precluding the observation of effects 

sufficiently large to produce significant results. This may indicate that the task was too 

easy for participants, and needs to be made more difficult to lower the accuracy of 

participants. Creating a more challenging task that would cause participants to make 

more errors would rule out a ceiling effect. Several approaches to creating a more 

challenging task are explored below. 

The stimulus list for the current study was obtained from previous research that 

had successfully employed these words. It was assumed that the list would be effective 

in the current study as well. However, based on the high accuracy rates and, in general, 

no effects of feedback on word stimuli, it may be necessary to use a more difficult 

stimulus list in the future. The current study tried to employ a mixed list design where a 

large breadth of nonwords ranging from scrambled to pseudohomophones were used to 

ensure an unbiased result, while increasing task difficulty and stimulus variability. A 

study using a blocked design where different types of nonword are used separately may 

provide insight as to the specific effect of feedback on the changing difficulty of the 
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lexical decision task context as nonword stimuli become more word-like and increase 

the difficulty of the task. In a blocked design, the effect of feedback on each nonword 

type can be analyzed individually to determine significance, however, the list variability 

that is generated by a mixed list design is lost, and based on assumptions from the 

referent model, the overall effect of feedback on nonword stimuli might be reduced. 

 The difficulty of word stimuli can also be manipulated to increase task difficulty. 

This can be accomplished by using lower frequency words. This manipulation may be 

helpful seeing that word stimuli were not really affected by feedback. Caution should be 

used in this approach because as the frequency of the words is reduced, the likelihood 

that participants have experienced those words is also reduced. The issue arises when 

participants respond “nonword” to these stimuli because they have not experienced the 

words before, and confound the results of the experiment. 

Instead of lowering word frequency, another option may be stimulus 

degradation. Stimulus degradation is a procedure where the presentation of a stimulus is 

modified to make it more difficult for participants to perceive the stimulus. An example 

is to reduce the intensity of the target stimulus (Becker & Killion, 1977). Thus, the 

difficulty of the task would increase without having to alter the current stimulus list. 

Additionally, Sternberg’s (1969) theory of compartmentalization posits that processing 

of degraded perceptual information would affect the early stages of word recognition 

and not the late stages in which error regulation and feedback occur. Therefore, stimulus 

degradation would only produce an additive effect on the results, and might provide a 

useful method of controlling task difficulty. 
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Another limitation was the issue of ordering effects on the outcome of the study. 

It seems that the current experimental design was sensitive to the order in which the 

feedback condition was presented in comparison to the no feedback (control) condition. 

It was not completely clear whether this was due to practice effects, how the instructions 

were presented to participants, or some other factor that may not have been controlled. 

A possible explanation for order effects comes from the referent model, which suggests 

that for maximal effect of feedback, participants need to be exposed to the primary task 

before feedback can begin. So, when the feedback condition was presented first, 

participant performance was not improving as well as if the feedback condition were 

presented last, because participants were still getting acclimated with the primary task. 

Whereas, when feedback was presented last, participants were already familiar with the 

primary task, and thus, there were larger improvements in performance. If this is the 

case, then one way to resolve the issue is to include an additional block of trials similar 

to the no feedback condition, so that participants can get familiar to the task. Thus there 

would be 2 levels to ordering: 1) practice condition -> no feedback condition -> 

feedback condition, and 2) practice condition -> feedback condition -> no feedback 

condition. This way, for either order participants would be exposed to the task prior to 

the feedback and no feedback conditions. 

 In conclusion, the outcome of the study did not confirm the expected findings 

due to unforeseen systematic issues. Unfortunately, these issues can not be directly 

tested with the present data, and instead, replication while controlling for possible 

confounds, such as high accuracy rates at baseline, would be required to determine if 
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controlling these issues might alter the results. Basic research by its nature does 

sometimes lead to uncertain results that help define the boundaries of discovery. It 

seems that the current study pushed the boundary and produced unique results that 

require replication and extension in experiments controlling for the influence of 

unforeseen factors. 
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Figure Captions 

Figure 1. Mean reaction time (in ms) as a function of stimulus type and order. The solid 

line represents order 1 (feedback followed by no feedback) reaction times.. The dashed 

line represents order 2 (no feedback followed by feedback) reaction times. 

Figure 2. Mean reaction time (in ms) as a function of condition, stimulus type, and 

order. The solid line represents feedback condition reaction times, and the dashed line 

represents the no feedback condition reaction times. The left box represents condition by 

stimulus interaction for order 1, which was the presentation of feedback condition 

followed by no feedback condition. The right box represents condition by stimulus 

interaction for order 2, which was the presentation of no feedback condition followed by 

the feedback condition. 

Figure 3. Mean accuracy (in %) as a function of stimulus type and order. The solid line 

represents accuracy for word stimuli. The dashed line represents nonword accuracy. 

Order 1 was the presentation of feedback condition followed by no feedback condition. 

Order 2 was the presentation of no feedback condition followed by the feedback 

condition. 

Figure 4. Mean accuracy (in %) as a function of condition, stimulus type, and feedback 

group. The solid line represents auditory feedback accuracy, and the dashed line 

represents visual feedback accuracy. The left box represents condition by feedback 

group interaction for word stimuli. The right box represents condition by feedback 

group interaction for nonword stimuli 
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Figure 5. Mean reaction time (in ms) as a function of condition and order. The solid line 

represents feedback condition reaction times and the dashed line represents no feedback 

condition reaction times. Order 1 was the presentation of feedback condition followed 

by no feedback condition. Order 2 was the presentation of no feedback condition 

followed by the feedback condition. 

Figure 6. Mean reaction time (in ms) as a function of condition, stimulus type, and 

order. The solid line represents word reaction times, and the dashed line represents 

nonword reaction times. The left box represents condition by stimulus interaction for 

order 1, which was feedback condition presentation followed by no feedback condition. 

The right box represents condition by stimulus interaction for order 2, which was the 

presentation of no feedback condition followed by the feedback condition. 

Figure 7. Mean accuracy (in %) as a function of condition, stimulus type, and order. The 

solid line represents word accuracy, and the dashed line represents nonword accuracy. 

The left box represents condition by stimulus interaction for order 1, which was 

feedback condition presentation followed by no feedback condition. The right box 

represents condition by stimulus interaction for order 2, which was the presentation of 

no feedback condition followed by the feedback condition. 
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Table 1 

Mean Reaction Times (ms) as a Function of Stimulus Type, Feedback Group, and Order 

(standard errors are presented in parentheses) 

 
              Feedback Group 
         
         Auditory              Visual   
 
 
Order 1 (feedback then no feedback) 
 

Word   613.60 (16.67)   632.16 (18.64) 
 

Nonword    690.42 (26.21)   725.97 (29.31) 
 
 
Order 2 (feedback then no feedback) 
 

Word   608.37 (18.19)   640.64 (15.75)             
 

Nonword   691.33 (26.60)    811.84 (24.77)             
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Table 2 

Mean Reaction Times (ms) and Accuracy Percentages as a Function of Condition Type 

and Feedback Group (standard errors are presented in parentheses) 

 
               Feedback Group 
         
            Auditory              Visual   
 
 
Reaction Time 
 

Feedback Condition  656.31 (15.14)   699.14 (14.98) 
 

No Feedback Condition   645.55 (16.94)   706.17 (16.76) 
 
 
Accuracy 
 

Feedback Condition  92.16 (.55)   93.58 (.54)             
 

No Feedback Condition  93.10 (.62)    92.83 (.60)             
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Table 3 

Mean Accuracy Rates (%) as a Function of Stimulus Type, Feedback Condition, and 

Feedback Group (standard errors are presented in parentheses) 

 
              Feedback Group 
         
         Auditory         Visual   
 
 
Feedback 
 

Word   94.06 (.39)   95.05 (.38) 
 

Nonword    90.21 (.91)   92.37 (.90) 
 
 
No Feedback 
 

Word   94.97 (.46)   95.99 (.46)             
 

Nonword   91.13 (1.08)    89.85 (1.07)             
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Table 4 

Mean Accuracy Rates (%) as a Function of Stimulus Type, Feedback Condition, and 

Order (standard errors are presented in parentheses) 

 
              Order 
         
         Order 1         Order 2   
 
   (Feedback->No Feedback) (No Feedback->Feedback) 
 
 
Feedback 
 

Word   94.97 (.39)   95.05 (.38) 
 

Nonword    91.91 (.92)   92.37 (.89) 
 
 
No Feedback 
 

Word   94.46 (.47)   95.99 (.45)             
 

Nonword   92.63 (1.09)    89.85 (1.05)             
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Table 5 

Mean Accuracy (%) as a Function of Stimulus Type and Order (standard errors are 

presented in parentheses) 

 
               Order 
         
          Order 1   Order 2   
 
 

Words  94.19 (.32)   94.80 (.36) 
 

Nonwords  91.88 (.65)   90.03 (.73) 
 
∆   2.31    4.77  
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Table 6 

Mean Reaction Times (ms) and Accuracy (%) as a Function of Condition Type and 

SOA Group (standard errors are presented in parentheses) 

 
              Condition Type 
         
           Feedback   No Feedback   
 
 
Reaction Time 
 

150 ms SOA  716.84 (26.04)   696.97 (26.86) 
 

450 ms SOA   665.36 (26.65)   689.68 (27.49) 
 
750 ms SOA  719.49 (26.34)   713.54 (27.17)  
 
Effect Size (η2)  .04    .0063 

 
 
Accuracy 
 

150 ms SOA  93.23 (.79)   93.52 (.84)             
 

450 ms SOA  92.63 (.81)    92.35 (.86)             
 
750 ms SOA  92.67 (.80)    92.47 (.85)             
 
Effect Size (η2)  .056    .018 
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ABSTRACT 
 With the implementation of No Child Left Behind legislation and a push for reform 
curricula, prospective teachers must be prepared to facilitate learning at a conceptual level. To 
address these concerns, an exploratory mixed methods investigation of twenty-eight prospective 
middle grades teachers’ mathematics knowledge for teaching geometry and mathematical 
connection-making was conducted at a large public southeastern university. Participants 
completed a diagnostic assessment in mathematics with a focus on geometry and measurement 
(CRMSTD, 2007), a mathematical connections evaluation, and a card sort activity. Mixed 
methods data analysis revealed prospective middle grades teachers’ mathematics knowledge for 
teaching geometry was underdeveloped and the mathematical connections made by prospective 
middle grades teachers were more procedural than conceptual in nature. 
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PROSPECTIVE MIDDLE GRADES TEACHERS’ MATHEMATICAL 
CONNECTIONS AND ITS RELATIONSHIP TO THEIR MATHEMATICS 

KNOWLEDGE FOR TEACHING 
 

Effective competition in a rapidly growing global economy places demands on a 

society to produce individuals capable of higher-order critical thinking, creative problem 

solving, connection making, and innovation. In response to these demands, the National 

Council of Teachers of Mathematics (NCTM) (1989) published the Curriculum and 

Evaluation Standards for School Mathematics (CESSM) followed by the Principles and 

Standards for School Mathematics (2000), and the Curriculum Focal Points for 

Prekindergarten through Grade 8 Mathematics: A Quest for Coherence (2006). Within 

the executive summary of the 2000 document is the guiding principle “students must 

learn mathematics with understanding, actively building new knowledge from experience 

and previous knowledge” (p. 2). The PSSM also highlights the importance of problem 

solving and establishing connections. 

By solving mathematical problems, students acquire ways of thinking, habits of 
persistence and curiosity, and confidence in unfamiliar situations that serve them 
well outside the mathematics classroom…when students connect mathematical 
ideas, their understanding is deeper and more lasting, and they come to view 
mathematics as a coherent whole. (p. 4) 
 

We must look to our teacher education programs to help prospective teachers build the 

mathematical habits of mind that promote a conceptually indexed, broad-based 

foundation of mathematics knowledge for teaching which encompasses the establishment 

and strengthening of mathematical connections. In particular,  

…the curriculum of teacher preparation programs must include helping preservice 
teachers make connections between mathematics concepts and between concepts 
and representations for the concepts. The teacher with this preparation should 
leave these programs with well-developed, interconnected, and accessible 
knowledge base effective for teaching mathematics. (Bartels, 1995, p. 25) 
 

If prospective teachers are expected to construct, emphasize, integrate and make use of 

mathematical connections, then they must acquire an understanding of mathematics that 

is fluid, supple, and interconnected (Evitts, 2005). Prospective teachers must learn to 

access and unpack their mathematical knowledge in a connected, effective manner. 

Furthermore, prospective teachers must not only be able to do the mathematics they will 
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teach but must possess a deep conceptual understanding of the mathematics. Without 

understanding the connections among the important, functional concepts in mathematics, 

prospective teachers will be ill equipped to effectively engage middle grades students in 

mathematical connection making, reasoning, and problem solving. Given the increased 

attention by the NCTM (1989, 2000) standards and recent publication of the NCTM 

(2006) Curriculum Focal Points stressing the importance of mathematical connection 

making, an exploratory mixed methods study of prospective middle grades teachers’ 

mathematics knowledge for teaching and its relationship to the mathematical connections 

is warranted.  

To provide a foundation for this exploratory mixed methods study, an overview of 

literature on knowledge for teaching mathematics, mathematics knowledge for teaching 

geometry and mathematical connections is presented. 

Knowledge for Teaching Mathematics 

Teacher education programs are being challenged as never before to prepare 

prospective mathematics teachers in ways that will enhance teaching and learning of 

mathematics well into the 21st century. Research suggests that teachers’ mathematics 

knowledge, knowledge of teaching, and knowledge of students’ thinking and general 

beliefs about teaching influence what is taught and ultimately what students learn (Ball & 

Bass, 2003; Ball, Lubienski, & Mewborn, 2001; Ball & McDiarmond, 1990; Fennema & 

Franke, 1992; Hiebert & Carpenter, 1992; Putnam & Borko, 2000). Scholars have come 

to realize subject matter knowledge and pedagogy are inseparable. This indissoluble 

relationship between subject matter knowledge and pedagogical content knowledge is 

called pedagogical content knowledge (Shulman, 1986). 

Pedagogical content knowledge identifies the distinctive bodies of knowledge for 
teaching. It represents the blending of content and pedagogy into an 
understanding of how particular topics, problems or issues are organized, 
represented, and adapted to the diverse interests and abilities of learners, and 
presented for instruction. Pedagogical content knowledge is the category most 
likely to distinguish the understanding of the content specialist from that of the 
pedagogue. (Shulman, 1987, p. 4)  
 
Researchers have begun to explore the idea that “teaching quality might not relate 

so much to performance on standard tests of mathematics achievement as it does to 

whether teachers’ knowledge is procedural or conceptual, whether it is connected to big 
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ideas or isolated into small bits…” (Hill & Ball, 2004, p. 332). With this in mind, Hill, 

Rowan, and Ball (2005) refined Shulman’s (1986) concept of pedagogical content 

knowledge for teaching by focusing on the subject-specific nature of this type of 

knowledge. In particular, they adapted his definition to the field of mathematics 

education by introducing the notion of mathematics knowledge for teaching (MKT).  

By “mathematical knowledge for teaching,” we mean the mathematical 
knowledge used to carry out the work of teaching mathematics. Examples of this 
“work of teaching” include explaining terms and concepts to students, interpreting 
students’ statements and solutions, judging and correcting textbook treatments of 
particular topics, using representations accurately in the classroom, and effects of 
teachers’ mathematical knowledge on student achievement providing students 
with examples of mathematical concepts, algorithms, or proofs. (Hill, Rowan, & 
Ball, 2005, p. 373) 

 
Teaching mathematics effectively requires prospective teachers to (a) have a deep 

understanding not only of the mathematics they will be teaching but of the mathematics 

their students will encounter as they move through the educational system; and (b) have a 

deep conceptual understanding of the subject matter along with the ability to make 

connections between and within disciplines. This allows teachers to make informed 

decisions about the appropriate pedagogy to use in their classrooms (Hill et. al, 2005; 

CBMS, 2001; Fennema & Franke, 1992; Ma, 1999). As Lampert (2001) points out, 

One reason teaching is a complex practice is that many of the problems a teacher 
must address to get students to learn occur simultaneously, not one after another. 
Because of this simultaneity, several different problems must be addressed in a 
single action. And a teacher’s actions are not taken independently; they are inter-
actions with students, individually and as a group. A teacher acts in different 
social arrangements in the same time frame. A teacher also acts in different time 
frames and at different levels of ideas with individuals, groups, and the class to 
make each lesson coherent, to link one lesson to another, and to cover a 
curriculum over the course of a year. Problems exist across social, temporal, and 
intellectual domains, and often the actions that need to be taken to solve problems 
are different in different domains. (p. 2) 
 

Prospective middle grades teachers’ connection making is not only an essential 

component to the development and strengthening of their MKT but is vital to addressing 

the “simultaneity” that occurs when carrying out the work of teaching. By developing an 

understanding of MKT, mathematicians and mathematics educators will be able to help 

prospective teachers access and unpack knowledge in a connected, effective manner. 
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Mathematics Knowledge for Teaching Geometry 

Numerous national educational groups consisting of mathematicians, mathematics 

educators, and classroom teachers have offered recommendations for the preparation of 

prospective mathematics teachers in the area of geometry (CBMS, 2001; NCTM, 2000; 

National Mathematics Advisory Panel [NMAP], 2008; RAND Mathematics Study Panel, 

2003). Geometry is one of the most interesting areas of mathematics to teach not only for 

its appeal to the visual senses but for its historical significance in the development of 

mathematics. Geometry lends itself well to making “rich connections with the rest of 

mathematics, including topics and themes in discrete and continuous mathematics as 

combinatorics, algorithmic thinking, geometric series, optimization, functions, limits, 

trigonometry and more” (Goldenberg, Cuoco, & Mark, 1998, p. 23). Geometry is one of 

the focus areas for the NCTM (2000) content standards and NCTM (2006) Curriculum 

Focal Points and as such, prospective teachers must be prepared to effectively teach this 

subject. As Grover and Conner (2000) point out,  

The college geometry course is especially important for prospective secondary 
teachers. In the United States, these students studied geometry only once in 
secondary school, and they will encounter geometric concepts once more in 
college before they are certified to teach. Not only does the college geometry 
course need to lay a strong foundation for the content they will teach, but it is also 
one of the few courses that might develop the preservice teachers’ ability to create 
and present proofs. (p. 48) 
 

The above statement not only holds for prospective secondary teachers but is applicable 

to prospective middle grades teachers. Cooney (2003) echoes these sentiments in his 

invited commentary on The Trends in International Mathematics and Science Study 

(TIMSS) 1999 Video Study and the Reform of Mathematics Teaching,  

…the fact that only 22 percent of problems per U.S. lesson focused on geometry, 
suggests that some U.S. students may not be getting much geometry, including 
both two-and three-dimensional geometry. The role of school geometry in the 
United States, particular at the middle school level, deserves careful consideration 
in developing teacher education programs for both preservice and inservice 
teachers. (¶ 16) 
 

The National Assessment of Educational Progress (NAEP) identified weaknesses in the 

performance of U.S. students on mathematics concepts, in particular geometry concepts, 

as compared to students in other countries (Gonzales et al., 2000). Battista (1999) found 
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U.S. students seemed to do better on items that were straightforward but formal in 
nature and not as well on spatial visualization and problem solving. Overall, the 
results suggest that U.S. students need more experience with spatial visualization, 
solving geometric problems and three-dimensional geometry. (p. 367) 
 
A contributing factor to U.S. students’ weak performance on geometric concepts 

as compared to student in other countries could be attributed to the mathematical 

knowledge for teaching geometric concepts held by teachers. The Mathematics Teaching 

in the 21st Century (MT21) report, a cross-national study of the preparation of middle 

school teachers, found prospective middle grades teachers’ mathematics knowledge in 

the areas of algebra and geometry to be weak in comparison to prospective middle grades 

teachers in other countries (Schmidt et al., 2007). Evidence from the research literature 

suggests prospective teachers may not possess the subject-matter knowledge and 

pedagogical content knowledge needed to effectively teach geometric concepts (Grover 

& Conner, 2000; Swafford, Jones, & Thorton, 1997).  

Mathematical Connections 

What is a mathematical connection? Ma (1999) describes a mathematical 

connection in terms of a concept knot which links together underlying key concepts to a 

particular mathematical idea or representation. These concept knots are part of an 

interconnected web of knowledge packages consisting of key concepts for understanding 

and developing relationships among mathematical ideas, concepts and procedures. 

Hiebert and Carpenter (1992) described mathematical connections as part of a network 

structured like a spider’s web.  

The junctures, or nodes, can be thought of as pieces of represented information, 
and threads between them as the connections or relationships. All nodes in the 
web are ultimately connected, making it possible to travel between them by 
following established connections. Some nodes, however, are connected more 
directly than others. The webs may be very simple, resembling linear chains, or 
they may be extremely complex, with many connections emanating from each 
node. (p. 67) 
 

Mathematical connections can also be described as components of a schema or connected 

groups of schemas within a mental network. A schema is a “memory structure that 

develops from an individual’s experiences and guides the individual’s response to the 

environment” (Marshall, 1995, p. 15). Marshall posits that a defining feature of schema is 
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the presence of connections. The strength and cohesiveness of a schema is dependent on 

connectivity of components within the schema or between groups of schemata. This 

model suggests that prospective middle grades teachers learn mathematics through 

assimilating or connecting new information into their mental networks, forming new 

connection(s) between existing knowledge components, accommodating or reorganizing 

their schemata to address perturbations in their knowledge structure and to correct 

misconceptions.  

Although mathematical connections have been defined, described, or categorized 

in various ways the common thread is the idea of a mathematical connection as a link or 

bridge between mathematical ideas. For the purposes of this study, a mathematical 

connection is a link (or bridge) in which prior or new knowledge is used to establish or 

strengthen an understanding of relationship(s) between or among mathematical ideas, 

concepts, strands or representations.  

Mathematics education literature supports the belief that mathematical 

understanding requires students to make connections between mathematical ideas, facts, 

procedures, and relationships (Hiebert & Carpenter, 1992; Ma, 1999; Moschkovich, 

Schoenfeld, & Arcavi, 1993; Skemp, 1989). This belief is further supported by the 

creation of the NCTM (1989, 2000) standards which explicitly state the importance of 

mathematical connections in the school curriculum. According to these documents, 

mathematical connections are ‘tools’ for problem solving. As Hodgson (1995) points out,  

…the investigation of problem situations leads naturally to the establishment and 
use of connections. In turn, the use of connections to solve problems brings about 
the need for their establishment. Connections are not seen as merely interesting 
mathematical facts but as integral components of successful problem solving. (p. 
18) 

 

Thus, prospective middle grades teachers must be prepared to make connections between 

the content to be learned and their students’ understanding. Although there are a few 

studies examining mathematical connections of prospective teachers at the elementary 

and secondary level (Bartels, 1995; Donigan, 1999; Evitts, 2005; Hau, 1993; Roddy, 

1992; Wood; 1993), there is little to no research on mathematical connections made by 

prospective teachers at the middle grades level.  
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Theoretical Framework 

“Current reform in mathematics education has included discussion of and inquiry 

into the nature of mathematics, mathematics learning, and mathematics teaching. Reform 

efforts have been shaped by a number of influences including constructivist views on 

mathematics learning” (Simon, 1994, p. 71). Constructivist influence has had a 

substantial impact on a number of national curricular documents, in particular, the NCTM 

(1989, 2000) standards and the Curriculum Focal Points (NCTM, 2006). These 

documents, which are grounded in social constructivist principles, support a vision of 

classroom mathematics where students explore mathematical situations by engaging in 

both written and oral communication of mathematical ideas. These ideas are transmitted 

through social interaction where they are then validated or modified. Hence, students 

assume the role of mathematicians actively participating in a community effort for 

thinking, learning, creating and evaluating mathematics. However, prospective teachers 

are not always afforded the opportunity to engage in such practice. If you were to walk 

into a typical university mathematics course, what might you see? Would you see 

students working together in collaborative fashion actively engaging in mathematical 

conversation to solve problems or would you see a professor lecturing to a group of 

arguably attentive students? More likely than not, you would encounter the latter rather 

than the former. Nunn (1996) found that nearly 80% of class time is spent in lecture 

while only 14% of the time is devoted to class participation (the other 6% spent on 

teacher questions, praise and criticism).  

In the last decade, K-12 public school systems across the country have been 

inundated with reform curricula encompassing connection-rich material that is grounded 

in a constructivist theory which posits students learn best when they are allowed to 

discover and build mathematics while interacting with other students. Teachers are often 

expected to teach mathematical topics and skills in ways substantially different from the 

ways in which they themselves learned the content (Ball, Lubienski, & Mewborn, 2001; 

Fennema & Franke, 1992; Hiebert & Carpenter, 1992) Thus, these reform curricula pose 

a challenge to those involved with prospective teacher preparation. Our prospective 

teachers must not only possess a strong understanding of mathematics content and 

pedagogy but should exhibit mathematical connections between and among mathematical 

2010 HICE Proceedings - Page 1374



 8 

concepts. These reform curricula place a focus on K-12 students’ ability to make 

mathematical connections and thus, prospective teachers must be flexible in facilitation 

and integration of these reform curricula in their classroom.  

Mathematics Knowledge for Teaching 

To better prepare prospective middle grades teachers to facilitate learning of 

mathematics within a K-12 system saturated by reform curricula that is grounded in 

constructivist theory, an understanding of the mathematics knowledge entailed by 

teaching is essential. Most scholars would agree that an understanding of content matters 

for teaching. However, what constitutes this content knowledge for teaching has been 

widely debated. In an effort to understand content knowledge needed for teaching, Ball 

and her colleagues have developed a framework of mathematics knowledge for teaching. 

Figure 1 is a visual representation mathematics knowledge for teaching (Hill, Rowan, & 

Ball, 2005) framework and its components. 

 
 
Figure 1. Mathematics Knowledge for Teaching (Ball, 2006). 

The MKT framework is divided into two major components, subject matter 

knowledge and pedagogical content knowledge, each containing three subdomains. The 

subject matter knowledge consists of common content knowledge (CCK), specialized 

content knowledge (SCK), and knowledge at the mathematical horizon. CCK refers to 
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mathematical knowledge “expected to be known by any well educated adult” (Bass, 

2005, p. 429). CCK is “[mathematical] knowledge of a kind used in a wide variety of 

settings-in other words, not unique to teaching” (Ball, Thames, & Phelps, 2008, p. 399). 

An example of CCK would include the identification of various regular polygons such as 

a square, equilateral triangle, or pentagon.  

SCK refers to mathematical knowledge and skill that is “particular to the work of 

teaching, yet not required or known, in other mathematically intensive professions 

(including mathematics research)” (Bass, 2005, p. 429). SCK is mathematical knowledge, 

not pedagogy (Hill, Rowan & Ball, 2005). SCK is considered to be “applied content 

knowledge that may be developed through the work of teaching” (Hill & Lubienski, 

2007, p. 753). An example of SCK includes the recognition and analysis of non-standard 

solutions, explanations, representations, or approaches to solving a particular problem. A 

teacher is using SCK when developing a geometric justification for finding the area of a 

regular n-sided polygon by dissecting the polygon into triangles and then summing up the 

area of the triangles to find the area of the regular n-sided polygon. 

The third subdomain, knowledge at the mathematical horizon, is “an awareness of 

how mathematical topics are related over the span of mathematics included in the 

curriculum” (Ball, Thames, & Phelps, 2008, p.403). A teacher is exercising knowledge at 

the mathematical horizon when they are aware of the interconnectedness of mathematics 

knowledge and its impact on learning mathematics later in a student’s mathematical 

career. An example of knowledge at the mathematical horizon is being aware that 

dissecting the regular n-sided polygon into triangles and then summing the area of the 

triangles to find the area of the polygon anticipates the extension of using calculus to find 

area enclosed by curves described by polar coordinates..  

The pedagogical content knowledge component consists of Knowledge of 

Content and Students (KCS), Knowledge of Content and Teaching (KCT), and 

knowledge of the curriculum. KCS and KCT involve the intersection of knowledge of 

mathematics with knowledge of students and knowledge of teaching, respectively (Ball, 

2006). KCS includes knowledge about student misconceptions, interpretation of student 

thinking that may have lead to misconceptions or errors, and the anticipation of what 

students will do when given a specific mathematical task. KCT includes the appropriate 
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sequencing for instruction, recognizing the advantages or disadvantages of various 

manipulatives or representations for facilitating the understanding of a particular 

mathematical concept (Ball, 2006).  

The MKT framework heavily grounded in constructivism provided the researcher 

a lens by which to recognize and classify various mathematical connections prospective 

middle grades teachers made while completing tasks meant to probe mathematical 

connections. 

Purpose of Study 

 The purpose of this sequential exploratory mixed methods study was to examine 

prospective middle grades teachers’ mathematics knowledge for teaching geometry and 

the connections made while completing tasks meant to probe mathematical connections. 

In addition, the study examined prospective middle grades teachers’ coursework and its 

impact on their mathematics knowledge for teaching geometry. Specifically, the 

following questions were investigated:  

1. What is the relationship between prospective middle grades teachers’ 

mathematics knowledge for teaching geometry and the types of mathematical 

connections made while completing tasks meant to probe mathematical 

connections? 

2. How does prospective middle grades teachers’ coursework impact their 

mathematics knowledge for teaching geometry?  

Mixed Methods Research Design 

 A sequential exploratory mixed methods design of combining both qualitative and 

quantitative approaches served as a model for this study. The design is sequential as 

quantitative and qualitative data collection and analyses were implemented in two distinct 

phases. The following definition of mixed method research posited by Creswell and 

Plano-Clark (2007) was utilized for this study.  

Mixed method research is a research design with the philosophical assumptions as 
well as methods of inquiry. As a methodology, it involves philosophical 
assumptions that guide the direction of the collection and analysis of data and the 
mixture of qualitative and quantitative approaches in many phases in the research 
process. As a method, it focuses on collecting, analyzing, and mixing both 
quantitative and qualitative data in a single study or series of studies. Its central 
premise is that the use of quantitative and qualitative approaches in combination 
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provides a better understanding of research problems than ether approach alone. 
(p. 5) 
 

By combining qualitative and quantitative methods the weaknesses in one method can be 

offset by the strengths in the other method (Creswell, 2003; Creswell & Plano-Clark, 

2007). In particular, as Creswell and Plano-Clark explain,  

A problem exists when the quantitative results are inadequate to provide 
explanations of outcomes, and the problem can best be understood by using 
qualitative data to enrich and explain the quantitative results in the words of the 
participants. Situations in which this problem occurs are those in which the 
quantitative results need further interpretation as to what they mean or when more 
detailed views of select participants can help to explain the quantitative results. (p. 
35) 
 

Mixed methods research helps answer questions that cannot be answered using only 

qualitative or quantitative methods alone. Mixed methods can provide a “more complete 

picture by noting trends and generalizations as well as in-depth knowledge of 

participants’ perspectives” (p. 33). Figure 2 reveals a diagram of the sequential 

exploratory mixed method design being used for this study.  
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Figure 2. Sequential Exploratory Mixed Methods Design 

The research study is exploratory in nature at it “generates information about 

unknown aspects of a phenomenon” (Teddlie & Tashakkori, 2009, p. 25), in this case, (a) 

the types of mathematical connections prospective middle grades teachers make when 

engaged in tasks meant to probe mathematical connections and (b) how these connections 

are related to prospective middle grades teachers’ MKT. As illustrated in Figure 11, the 

design is sequential as research methods were implemented in two distinct phases. The 

quantitative data collection via the Diagnostic Teacher Assessment in Mathematics and 

Science (DTAMS) preceded qualitative data collection via the Mathematical Connections 

Evaluation (MCE) and Card Sort Activity (CSA). Unlike a traditional sequential 

exploratory design, the quantitative results of the DTAMS assessment (phase 1) did not 

directly inform or drive the construction of MCE and CSA (phase 2) instruments. The 

quantitative data from the DTAMS and the qualitative data from the MCE and CSA were 

analyzed separately; results and findings merged during interpretation.  
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Population 

 The targeted population for this study was prospective middle grades teachers at a 

large mid-south university. The sampling frame was derived from a comprehensive list of 

prospective middle grades teachers meeting the following criteria: (a) declared middle 

school education major, and (b) actively pursuing a middle school certification in two 

content areas, one of which was mathematics. All prospective middle school teachers 

meeting both criteria were contacted for voluntary participation in this study. All 58 

eligible participants were contacted, of which, 28 elected to participate. Most participants 

were female (n=22, 78.6%). There were 14 juniors (50%) and 14 were seniors (50%). 

There were 6 student teachers (21.4%) in the study.   

Instrumentation 

There were three data collection instruments administered to prospective middle 

grades teachers; a Diagnostic Teacher Assessment in Mathematics and Science 

(DTAMS) focused on geometry and measurement, a Mathematical Connections 

Evaluation (MCE), and a Card Sort Activity (CSA). 

Diagnostic Teacher Assessments in Mathematics and Science (DTAMS) 

The first instrument was the Diagnostic Teacher Assessments in Mathematics and 

Science (DTAMS) from the University of Louisville’s Center for Research in 

Mathematics and Science Teacher Development [CRMSTD]. The DTAMS is comprised 

of four content domains: number and computation, geometry and measurement, 

probability and statistics, and algebraic ideas. For the purposes of this study, the DTAMS 

focused on the domain of geometry and measurement was selected. The domain of 

geometry and measurement consists of the following subcategories: two-dimensional 

geometry, three-dimensional geometry, transformational/coordinate geometry, and 

measurement. The 20-item assessment is composed of 10 multiple choice and 10 open 

response. In particular, the assessment measures four types of mathematics knowledge: 

(1) memorized knowledge, (2) conceptual knowledge, (3) problem solving and reasoning, 

and (4) pedagogical content knowledge. The assessment contains five items in each of the 

four types of mathematical knowledge measured by DTAMS. Assessment items were 

developed by teams of mathematicians, mathematics educators, and classroom teachers 

who not only conducted extensive literature reviews on what mathematics middle school 
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teachers and students should know but also utilized national recommendations along with 

national and international test objectives in the development of research- based 

appropriate items. These content-valid items have been repeatedly tested and 

implemented in several institutions across the United States. As a measure of internal 

consistency the instrument has Cronbach’s alpha α=.87 with number of cases n= 429. 

Inter-scorer reliability estimates were established “using percents of agreements among 

three graduate students who developed and used the scoring guides for scoring open 

response items and eventually scored all field tests” (CRMSTD, 2007, ¶ 8). The 

instrument was administered to participants prior to the interviews involving the 

mathematics connection evaluation and card sort activity.  

The DTAMS instrument served as a quantitative measure of prospective middle 

grades teachers’ MKT geometry. To strengthen the validity in use of the DTAMS 

assessment as a quantitative measure of prospective middle grades teachers’ MKT, each 

item on the DTAMS instrument was mapped to a subcategory of the MKT framework. 

The researcher in consultation with mathematicians and mathematics educators mapped 

each DTAMS item to the most appropriate subcategory in the MKT framework. The 

DTAMS was scored out of total of 40 points by professional staff at the University of 

Louisville’s CRMSTD. The MKT framework is divided into two major components-

subject matter knowledge and pedagogical content knowledge. Those items that were 

mapped into the subject matter knowledge component represented 30 of the 40 points 

(75%). Those items mapped into the pedagogical content knowledge component 

represented 10 of the 40 points (25%). In particular, items that were mapped into the 

CCK subcategory represented 11 out of 40 points (27.5%). Items that were mapped into 

the SCK subcategory represented 19 out of 40 points (47.5%). Items that were mapped 

into KCS and KCT categories represented 10 out of 40 points (25%). There were no 

items on the DTAMS that could be mapped into the “knowledge at the mathematical 

horizon” and “knowledge of the curriculum” subcategories. To date there is no empirical 

evidence on how knowledge at the mathematical horizon and knowledge of curriculum 

play a role in MKT which could explain why there are no questions of this nature on the 

DTAMS assessment. The DTAMS instrument serves as a good measure of MKT for this 

particular study by allowing the researcher to examine the relationship(s) between 
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particular subcategories of MKT (CCK, SCK, KCT, and KCS) and types of mathematical 

connections prospective middle grades teachers make when engaged in tasks meant to 

probe mathematical connections.  

Mathematical Connections Evaluation (MCE) 

The Mathematical Connections Evaluation (MCE) consisted of two components, 

a demographic survey followed by a series of mathematics problems. A semi-structured 

clinical interview format in which participants used both concurrent and reflective think-

aloud strategies when asked to explain their thinking and thought processes for solving 

each problem was implemented. Protocols were created for the semi-structured clinical 

interviews. To strengthen the reliability and validity of the instrument, MCE items were 

constructed in cooperation with and reviewed by mathematicians and mathematics 

educators. Constructions of items were based on and aligned to national 

recommendations, in particular, Recommendations for the Mathematical Education of 

Teachers (CBMS, 2001), Principles and Standards for School Mathematics (NCTM, 

2000), and Curriculum Focal Points for Prekindergarten Through Grade 8 Mathematics: 

A Quest for Coherence (NCTM, 2006). The author, in consultation with mathematicians 

and mathematics educators, created a rubric to quantitize the MCE data by applying a 

deductive approach to the method of constant comparison. The mathematical connections 

category types that emerged were: procedural, algebraic/geometric, 

characteristic/property, derivational, and 2-D/3-D. A participant received a score of 2 

points if they correctly made a connection, 1 point if they made a partial connection and 0 

points otherwise.  

All MCE interviews were videotaped. In an effort to make the participants more 

comfortable and candid with their responses, their faces were not videotaped. The 

videotaped data focused on participants’ written work, oral responses, and hand 

movements. 

Card Sort Activity (CSA) 

Upon completion of the MCE interview, participants completed a Card Sort 

Activity (CSA). The CSA consisted of 20 cards labeled with various mathematical terms, 
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concepts, definitions and problems. Figure 3 illustrates the arrangement of these 20 cards. 

 
Figure 3. Arrangement of Cards for CSA 

Construction of the cards were based on and aligned to national 

recommendations, in particular, Recommendations for the Mathematical Education of 

Teachers (CBMS, 2001), Principles and Standards for School Mathematics (NCTM, 

2000), and Curriculum Focal Points for Prekindergarten Through Grade 8 Mathematics: 

A Quest for Coherence (NCTM, 2006). The purpose of the CSA was to examine the 

types of connections prospective middle grades teachers’ make between various 

mathematical concepts, definitions, and problems. Participants were asked to complete a 

repeated single criterion open card sort and closed card sort (Fincher & Tenenberg, 2005; 

Rugg & McGeorge, 2005). In the closed card sort, five particular pairs were chosen based 

on national recommendations (CBMS, 2001; NCTM, 2000, 2006) on what middle school 

teachers and students should know and be able to do. The cards chosen were also 

influenced by content from the reform middle school curriculum textbook series 

Connected Mathematics2: Grade 6 (Lappan, Fey, Fitzgerald, Friel, & Phillips, 2006), 

Connected Mathematics 2: Grade 7 (Lappan et al., 2006), and Connected Mathematics 2: 

Grade 8 (Lappan et al., 2006). The particular pairs of cards chosen for the closed card 
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sort were also selected in consultation with mathematicians. For the open card sort, 

participants sorted the cards based on a single criterion: their perceived notion of how the 

statements on the cards were connected. The researcher developed a protocol of interview 

questions for both the open and closed card sorts that focused on students’ mathematical 

connections. The design of the protocols was influenced by Rugg and McGeorge (2005) 

recommendations for carrying out card sorting techniques:  

The maximum number of entities which is conveniently manageable for repeated 
single-criterion sorts is about 20 or 30, though it is possible to use significantly 
more in some circumstances…Cards should likewise be all the same size. We 
usually use small filing cards, with the words word processed onto paper and then 
stuck onto the cards. This reduces problems with illegible handwriting, and avoids 
the issue of trying to get filing cards through a borrowed typewriter …We usually 
encourage the respondents to look at all the items at the start of the session before 
they do any sorting, so that they are fully aware of the range of items to be 
sorted…We advise the use of a tape recorder (for respondents’ comments if 
problems occur). It is also worth considering using a Polaroid-type camera (for 
quick backup of record of groupings). If using a camera [or video camera], it is 
advisable to check beforehand that the photographs [video] can catch enough 
detail to allow all entities to be easily identified. (pp. 98-100) 
 

Quality Review 

 The MCE and CSA instruments underwent a quality review (Half, 1993; Tessmer, 

1993) to further strengthen the validity of each instrument. An expert quality review is an 

evaluation of a product (in this case the CSA and MCE instruments and protocols) on the 

basis of appropriateness, content accuracy, and design quality. Expert reviews consist of 

an expert or experts (in this case mathematicians and mathematics educators) reviewing a 

rough draft of each instrument along with interview protocols to determine strengths and 

weaknesses. The feedback and comments provided by the expert reviewers were 

analyzed and subsequent modifications were made to the MCE and CSA instruments in 

order to improve the quality of each instrument and interview protocols. 

Collection of Data 

Data was collected via the DTAMS, MCE, and CSA. The pool of eligible 

participants, i.e., prospective middle grades teachers actively pursuing a middle grades 

education major leading to certification in mathematics, fell into two groups–those 

enrolled in a problem solving course for prospective middle grades teachers and those not 

enrolled in the course. The researcher contacted the instructor for the problem solving 
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course at a large mid-south public university to arrange a time to solicit volunteers for the 

research study. The researcher carefully reviewed the informed consent letter with all 

potential participants stressing that participation in the study was purely voluntary and 

would have no negative effect on their course grade. The course instructor was not given 

access to the identity of students who consented to participate in the study. Once written 

consent had been obtained, the course instructor administered the DTAMS assessment. 

Upon completion of the DTAMS assessment, participants scheduled an interview time 

with the researcher to complete the MCE and CSA.  

Potential participants not enrolled in the problem solving course were contacted 

via a general email announcement. The informed consent form was sent as an attachment 

in the email announcement. Potential participants were asked to review the informed 

consent form. If they chose to participate in the study they were asked to schedule two 

meetings-one for taking the DTAMS assessment and the other an interview session where 

they will complete the MCE and CSA.  

The DTAMS assessments were administered prior to the interview session. For 

those enrolled in the problem solving course, the DTAMS assessment was administered 

by the course instructor during the class period. For those not enrolled in the problem 

solving course, the DTAMS was administered by the researcher. All participants were 

given approximately 75 minutes to complete DTAMS assessment. All participants 

(enrolled and not enrolled in the problem solving course) completed the DTAMS 

assessment within the same two week time period. The MCE and CSA were conducted 

outside of class and after completion of the DTAMS assessment. 

 After completing the DTAMS assessment, all participants were provided with a 

two-week block for scheduling the MCE and CSA interviews. All participants (enrolled 

and not enrolled in the problem solving course) engaged in two separate sessions on two 

different days-one for taking the DTAMS assessment and the other for MCE/CSA 

interviews. The procedures and content for the MCE/CSA interview session for all 

participants were identical. During the interview sessions, participants took 

approximately 45-60 minutes to complete the MCE. Upon completion of the MCE 

interview, participants took approximately 30-45 minutes to complete the CSA. The 

MCE and CSA interviews were audio and video recorded  
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In the open card sort, 20 cards were arranged on a table in a 4 by 5 array (Figure 

3). The cards were arranged the same way for each participant. Participants were asked to 

select a subset of two or more cards they felt were related or connected. They were then 

asked to explain why the cards they had selected were related or connected. After giving 

an explanation, participants returned the cards back to the 4 by 5 array. They were then 

asked to select another subset of cards they felt were related or connected from the 4 by 5 

array. This procedure allowed participants to re-use cards. This process was repeated 

until the participant indicated they could not make any more subsets.  

In the closed card sort, the researcher selected five pairs of cards and asked if each 

pair of cards were related or connected and, if so, why?  The five pairs of cards chosen 

were cards 6 and 11, cards 2 and 4, cards 15 and 17, cards 4 and 15, and cards 9 and 16 

Figure 4 provides an illustration of the five closed sort pairings. 

 
Figure 4. CSA Closed Sort Pairings 

The researcher selected the first pair of cards, 6 and 11, and placed them in front 

of the participant. The participant was then asked if the pair of cards were related or 

connected and, if so, why? Once the participant provided a response, cards 6 and 11 were 
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returned to the 4 by 5 array (Figure 3). This procedure was carried out for each of the 

aforementioned pairings of cards, and in the order listed.  

Analysis 

 What is the relationship between prospective middle grades teachers’ 

mathematics knowledge for teaching geometry and the types of mathematical 

connections made while completing tasks meant to probe mathematical connections? 

A deductive approach to the method of constant comparison in which codes are 

identified prior to the analysis and then looked for in the data (Leech & Onwuegbuzie, 

2007) was undertaken in order to identify the types of mathematical connections that 

were necessary or likely to be made as part of correctly solving the problems presented in 

the MCE. The result of this data analysis was used to create the rubric to score the MCE. 

In order to generate these connection types a priori, the researcher used the guiding 

question, “What would the participant need to know or be able to do to solve this 

problem?” This question was used as a guide for each MCE item. A list of what was 

necessary or likely to be needed as part of correctly solving each MCE problem was 

generated. Each item on the list was given a descriptive code. Each new item on the list 

was compared to previously generated codes, so similar items could be labeled with the 

same descriptive code. After all the items on the list had been coded, the codes were 

grouped by similarity, which represented a unique theme (i.e., mathematical connection 

type). Once these connection types were identified, two expert mathematicians were 

consulted to provide feedback and comments. In consultation with expert 

mathematicians, there were five types of mathematical connections used to construct the 

scoring rubric: procedural, characteristic/property, algebraic/geometric, derivational, 

and 2-D/3-D.  

In contrast to the MCE, participant’s responses in the CSA were qualitatively 

analyzed using an inductive approach to the method of constant comparison (Denzin & 

Lincoln, 2000) for extracting themes. To address the research question, the CSA and 

MCE data were quantitized (Teddlie & Tashakkori, 2009) so that statistical analysis 

could be performed. The CSA data were quantitized by tallying the types of connections 

made; the connections categories utilized were those found through an inductive 

approach to the method of constant comparison. The MCE was quantitized by scoring the 
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evaluations using a rubric. The participant received a score of 2 points if the made a 

particular connection, 1 point if they made a partial connection, and 0 points otherwise.  

These quantitative data were analyzed using bivariate correlation analysis via 

Pearson correlations to examine the relationship between prospective middle grades 

teachers MKT geometry and MCE connections. Pearson correlations were also used to 

examine the relationship between prospective middle grades teachers MKT geometry and 

the types of CSA connections made.  

 How does prospective middle grades teachers’ coursework impact their 

mathematics knowledge for teaching geometry? 

To address the research question, participants were divided into three distinct non-

overlapping groups A, B, and C based on their coursework. As this data was collected 

within the last three weeks of the semester, currently enrolled courses were treated as 

courses that had been completed when placing participants into groups. All mathematics 

content courses are taught through a department of mathematics at the site where the 

study was being conducted. There are six mathematics courses in the middle school 

program. All participants had completed a calculus course. All participants had 

completed two mathematics content courses for elementary teachers. The first course 

focused on sets, numbers, and operations, problem solving and number theory and the 

second course focused on algebraic reasoning, introductory probability and statistics, 

geometry, and measurement. All participants had completed a problem solving course for 

middle grades teachers. The remaining two mathematics content course requirements 

included a finite mathematics course (MATH I) and a geometry course for prospective 

middle grades teachers (MATH II). There were 20 participants who had completed 

MATH II and eight who had not. These same 20 participants had completed MATH I and 

the same eight participants had not completed MATH I. There were no cases where 

participants had taken MATH II and not taken MATH I, or vice versa. Participants had 

either completed both MATH I and MATH II or had not completed both courses.  

There are two mathematics methods courses in the middle school program at the 

site where this study was conducted. These methods courses are taught through a 

department of curriculum and instruction. METH I is a teaching mathematics in the 

middle school course. METH II is a student teaching in the middle school course. METH 
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II is not specific to the teaching of mathematics. There were six participants who had 

completed METH I and 22 who had not. These same six participants were currently 

enrolled in METH II and 22 who had not completed and were not currently enrolled in 

METH II. There were no cases where participants had completed or were currently 

enrolled in METH I and had not taken or were not currently enrolled in METH II, and 

vice versa. Participants had either completed or were currently enrolled in both METH I 

and METH II or they had not completed or were currently enrolled in both courses.  

Participants were placed in Group A if they had completed all mathematics 

content and methods courses. Participants were placed in Group B if they had completed 

all mathematics content courses but had not taken mathematics methods courses. 

Participants were placed in Group C if they had not completed all content courses (in this 

case had not completed MATH I and II) and had not taken mathematics methods courses. 

There were six participants in Group A, 14 participants in Group B, and eight participants 

in Group C.  

To explore the impact of prospective middle grades teachers’ mathematics content 

coursework on their MKT geometry, a univariate analysis was conducted using a linear 

regression model. The participants in Groups B and C were utilized for this analysis 

because participants in Group B had completed all required mathematics courses while 

those in Group C had not. Participants in Groups B and C had not completed methods 

courses. The number of participants was 22. A process known as dummy coding was 

used to create a dichotomous variable from the categorical variable “Group”. Participants 

were coded as a “1” if they belonged to the group and coded “0” otherwise. To assess the 

relationship between prospective middle grades teachers’ mathematics content 

coursework and mathematics knowledge for teaching geometry, a linear regression 

analysis was conducted with DTAMS score as the dependent variable and mathematics 

content coursework as the independent variable.  

To explore the impact of prospective middle grades teachers’ mathematics 

methods coursework on their MKT geometry, a univariate analysis was conducted using 

a linear regression model. The participants in Groups A and B were utilized for the 

analysis because participants in Group A had completed all of the required methods 

courses while those in Group B had not. Participants in Groups A and B had completed 
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all mathematics content courses. The number of participant in this regression was 20. 

Again, the process of dummy coding was used to create a dichotomous variable from the 

categorical variable “Group”. Participants were coded as “1” if they belonged to the 

group and coded “0” otherwise. To assess the relationship between prospective middle 

grades teachers’ mathematics methods coursework and mathematics knowledge for 

teaching geometry, a linear regression analysis was conducted with DTAMS score as the 

dependent variable and methods coursework as the independent variable.  

Results 

What is the relationship between prospective middle grades teachers’ 

mathematics knowledge for teaching geometry and the types of mathematical 

connections made while completing tasks meant to probe mathematical connections? 

Diagnostic Teacher Assessments in Mathematics and Science 

 The DTAMS assessment served as a quantitative measure of prospective middle 

grades teachers’ MKT geometry. In order to make comparisons of prospective middle 

grades teachers’ MKT geometry and mathematical connections, the DTAMS data had to 

be analyzed. The data from the DTAMS were analyzed quantitatively. The fit of the 

DTAMS data to the normal curve is necessary for carrying out parametric analysis. 

Skewness and kurtosis were computed and a deficiency of extreme elevated skewness 

and kurtosis was noted. The fit of the DTAMS total scores to a normal distribution was 

assessed through a Shapiro-Wilk Test (W=.946 with N=28 and p=.153). Since p>0.05, 

the null hypothesis was not rejected and the data fits the normality assumption. 

Cronbach’s alpha, α, was used to assess the internal consistency reliability for the 

DTAMS assessment. The coefficient alpha of α=.768 suggests that the questions 

comprising the DTAMS instrument for this sample were internally consistent. The mean 

DTAMS score of the 28 participants was 27.79 out of a possible score of 40 (SD=5.971; 

range=18-38). 

Mathematical Connection Evaluation 

 In order to make comparisons between prospective middle grades teachers’ MCE 

mathematical connections and MKT geometry, the MCE data were analyzed 

quantitatively. The fit of the MCE data to the normal curve is necessary for carrying out 

parametric analysis. Skewness and kurtosis were computed and a deficiency of extreme 
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elevated skewness and kurtosis was noted. The fit of the MCE total scores to a normal 

distribution was assessed through a Shapiro-Wilk Test (W=.926 with N=28 and p=.058). 

Since p>0.05, the null hypothesis was not rejected and the data fits the normality 

assumption. Cronbach’s alpha, α, was used to assess the internal consistency reliability 

for the MCE instrument. The coefficient alpha of α=.892 suggests that the questions 

comprising the MCE instrument for this sample were internally consistent. The mean 

MCE score of the 28 participants was 33.43 out of a possible score of 44 (SD=8.492; 

range=14-44). 

Types of MCE Connections 

The interview data from the MCE instrument were analyzed both qualitatively 

and quantitatively. As stated above, a rubric was created to quantitize the MCE data. The 

five types of mathematical connections used to grade the evaluation were: 

characteristic/property, algebraic/geometric, derivational, and 2-D/3-D. Table 1 

provides a description and example for each MCE connection type.  

 
Table 1. Description of MCE Connection Types and Examples 

MCE Type Description Example 
 

Procedural 

 
A mathematical connection is called 
a procedural connection if the link 
(or bridge) used to establish or 
strengthen an understanding 
between mathematical ideas, 
concepts, strands, or representations 
is a procedure, method, or algorithm.  

 
A participant is making a 
procedural connection when 
identifying the use of a table of 
values for graphing the line y=3x 
in the Cartesian Coordinate 
Plane.  

 

Algebraic/ 
Geometric 

 
A mathematical connection is called 
an algebraic/geometric connection 
if it is a link (or bridge) used to 
establish or strengthen an 
understanding between geometric 
mathematical ideas, concepts, and/or 
representations with algebraic 
mathematical ideas, concepts, and/or 
representations.  

 
A participant is making an 
algebraic/geometric connection 
when they are able to explain 
that the solution to the following 
linear system {y=3x; x=5} is the 
intersection point of the line 
y=3x and the line x=5 graphed in 
the Cartesian Coordinate Plane.  
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MCE Type Description Example 
 

Characteristic/ 
Property  

 
A mathematical connection is called 
a characteristic/property 
connection if the link (or bridge) 
used to establish or strengthen an 
understanding between 
mathematical ideas, concepts, 
strands, or representations involves 
using the mathematical properties 
and/or characteristics to describe, 
identify, or classify particular 
mathematical ideas, concepts, or 
representations.  

 
A participant is making a 
characteristic/property 
connection when describing a 
rectangle as a quadrilateral with 
four interior 90 degree angles; 
opposite sides parallel and 
congruent.  

 

Derivational  

 
A mathematical connection is called 
a derivational connection if the 
link (or bridge) used to establish or 
strengthen an understanding 
between mathematical ideas, 
concepts, strands, or representations 
involves the justification or 
motivation for a particular 
mathematical theorem, formula, or 
procedure.  

 
A participant is making a 
derivational connection when 
they are able to provide a 
justification or motivation for 
why the surface area, S, of a 
cylinder is given by 2* 
pi*(radius) 
^2+2*pi*(radius)*(height).  

 

2-D/3-D  

 
A mathematical connection is called 
a 2-D/3-D connection if it is a link 
(or bridge) used to establish or 
strengthen an understanding 
between 2-D mathematical ideas, 
concepts, or representations with 3-
D mathematical ideas, concepts or 
representations.  

Consider the region in the 
Cartesian Coordinate plane 
bounded by the lines y=2, x=1, 
the x-axis, the y-axis. The 
bounded region is a rectangle 
with vertices (0, 0), (2, 0), (1, 0), 
and (1, 2). Suppose the bounded 
region is rotated about the x-axis. 
A participant is making a 2-D/3-
D connection if they are able to 
identify the 3-D object as a 
cylinder where the length and 
width of the rectangle 
correspond to the height and 
radius, respectively, of the 
cylinder.  

 

A participant received a score of 2 points if they correctly made a particular 

connection, 1 point if they made a partial connection and 0 points otherwise. The 

researcher and an outside consultant scored the MCE using the aforementioned rubric. 
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The second scorer was a mathematician at the site where the study was being conducted 

and who has taught mathematics content courses for prospective middle grades teachers. 

The researcher and consultant scored 2 of the MCEs together in order to become more 

familiar with the rubric and to help establish consistency in the scoring. The outside 

consultant independently scored a randomly selected sample of 35% (n=10) of the 

MCEs. Inter-rater reliability assessed by correlation analysis was .969. Descriptive 

statistics including means, standard deviations, minimums, and maximums for the MCE 

are reported in Table 2.  

 
Table 2. Descriptive Statistics for MCE (n=28) 

  
Minimum 

 
Maximum 

 
Mean 

 
SD 

 
MCE 
Procedural 

 
5 

 
14 

 
10.18 

 
3.175 

 
MCE 
Algebraic/Geometric 

 
5 

 
10 

 
8.86 

 
1.627 

 
MCE 
Characteristic/Property 

 
1 

 
2 

 
1.89 

 
.315 

 
MCE 
Derivational 

 
0 

 
6 

 
2.96 

 
2.117 

 
MCE 
2-D/3-D 
 
Overall MCE Score 

 
0 
 
 

14 

 
12 
 
 

44 

 
9.54 

 
 

33.43 

 
3.305 

 
 

8.492 
 

Relationship of MKT Geometry and Types of MCE Connections 

 In order to address the research question, bivariate analysis using Pearson 

product-moment correlations were calculated between each MCE connection type and 

DTAMS scores.  

No statistically significant correlations were found between 

characteristic/property and 2-D/3D connections with DTAMS scores. However, there 
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were statistically significant correlations between procedural, algebraic/geometric, and 

derivational connections with DTAMS scores. There was a statistically significant 

moderate positive correlation (Visual Statistics Studio, 2006) between MCE 

algebraic/geometric connection type and DTAMS score (r=.546, p<.05, n=28). There 

was a statistically significant high positive correlation (Visual Statistics Studio, 2006) 

between MCE procedural connection type and DTAMS score (r=.754, p<.05, n=28). 

There was a statistically significant high positive correlation (Visual Statistics Studio, 

2006) between MCE derivational connection type and DTAMS score (r=.709, p<.05, 

n=28). 

Relationship of MKT Geometry and MCE 

Pearson product-moment correlations were calculated between DTAMS score and 

overall MCE score. There was a statistically significant positive high correlation (Visual 

Statistics Studio, 2006) between DTAMS score and overall MCE score (r=.705, p<.05, 

n=28). Pearson product-moment correlations were also calculated between MKT 

subcategories as measured by the DTAMS and MCE scores. There was a statistically 

significant positive high correlation (Visual Statistics Studio) between subcategory CCK 

and overall MCE score (r=.741, p<.05, n=28). There was a statistically significant 

moderate positive correlation between subcategory SCK and overall MCE score (r=.648, 

p<.05, n=28). There were no statistically significant correlations between MKT 

subcategories KCT and KCS with overall MCE score. 

Types of CSA Open Sort Connections 

There were a total of 258 open card sorts. The categories that emerged from an 

inductive analysis using constant comparative methods on participant’s interview 

responses to the open sort were identified, and unifying commonalities were grouped into 

metacategories. The types of mathematical connections made by prospective middle 

grades teachers during the CSA open sort fell into the following five metacategories: 

categorical, procedural, characteristic/property, derivational, and curricular. The 

researcher and an outside consultant coded the open card sorts using a coding guide (see 

Appendix M). The coding guide provided a description of each of the five emergent 

mathematical connections types along with examples for each type. The second coder 

was a mathematician at the site where the study was being conducted and who has taught 
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mathematics content course for prospective middle grades teachers. The researcher and 

consultant together categorized 12 open card sorts (with each mathematical connection 

type represented at least twice) in order to become more familiar with the descriptions for 

each mathematical connection type and to help establish consistency in the coding. The 

second coder independently coded a randomly selected sample of approximately 53% of 

the open card sorts (n=137). Inter-rater reliability analysis using a kappa statistic (Cohen, 

1960) was performed to determine consistency among coders. The level of agreement 

among coders was found to be “substantially strong” (Landis & Koch, 1997, p. 165) with 

kappa=.74.  

Relationship of MKT Geometry and Types of CSA Open Sort Connections 

Although there were 258 open card sorts, there were 287 mathematical 

connections made that fell into one or more of the CSA open sort connection categories. 

A participant’s response for grouping particular cards together could fall into one or more 

of the aforementioned mathematical connection categories. To further investigate the 

research question, bivariate analysis using Pearson correlations were calculated between 

each connection type in the CSA open sort and DTAMS scores. Table 3 displays a count 

of CSA open sort connection types broken down by DTAMS scores.  

 

Table 3. Counts of CSA Open Sort Connections by DTAMS Score (n=28) 

 
DTAMS 

Score 

 
No. of 

Participants 

 
CSA 

Categorical 

 
CSA 

Char/Prop 

 
CSA 

Curricular 

 
CSA 

Procedural 

 
CSA 

Derivational 
 

18-21 
 

 
4 

 
15 

 
8 

 
0 

 
7 

 
3 

 
22-25 

 

 
7 

 
23 

 
13 

 
3 

 
15 

 
15 

 
26-29 

 

 
5 

 
20 

 
9 

 
7 

 
17 

 
4 

 
30-33 

 

 
8 

 
27 

 
19 

 
14 

 
24 

 
8 
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DTAMS 

Score 

 
No. of 

Participants 

 
CSA 

Categorical 

 
CSA 

Char/Prop 

 
CSA 

Curricular 

 
CSA 

Procedural 

 
CSA 

Derivational 
 

34-38 
 

 
4 

 
12 

 
2 

 
12 

 
5 

 
5 

Totals 28 97 51 36 68 35 
 

There were no statistically significant correlations found between categorical, 

characteristic/property, procedural, and derivational connection types with DTAMS 

scores. However, a statistically significant positive moderate correlation (Visual Statistics 

Studio, 2006) was found between the curricular connection type and DTAMS scores 

(r=.520, p<.05, n=28).  

Types of CSA Closed Sort Connections 

 In the CSA closed sort, five particular pairs of cards were selected: cards 6 and 

11; cards 2 and 4; cards 15 and 17; cards 4 and 15; cards 9 and 16 (see Figure 4). 

Participant responses were qualitatively analyzed using an inductive approach to the 

method of constant comparison for each closed sort pairing. For the closed sort pairing of 

cards 6 and 11 the following themes emerged: yarn explanation; radius as a “line”; both 

are formulas; both are equations; both are linear functions; none. For closed sort pairing 

of cards 2 and 4 the following themes emerged: max area most square like; calculus 

problem; derivative to find max; graphing possibilities; none. For closed sort pairing of 

cards 15 and 17 the following themes emerged: both area formulas; geometric/relational; 

volume of cone; none. For closed pairing of cards 4 and 15 the following themes 

emerged: both have “squares”; both are quadratic functions; invalid geometric; none. 

For closed sort pairing of cards 9 and 16 the following themes emerged: given triangle; 

create triangle; distance formula looks like the Pythagorean Theorem; Pythagorean 

Theorem is the distance formula; none. The themes and exemplars for each closed sort 

pairing are provided in Tables 4-8. 
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Table 4. Themes and Exemplars for Closed Sort Pair 6 and 11 (n=28) 

 
Themes 

 
Exemplars of Participant Responses 

 
Count 

 
Frequency 

 

Yarn 
Explanation 

 
If you take a piece of yarn at a certain point around 
the circle and brought it all the way around, then 
straightened it out, it would make a straight line that 
you could lay against a ruler.  

 

 
6 

 
21% 

Radius as a 
“line” 

If you were to graph the circle on the coordinate 
plane, the line [y=mx] could be the radius of that 
circle”.  
 

7 25% 

Both are 
Formulas 

Right off the bat, I think they are both formulas. It’s 
kind of one of the second nature formulas that you 
just know. Hopefully, your teachers help you derive 
it and you know what they. I think this is another 
case like with the last two, I wouldn’t teach together. 
From a teacher’s perspective they are kind of 
unrelated in terms of how I would teach it. 

  

3 11% 

Both are 
Equations 

They are both equations. I don’t really know if find 
the slope of a straight line would help you find the 
circumference of a circle, but they are both 
equations.  

 
They are both equations. This y=mx gives you a line 
and the other gives you a circle. 

  

2 7% 

Both are  
Linear 
Functions 

I think they can be related because they are both 
functions, really. Well, the x I would just think of it 
relating C the circumference can be a function of the 
radius. If you change the radius, it will change the 
circumference. Whenever you change the x value 
it’s going to change the y, the output. They are both 
input/output. They are both lines. 

  

1 4% 
 

None I don’t think they are related because that [card 6] 
has to do with a shape [a circle] and this [card 11] 
has to do with a line. 
 

9 32% 

Totals  28 100% 

Note: Card 6 read, “The circumference of a circle is given by C=2*pi*r where r is the 
radius of the circle”. Card 11 read, “The equation of a straight line through the origin is 
given by y=m*x”. 
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Table 5. Themes and Exemplars for Closed Sort Pair 2 and 4 (n=28) 

 
Themes 

 
Exemplars of Participant Responses 

 
Count 

 
Frequency 

 
Max Area 
Most Square 
Like 

 
I’m trying to find the max possible area of the 
rectangle. I think it relates because the max 
possible area of rectangle is going to be given by 
length times width which is 7 times 7 so you 
could say 7 squared so the is some kind of 
connection to x squared. 
 

 
3 

 
11% 

Calculus 
Problem 

Here I think about, there is some calculus 
interwoven in this, when trying to find the 
maximum area with a given perimeter. When you 
do the arithmetic, the math is going to create a 
parabola and that maximum value….I would need 
to flush this one out, but they are related. 
 

3 
 

11% 

Derivative To 
Find Max 

I think these are related. I think you have to take 
the derivative to find the maximum. We did 
problems like this last semester where sometimes 
it was undefined and sometimes a maximum. I 
need my notes for this one. 
 

1 4% 

Graphing 
Possibilities 

To find the maximum area of a rectangle you can 
graph it which is usually going to be a parabola 
and this is the equation that gives you a parabola. 
You could graph every possibility and the graph 
would look like this [participant uses hands to 
indicate a downward opening parabola] which is 
a parabola. 
  

5 17% 

None I don’t see how finding the max area of a 
rectangle has to do with a 
parabola…nope…nothing. 
 

16 57% 

Totals  28 100% 
Note. Card 2 read, “A rectangle has perimeter 28 feet. Find the maximum possible area of 
the rectangle”. Card 4 read, “A function is defined by f(x) = x^2. What kind of curve will 
it produce when graphed?” 
 
 

 

 

2010 HICE Proceedings - Page 1398



 32 

Table 6. Themes and Exemplars for Closed Sort Pair 15 and 17 (n=28) 

 
Theme 

 
Exemplars of Participant Responses 

 
Count  

 
Frequency 

 
Both Area Formulas 

 
That’s just going back to area because 
you are trying to find area in each. If you 
want to find the area of a triangle you use 
this formula and if you want to find area 
of circle you use this one and that’s how 
they are related. They are formulas for 
area but just different objects.  
 

 
17 

 
60% 

Geometric/Relational They’re both area, just of different shapes. 
I’m trying to figure out how much more I 
can relate them than that. I guess if you 
have your circle and you make it into a 
bunch of different pie pieces which is 
kind of similar to a triangle you could end 
up using this formula [card 17] to roughly 
get to this one [card 15]. The more 
triangles you put into the circle, the close 
it will get to the area of a circle.  
 

9 32% 

Volume of Cone If you go by what I said earlier about 
multiplying the area of a triangle times 
the area of a circle, then it might be 
volume of a cone.  
 

1 4% 

None  There is something there but I can’t 
remember what it is, I can’t put my finger 
on it. It is something I’ve done and I don’t 
remember when and where. I’ll remember 
at some point, it may be tomorrow or the 
next day, but I’ll remember what this is 
and where I did it. I feel like I should 
know this but I don’t.  
 

1 4% 

Totals  28 100% 
Note. Card 15 read, “The area A enclosed by a circle is given by the formula A=πr^2 
where r is the radius of the circle”. Card 17 read, “The area of a triangle is given by the 
formula A=1/2bh where b is the base and h is the height of the triangle”.  
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Table 7. Themes and Exemplars for Closed Sort Pair 4 and 15 (n=28) 

 
Theme 

 
Exemplars of Participant Responses 

 
Count 

 
Frequency 

 
Both have 
“Squares” 

 
The variable in both formulas is squared. 
 
They both have “squares” in them.  
 

 
10 

 
35% 

Both are 
Quadratic 
Functions 

You have two functions squared. You could 
substitute pi x for r. They are both even 
quadratic functions. 
  

2 7% 

Invalid  
Geometric 

Again, I’m going to go with they are connected 
because area squared and this [function] is 
squared. This one says what kind of curve will 
it produce when graphed and we know what 
kind of curve a circle is going to produce. I 
guess half of it is going to be a parabola.  
 
The function is going upward like a U-shape. If 
it continued or if you flip it, rotate it, then you 
could find the area of a circle.  
 
This gives you like a parabola which is kind of 
like a half-circle…And maybe if that was like a 
half-circle and the parabola was laying on the 
x-axis and you want to know the area of that 
specific function or half circle then you would 
need to know how to find the area of a full 
circle in order to find the area of x squared 
laying on the x-axis.  
 

8 29% 

None I’m not sure I can think of a relationship 
between 4 and 15. This [card 4] could be the 
area of a wedge of a circle, but that is pretty 
obscure.  
 

8 29% 

Totals  28 100% 
Note: Card 4 read, “A function is defined by f(x) =x^2. What kind of curve will it 
produce when graphed?” Card 15 read, “The area A enclosed by a circle is given by the 
formula A=πr^2 where r is the radius of the circle.  
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Table 8. Themes and Exemplars for Closed Sort Pair 9 and 16 (n=28) 

Theme  
Exemplars of Participant Responses 

 
Count 

 
Frequency 

 
Given 
Triangle 

 
These are connected because if you have a right 
triangle on the coordinate plane you can figure out, 
easily figure out, the base and the height and then you 
could use the Pythagorean theorem to figure out the 
hypotenuse. 
 

 
15 

 
54% 

Create 
Triangle 

Like, I’m picturing if I want to find this line and I 
wanted to find the distance between these two points, I 
could make a triangle out of that. I would put two 
points in the plane, I was picturing a line between the 
two points, and then so I was picturing to draw a 
triangle. Then finding the distance between these two 
points would be like finding this line. If this was my 
triangle and this was my right angle then using the 
Pythagorean theorem to find the line. 
 

5 17% 
 

DF 
looks 
like PT 

Yeah [indicating the statement on the two cards are 
related], because the Pythagorean theorem is pretty 
much the distance formula. Because a squared plus b 
squared equals c squared and square root all that to find 
c by itself which is the distance equal to the square root 
of a squared plus b squared. The a’s could be the x’s, 
the b’s could be the y’s and so square root of a squared 
plus b squared is square root of (x2 minus x1) squared 
plus (y2 minus y1) squared which equals the distance 
which equals c. 
 

3 11% 

PT is DF The Pythagorean theorem is the distance formula in the 
coordinate plane. Here I thought about the Pythagorean 
theorem, actually….because I have never been able to 
remember the distance formula and I’ve learned in two 
classes this year that you can use the Pythagorean 
theorem to find the distance between two points instead 
of having to memorize the distance formula which I 
found to be really helpful. 

4 4% 

 
None 

 
I’m not sure if they are related. I can’t remember right 
now. 
 

 
1 

 
4% 

Totals  28 100% 
Note: Card 9 read, “Pythagorean Theorem”. Card 16 read, “Distance between two points 
in the Cartesian Coordinate Plane”. 
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Relationship of MKT Geometry and Types of CSA Closed Sort Connections 

To further investigate research question 1, bivariate analysis using Pearson 

correlations were calculated between each CSA closed sort theme and DTAMS scores.  

No statistically significant correlations were found between DTAMS scores and extracted 

themes from CSA closed sort pairings (6, 11), (4, 15), and (15, 17). However, there were 

statistically significant correlations between DTAMS scores and extracted themes from 

CSA closed sort pairings (2, 4), and (9, 16). There was a statistically significant positive 

moderate correlation (Visual Statistics Studio, 2006) between the extracted theme 

“graphing possibilities” for the closed sort pair (2, 4) and DTAMS score (r=.510, p<.05, 

n=28). There was a statistically significant negative moderate correlation (Visual 

Statistics Studio, 2006) between the extracted theme “none” for the closed sort pair (2, 4) 

and DTAMS score (r=-.499, p<.05, n=28). There was a statistically significant negative 

moderate correlation between the extracted theme “given triangle” for the closed sort pair 

(9, 16) and DTAMS score (r=-.510, p<.05, n=28).  

Relationship of MKT Geometry and Teachers’ Coursework 

The analysis of research question 2 involved placing participants into distinct 

non-overlapping groups based on their coursework. Group A (n=6) consisted of 

participants who had completed all mathematics content and methods courses. Group B 

(n=14) consisted of participants who had completed all mathematics content courses but 

had not taken mathematics methods courses. Group C (n=8) consisted of those 

participants who had completed all but two mathematics content courses and had not 

taken methods courses.  

 To assess the relationship between prospective middle grades teachers’ methods 

coursework and their MKT geometry, a univariate analysis was conducted using a linear 

regression model. The participants in Groups A and B were utilized for the analysis 

because participants in Group A had completed all required methods courses while those 

in Group B had not. Participants in Groups A and B had completed all mathematics 

content courses.  The number of participants in this regression was 20. The analysis was 

conducted with methods coursework as the independent variable and DTAMS score as 

the dependent variable. Table 9 reveals the linear regression estimates of the effects of 

methods coursework on mathematics knowledge for teaching geometry.  
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Table 9. Linear Regression Estimates of the Effects of Methods Coursework on MKT 
Geometry (n=20) 
Dependent Variable: DTAMS Score 
 
Variable 

 
B 

 
SE B 

 
β 

 
Sig. 

 
Constant 

 
29.071 

 
1.372 

 
 

 
<.001 

 
Methods Coursework 
 

 
3.262 

 
2.505 

 
.293 

 
.209 

Note. R squared =.086 (Adjusted R squared =.035). B indicates unstandardized regression 
coefficient. β indicates standardized regression coefficient. 
 

Fitting the linear regression yields Y=29.071+3.262X. The intercept which is 

equal to 29.071 is the mean DTAMS score for participants in Group B, i.e., those who 

have not taken any methods courses. The mean DTAMS score for participants in group 

A, i.e. those who had taken methods courses was 3.262 points higher than those 

participants in Group B. There was no statistically significant effect of mathematics 

methods coursework on DTAMS performance.  

 To assess the relationship of prospective middle grades teachers’ mathematics 

content coursework and their MKT geometry, a univariate analysis was conducted using 

a linear regression model. The participants in Groups B and C were utilized for this 

analysis because participants in Group B had completed all required mathematics courses 

while those in Group C had not. Participants in Groups B and C had not completed 

methods courses. The number of participants in this regression was 22. The analysis was 

conducted with mathematics content coursework as the independent variable and 

DTAMS score as the dependent variable. Table 10 illustrates the linear regression 

estimates of the effects of mathematics content coursework on MKT geometry.  
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Table 10. Linear Regression of the Effects of Content Coursework on MKT Geometry 
(n=22) 
Dependent Variable: DTAMS Score 
 
Variable 

 
B 

 
SE B 

 
β 

 
Sig.  

 
Constant 

 
22.125 

 
1.620 

  
<.001 

 
Mathematics Content Coursework 

 
6.946 

 
2.031 

 
.608 

 
.003* 

Note. R squared = .369 (Adjusted R squared = .338). B indicates unstandardized 
regression coefficient. β indicates standardized regression coefficient.  
*p<.05 

There was a statistically significant effect (p=.003) of mathematics content 

coursework on MKT geometry. The mean DTAMS score for participants in Group B 

(those who had taken all mathematics content courses) was 6.946 points higher than those 

participants in Group C. Effect sizes were medium (Huck, 2004). Therefore, adjusted R 

squared = .338 meant that 33.8% of the variability in DTAMS scores can be explained or 

accounted for by mathematics content coursework. 

Discussion 

  Data analysis revealed statistically significant high positive correlations between 

MCE derivational connections with DTAMS scores, suggesting participants who had 

more developed MKT geometry made more derivational connections. The mathematics 

knowledge for teaching geometry involves being able to ask and answer the “how” and 

“why” questions behind mathematical ideas, concepts, and procedures. It seems 

reasonable that if participants are able to make more derivational connections, (they are 

able to use mathematical knowledge of one concept to build upon and explain the “how” 

and “why” other concepts), then they would have more developed MKT, and thus a 

higher DTAMS score. Data analysis revealed statistically significant high positive 

correlations between MCE procedural connections with DTAMS scores, suggesting 

participants who had more developed MKT geometry made more procedural 

connections. This result aligns well with the previous result linking more derivational 

connections with higher DTAMS scores. In many cases, participants’ derivational 

connections were built upon carrying out, explaining, and justifying a procedure. Thus, a 
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procedural connection could be thought of as a possible building block for making 

derivational connections.  

Data analysis revealed statistically significant moderate correlations between CSA 

curricular connections and DTAMS scores, suggesting that more curricular connections 

would yield higher DTAMS scores. One of the fundamental components of the MKT 

framework is pedagogical content knowledge which is comprised of 1) knowledge of 

content and students, 2) knowledge of content and teaching, and 3) knowledge of the 

curriculum. Participants who made more curricular connections tended to sort the cards 

from the perspective of a middle school teacher. These participants tended to sort the 

cards by applying their knowledge of mathematics and teaching, knowledge of 

mathematics and middle grades students, and knowledge of middle grades mathematics 

curriculum. Thus, it seems reasonable that participants who made more curricular 

connections during the open card sort would have higher DTAMS scores. 

Data analysis revealed statistically significant correlations between DTAMS 

scores and CSA closed sort pairings (2, 4) and (9, 16). For card sort pairing (2, 4) there 

was a statistically significant negative moderate correlation between the extracted theme 

“none” and DTAMS scores. Those participants who believed there was no connection or 

relation between card 2 and 4 tended to have lower DTAMS scores. A large number of 

participants whose responses fell within the “none” theme had difficulties making the 

algebraic/geometric connections during the MCE problem solving task. Thus, given the 

statistically significant positive high correlation between MCE and DTAMS scores, it 

seems reasonable that these participants would have lower DTAMS scores. For card sort 

pairing (2, 4) there was a statistically significant positive moderate correlation between 

the extracted theme “graphing possibilities” and DTAMS scores. The “graphing 

possibilities” theme represents participants’ attempts to relate the two cards by thinking 

about how to solve the problem on card 2 for finding the maximum possible area of a 

rectangle with a fixed perimeter. Participants whose responses fell within this theme 

tended to be those prospective middle grades teachers who exhibited such problem 

solving attributes as persistence, reflection, and sense making during the MCE problem 

solving task. Given the statistically significant positive high correlations between MCE 

and DTAMS scores, along with the observation of these participants exhibiting attributes 
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of successful problem solvers, it seems reasonable that these participants would tend to 

have higher DTAMS scores.  

Data analysis revealed a statistically negative moderate correlation between the 

extracted theme “given triangle” and DTAMS score. For closed card sort pairing (9, 16), 

all but one participant indicated the two cards were connected which is not surprising 

given the Pythagorean Theorem is arguably the most popular and remembered 

mathematical statement from high school geometry. The Pythagorean Theorem is often 

remembered as “a squared plus b squared equals c squared”, and when prompted 

participants usually recalled a, b, and c represent the lengths of the legs and hypotenuse, 

respectively, of a right triangle. More than half the participants’ responses for relating the 

two cards fell under the “given triangle” theme. Given a right triangle in the Cartesian 

coordinate plane, the Pythagorean Theorem could be applied to find the distance between 

the two endpoints of the hypotenuse. The previous description is a typical problem that 

prospective middle grades teachers have encountered on several occasions in middle 

school, high school and post secondary education. The participants’ “given triangle” 

explanation is dependent upon the recollection of a procedure that they have carried out 

on numerous occasions. Arguably, participants’ “given triangle” explanation was heavily 

reliant upon procedural rather than conceptual understanding of the relationship between 

the Pythagorean Theorem and the distance between any two points in the Cartesian 

coordinate plane. Well-developed MKT geometry requires both procedural and 

conceptual understanding of why and how particular mathematical ideas are related 

and/or connected to other mathematical ideas. The heavy focus of CCK and SCK items 

on the DTAMS instrument coupled with the lack of conceptual understanding of the 

mathematical ideas presented on cards 9 and 16 may explain why these participants 

tended to have lower DTAMS scores. 

 Mathematics methods coursework did not have a statistically significant impact 

on DTAMS performance. At first glance this finding may seem alarming. How could 

mathematics methods courses have no statistically significant effect on a measure for 

MKT geometry when a large component of the MKT framework is pedagogical content 

knowledge? The participants for this analysis had completed all mathematics content 

coursework. The mathematics content courses at the site where the study was conducted 
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has undergone considerable curricular changes. The participants who had taken MATH II 

were some of the first to partake in these changes were the author served as the primary 

instructor. MATH II was recently redesigned to incorporate several national 

recommendations (CBMS, 2001; NCTM, 1989, 2000, 2006) on what prospective middle 

grades teachers need to know and be able to do. Specific attention to the mathematical 

connection making and mathematical tasks of teaching as part of the MKT framework 

can be found in some of the objectives for MATH II: tracing and making connections on 

how geometric concepts are developed in the middle school and beyond (knowledge at 

the mathematical horizon), approaching geometry from an investigative constructivist 

stance by building small learning communities focused on mathematical communication, 

exploration, and problem solving as well as formulating, proving, or disproving 

conjectures. MATH II sought to help prospective middle grades teachers unpack, 

decompose, and make explicit the mathematical ideas and connections central to school 

mathematics curricula. As the instructor, the author used middle school curriculum 

materials as the foundation for the MATH II course and supplemented these materials 

with mathematically rigorous problems and activities. In an effort to build a fluid 

transition between prospective middle grades teachers’ mathematics content and methods 

courses, mathematical problems were framed in the tasks of teaching. The tasks of 

teaching included: video analysis of middle school instruction on a particular 

mathematics topic, examining textbook treatments of mathematics problems, analyzing 

routine and non-routine student solutions, creating opportunities to analyze errors, and 

evaluating alternative methods or representations. The efforts made to build a fluid 

transition between content and methods courses by infusing pedagogy within a content 

course may have contributed to the strengthen of prospective middle grades teachers’ 

pedagogical content knowledge before entering their mathematics methods courses, 

which in turn, may explain why mathematics methods coursework had no statistically 

significant impact on DTAMS scores. Another plausible reason for no statistically 

significant effect of methods coursework on prospective middle grades teachers’ MKT 

geometry resides in the composition of items on the DTAMS instrument. The items on 

the DTAMS were more heavily weighted toward subject matter knowledge (75%) than 

pedagogical content knowledge (25%)  
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Mathematics content coursework had a statistically significant impact on 

prospective middle grades teachers’ MKT geometry. The group that had not completed 

all mathematics content coursework still needed to take MATH I (finite mathematics 

course) and MATH II (geometry for prospective middle grades teachers). Given the 

DTAMS assessment was focused on measuring MKT within the domain of geometry and 

measurement, the items on the DTAMS were more heavily weighted toward subject 

matter knowledge, along with the redesign of MATH II (as described in the previous 

section), a reasonable prediction would be scores on the DTAMS would increase after 

successfully completing MATH II. 

Conclusions and Implications 

 This sequential exploratory mixed methods study described the types of 

connections prospective middle grades teachers make when engaged in tasks meant to 

probe mathematical connections and its relationship to MKT geometry. The statistically 

significant relationships discovered between MCE procedural connections, MCE 

derivational connections, CSA curricular connections, and MKT geometry are 

particularly encouraging. Both mathematicians and mathematics educators at the site 

where the study was conducted currently use and draw upon NSF reform curriculum 

emphasizing a constructivist approach to learning and teaching mathematics in 

prospective middle grades teacher content and methods courses. The development, 

improvement, and refinement of these prospective teacher courses include a focus on 

how to make visible the connections to the kinds of mathematical thinking, judgment, 

and reasoning one has to do in teaching (Ball, 2008). However, the below average scores 

for mathematics knowledge for teaching geometry, as measured by the DTAMS 

assessment, support the findings of the MT21 report that future U.S. middle school 

teachers prepared through a middle grades program need stronger mathematical and 

pedagogical preparation (Schmidt et. al, 2007).  

Implications for Content Courses 

 Findings from the MCE task suggest that participants had difficulties making 

derivational connections. Furthermore, those who had difficulty also tended to have 

lower DTAMS scores. The lack of derivational connection making supports national 

recommendations that “formulas for measuring area and volume should be developed in 
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such a way that a teacher could later derive a formula if it is not remembered (CBMS, 

2001, p. 101). While the majority of participants were able to make algebraic/geometric, 

2-D/3-D, and procedural connections, the fluency and ease with which they made these 

connections is questionable and in some cases, participants failed to make these 

connections at all. These findings have implications for prospective middle grades 

teachers content course preparation. As the NCTM (2009) points out,  

Too often individuals perceive mathematics as a set of isolated facts and 
procedures. Through curricular and everyday experiences, students should 
recognize and use connections among mathematical ideas. Of great importance 
are the infinite connections between algebra and geometry. These two strands of 
mathematics are mutually reinforcing in terms of concept development and the 
results form the basis for much work in mathematics as well as in applications. 
Such connections build mathematical conceptual understanding on 
interrelationships across earlier work in what appear to be separate topics (p. 3) 

 

Before coming to college, most prospective middle grades teachers have taken an 

Algebra I, Geometry, and Algebra II course. Algebra and geometry are typically viewed 

by prospective middle grades teachers as distinct fields will only perpetuate the 

difficulties prospective middle grades teacher have in making mathematical connections 

between strands. Prospective middle grades teachers’ algebraic/geometric, 2-D/3-D, and 

derivational connection making may be strengthened by creating a two semester course 

sequence focused on the interrelationships between algebra and geometry. In this study, 

the fundamental misconnections made by participants suggest that a two semester 

sequence specifically designed for prospective middle grades teachers should be 

developed through the MKT framework with particular focus on 1) making visible and 

explicit the connections between algebraic/geometric concepts, 2-D/3-D representations 

as well as how to derive such connections, 2) providing middle grades teachers more 

opportunity to explore the “equation to graph” and “graph to equation” relationships, 3) 

creating opportunities for prospective teachers to develop spatial visualization skills by 

working with and comparing components of 2-D and 3-D models.  

 Curricular connection making could be improved in such integrated courses but 

infusing more pedagogy within a these content courses. By more pedagogy within a such 

integrated courses, mathematicians and mathematics educators will help prospective 

teachers make more explicit connections to the kinds of mathematical thinking, 
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judgment, and reasoning one has to do in carrying out the work of teaching mathematics 

in a K-12 setting (Ball, 2008).  

Implications for Methods Courses 

 In methods courses, prospective middle grades teachers’ focus on curriculum, 

lesson planning, instructional strategies, and assessment. However, prospective middle 

mathematics teachers are rarely afforded the opportunity in their methods courses to 

reflect upon the role mathematical connections play in curriculum development, lesson 

planning, instructional strategies, and assessments with the goal of improving their MKT. 

Findings from this study suggest that higher MCE scores are associated with higher 

DTAMS scores, resulting in more developed MKT. The MCE activities and CSA 

activities along with the MCE rubric construction and implementation could serve as a 

model for getting prospective middle grades teachers to think about various forms of 

summative and formative assessment that could be implemented during K-12 classroom 

instruction and lesson planning. By developing lesson plans that include a focus on 

mathematical connections as an explicit objective and thinking about how to assess such 

connection making, prospective middle grades teachers will begin to strengthen both their 

mathematical and pedagogical connection making as well as MKT. The MCE and CSA 

instruments and rubrics could also serve as a starting point for helping prospective middle 

grades teachers think about how to sequence their instruction, reflect upon the goals of 

instruction, reflect upon and state the connections expected to be made by their students, 

and develop appropriate assessments that help to measure the objectives set forth in their 

lesson plans.  

Implications for Researchers 

 Although there are a few studies that have examined the mathematical 

connections of prospective middle grades teachers at the elementary and secondary level 

(Bartels, 1995; Donigan, 1999; Evitts, 2005; Hau, 1993; Roddy, 1992; Wood, 1993) there 

is little to no research on the mathematical connections made by prospective middle 

grades teachers at the middle grades level. The findings of this study resulted in the 

development of several mathematical connection types, a set in the context of problem 

solving and the other in context of card sorting. The mathematical connection categories 

that emerged from this study should be used as a starting point for evaluating the types of 
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connections practicing teachers are or are not making during instruction. The 

mathematical connection categories and rubrics developed in this study should be 

adapted and refined for use in other contexts. By understanding the types of mathematical 

connections inservice teachers make during instruction, mathematicians and mathematics 

educators will be better informed on the types of mathematical connections that need to 

be focused on during prospective teacher preparation for strengthen and developing 

MKT. 

 The design of this study provides a unique contribution to mixed methods 

research by providing an example of non-traditional sequential exploratory mixed 

methods design in which the quantitative results from the first phase of the study did not 

directly inform the development of instruments and procedures carried out in the second 

phase of the study. As Teddlie and Tashakkori (2009) posit,  

You may want to select the best available MM research design for your study, but 
you realize that you may have to eventually generate your own. It is important to 
recognize that it is impossible to enumerate all possible MM designs. Therefore, 
you should look for the most appropriate or single best available research design, 
rather than the “perfect fit”. You may have to combine existing designs, or create 
new designs, for your study. (p. 163) 

 
Furthermore, this study will contribute to the utility and fruitfulness of data that can be 

gleaned through mixed methods research in the context of mathematics education. As 

Hart, Smith, Swars, and Smith (2009) found only 29% of 701 mathematics education 

articles published between 1995 and 2005 utilized mixed methods for integrating 

qualitative and quantitative approaches to research.  

Future Research 

 Prospective middle grades teachers must learn to access and unpack their 

mathematical knowledge in a connected, effective manner. Future studies should include 

research on the development of mathematical tasks for explicit connection making in 

order to make visible the connections to the kinds of mathematical thinking and judgment 

one has to do in teaching. How can we prepare prospective middle grades teachers to 

unpack and decompose mathematical ideas in a connected explicit manner? Future 

studies should include research of effective ways for constructing mathematics tasks that 
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help prospective middle grades teachers learn to create questions and questioning 

techniques that will strengthen their mathematics knowledge for teaching.  

Future research studies should include the careful construction of assessments that 

not only explicitly address the relationship between mathematical concepts and topics, 

but value the making and learning of connections. A longitudinal study following a 

cohort of prospective middle grades teachers through their undergraduate studies on into 

their 1st and 2nd year of teaching could potentially reveal how mathematical connections 

and MKT are developed over time. Future studies should involve the development and 

implementation of an integrated mathematics content course sequence for prospective 

middle grades teachers. What would be the effects of an integrated mathematics content 

course sequence on prospective middle grades teachers’ mathematical connection making 

and MKT? The current research study is only an exploratory preliminary study that 

highlights the mathematical connections prospective middle grades teachers make and its 

relationship to mathematical knowledge for teaching geometry. This study serves as a 

foundation for future studies examining the relationship between the mathematics 

knowledge needed for teaching and the mathematical connections prospective teachers 

make within other domains and contexts.  
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Preservice Teachers of English Language Learners:  Issues of 

Transitions, Dispositions, Catalysts, and Partnerships 

The shortage of bilingual educators has been well documented since the early 1980’s. 

Boe (1990) noted that at the time, no national database of bilingual education teachers was 

available to support refined supply and demand research in this area. This shortage has been 

referred to by Gold (1992), as “the single greatest barrier to the improvement of instructional 

programs for LEP students.” (p. 223). The demand for Bilingual Education and ESL teachers is 

not only high, but studies by Gándara (1986); Macías (1989); Quezada (1991); Torres-Guzman 

and Goodwin (1995); Crawford (1997); Menken and Holmes (2000); and Menken and Antunez 

(2001), document this dire shortage of Bilingual Education and ESL teachers. According to 

Abdelrahim (2005), the need for more minority teachers, especially those trained to teach 

linguistically and culturally diverse students in Bilingual Education and ESL is immense. She 

projects that schools must recruit about two million new teachers by 2010 to meet the demand. 

The National Clearinghouse for English Language Acquisition (NCELA, 2004) also 

pointed out the difficulty in finding and attracting teachers for bilingual classrooms. This report 

also emphasized that schools will need to hire as many as two million new teachers (all fields) in 

the coming decade. This Clearinghouse noted however that bilingual and ESL education will be 

particularly crucial in this great teacher shortage. Moss and Puma (1995), stated that the 

inadequate supply of bilingual teachers had forced many districts to hire uncertified aides whose 

only qualification in many cases was the ability to speak another language. 

Some school districts in Texas have even made trips to Mexico to recruit Mexican 

teachers (Barbe, 2006).  Dallas Independent School District officials wanted to work with other 

urban school systems to initiate changes in current immigration laws in order to permit them to 
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hire college-educated illegal immigrants in order to address the growing shortage of bilingual 

teachers in their districts (Hobbs, 2006). It becomes apparent to many educators that this 

shortage is very real. Because of this shortage many institutions of higher education have created 

programs to ameliorate them. These include having mainstream teachers take the required 

certification exams needed for bilingual and ESL education without any formal preparation in 

teaching ELLs and placing these teachers with ELLs. 

The Institute for Education Sciences (IES) through the auspices of the National Center 

for Education Statistics (NCES), reported that in 2006 approximately 20% of children ages 5-17 

in the U.S. spoke a language other than English at home, and 5 percent spoke it with difficulty 

(IES, 2008). The NCES (2006) also reported that about 4 million English language learners 

(ELLs) were enrolled in U.S. public schools during the 2003-2004 school year. The National 

Clearinghouse for English Language Acquisition (2007) reported ELLs for the 2005-2006 school 

year to be 5,074,572. 

Although gathering accurate data on ELLs is often difficult the national growth of this 

particular segment of the school-age population has been very rapid. However, many teachers 

are unprepared to teach these students in their classrooms. The U.S. Department of Education 

National Center for Education Statistics (NCES, 2002) provides statistics showing that while 

many teachers have ELLs in their classrooms, the number of educators to complete at least 8 

hours of training in the past three years on teaching ELLs was exceedingly low. The following 

table provides selected examples from the National Center for Education Statistics Report 

(2002). 
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_____________________________________________________________________ 

          State                  % of Teachers Who          % with 8 or more hours 
                                           Taught ELLs   of formal preparation 

_____________________________________________________________________ 
Arizona   67.8%    23.2% 
Colorado   53.2%    13.2% 
Georgia   35.2%      6.2% 
Illinois    37.1%      7.1% 
Indiana   29.0%      1.9% 
New Mexico   64.7%    33.2% 
California   75.2%    49.2% 
Nevada   67.5%    18.6% 
Arkansas   29.9%    12.5% 
Louisiana   16.4%      3.1% 
Oklahoma   32.9%      5.2% 

              Texas     55.7%     17.9% 

 

Transitions: The Associate of Arts in Teaching Degree 

 Another programmatic effort to meet the shortage of teachers in Texas was the Associate 

of Arts in Teaching (AAT) degree. The Texas Higher Education Coordinating Board approved 

this program in 2004. The AAT is a degree program consisting of lower division courses 

intended for transfer to baccalaureate programs that lead to initial Texas teacher certification. 

This AAT program consists of a minimum of 60 to 66 semester credit hours of coursework and 

is fully transferable within Texas (THECB, 2005). Given these circumstances, a Hispanic-

serving community college and a predominantly white four-year comprehensive university in 

rural west Texas, have established a specialized collaborative AAT program. Students entered 

this major comprehensive research university as a cohort and declared their intentions to seek 

certification in Bilingual Education or English as a Second Language (ESL). The usual transfer 

patterns in the past have consisted of students transferring on their own and from different 

disciplines. This is the first articulated agreement in the state and region to accept students as a 
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cohort into a specific major—ESL or Bilingual Education. These preservice transfer students had 

also completed field experiences in classrooms with English Language Learners (ELLs), as part 

of the transfer credits. 

Díaz (1992) found that many four-year institutions were concerned about the recruiting 

and admitting of community college transfer students. Similarly, community colleges are also 

concerned by the lack of success experienced by many of their students who transfer to four-year 

schools. Berger and Malaney (2003) also found that although the number of transfer students has 

been increasing, four-year colleges remain hesitant about enrolling them due to the failure of 

many to succeed academically and the lack of resources committed to orienting students to 

university life. Laanan (1996) adds that many university administrators are reluctant to admit 

community college transfers based on the perceptions that they have concerning the students’ 

lack of academic preparation. 

 Berger and Malaney (2003) also found that the successes and failures of community 

college transfer students could be attributed to a number of factors. While early studies focused 

on the individual characteristics of the students (e.g., Hills, 1965; Pascarella, Smart, and 

Ethington, 1986) later studies emphasized the role of the community college in preparing 

students (e.g., Graham & Hughes, 1994; Kinnick & Kemprier, 1988). Cejda (1997) and Laanan 

(1996) have found that experiences in four-year institutions impact student success.  

 According to Davis and Dickman (1998), community college students do not consider the 

process of transferring to be easy. They cite such problems as student frustrations with the 

application, admission, and registration processes, credit transfers, making new friends, getting 

involved in academic and social activities, as well as learning about what services and resources 

are available. They also report that students have difficulty in adjusting to classes that have 
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increased student enrollment and academic rigor, in addition to having diminished opportunities 

to interact with faculty and advising staff. These issues are even more pronounced for Hispanic 

community college students because their transfer and persistence rates are among the lowest 

(Harvey, 2002; Rendon & Garza, 1996). The American Association of Community Colleges 

(1995) also reported that university environments might be more supportive of majority students 

than minority students. 

Researchers have identified advising as an area that needs to be addressed in the process 

of avoiding problems among transfer students (Cohen, 1992; Dougherty, 1992; Hughes, 1992; 

Laanan, 1996; Berger and Malaney, 2003; Barbour, Cortez, & Barbour, 2003). Other issues 

include faculty-to-faculty articulation (Dougherty, 1992; Cohen, 1992), guaranteed admission 

and concurrent enrollment (Cohen, 1992), as well as issues relating to student services such as 

testing, placement, financial aid advising, and campus visits. Davies and Kratky (2000) state that 

while current research addresses the difficulties community college students experience in 

transferring, it does not provide examples of assistance programs designed to address these 

difficulties. 

However, the literature on Bilingual Education and ESL students who transfer into four-

year preservice programs is non-existent or very limited. Therefore, we must rely on literature 

from mainstream transfer programs and students. In 2006 we studied a cohort of community 

college students who had chosen to major in Multidisciplinary Studies with a concentration in 

Bilingual Education or English as a Second Language. This cohort transferred from an AAT 

program at a community college, into our four-year comprehensive institution. This degree has 

now become a new vehicle for community college students seeking to become certified teachers 

in the state of Texas.  
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Also, this cohort of students transferred from a Hispanic Serving Institution. While there 

is a growing body of literature on Hispanic community college students (Kraemer, 1995; Adam, 

1999; Suarez, 2003; Turner, 1992; Rendon & Valadez, 1993; Aguirre & Martinez 1994; Cejda, 

2002; Nevarez, 2001), there is little evidence or literature directly related to students transferring 

as Bilingual Education or ESL students with declared majors in these fields. In this regard, this 

study is breaking new ground (Midobuche & Benavides, 2006). 

 This student cohort met with advisors, staff, and administrators at both campuses, as well 

as with faculty from our Bilingual and ESL program, toured our campus, and even took one of 

their community college classes in our building. They also completed a field placement with 

ELLs in a local elementary school. This study focused on the nature of the transitioning 

experiences of 14 transfer students.  

 The preliminary data from six questions was collected at the beginning of the students’ 

second semester in the program. The data was categorized into recurring themes. The following 

represent the top two themes (by percentages) for each of the questions:  

Question 1 asked about the reasons students transferred to the four-year university. The 

two top responses were: “the education program at the four-year institution”—32%, and 18% 

stated that they transferred for “personal reasons”. Question 2 asked students to identify the most 

difficult things to adjust to at the four-year institution. Students responded that “workload” 

(24%), and “time management” (19%), were their most difficult areas to adjust to. 

Question 3 asked students to identify what they liked most about their transfer? Thirty-

eight percent (38%) responded that they really liked the Bilingual Education Program and 23%j 

replied that they liked the classes, content, and resources they were receiving. Similarly, 

Question 4 asked them to identify things that they did not like about the transfer process. Thirty-
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five percent (35%) responded that they did not like the parking and 24% responded that they did 

not like the advising schedules. 

Asked in Question 5 to respond to what they found most rewarding about the transfer 

experience, 31% responded that they very much liked the program faculty. Another 31% also 

liked the reality that they had set graduation goals. Question 6 asked students to identify what 

they found most surprising about their transfer. Forty-four percent (44%) said that they were 

surprised by the quality of the program faculty. The university atmosphere surprised an 

additional 31%. 

 This study is important because for the first time, a cohort of community college transfer 

students was used to collect data in a program that could help institutions to better understand the 

issues involved in transitioning—especially the 59 community colleges in Texas. Also, this study 

provides first-hand information about the new Associate of Arts in Teaching degree and thus 

helps institutions better prepare teachers of ELLs—a significant part of the school-age 

population in Texas.  

The Study of Dispositions and Teachers of ELLs 

According to Thornton and Eisenman (2008) well prepared teachers who are ready to 

 meet the needs of a diverse student population must possess not only the skills and knowledge 

necessary, but also the dispositions.  Ritchhart (2001) maintains that defining dispositions has 

been difficult because there has been a proliferation of terminology and perspectives. 

According to the National Council for Accreditation of Teacher Education (NCATE, 

2006), dispositions are defined as: 

The values, commitments, and professional ethics that influence behaviors 
towards students, families, colleagues, and communities and affect student learning, 
motivation, and development as well as the educator’s own professional growth. 
Dispositions are guided by beliefs and attitudes related to values such as caring,  
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fairness, honesty, responsibility, and social justice. For example, they might include  
a belief that all students can learn, a vision of high and challenging standards, or a 
commitment to a safe and supportive learning environment. (p. 30) 
 
Most of the literature on dispositions is focused on mainstream teachers and on the 

general area of diversity. Major and Brock (2003) found that a large body of literature centers on 

the moral and ethical dimensions of teaching and that much of the literature emphasizes the 

fostering of positive dispositions toward diversity. These are usually concerned with attitudes, 

values, and beliefs about issues of equity (Shutz, Keyhart & Reck, 1996). Collinson (1999), 

observed that dispositions are nearly non-existent and Thornton (2006), stated that dispositions 

remain a neglected part of teacher education. Yero (2002) and Talbert-Johnson (2006) also 

reported that while it is easy to measure teachers’ content knowledge and pedagogical skills, the 

assessment of dispositions is much more involved and difficult.  

Dispositions, attitudes, and perceptions of others play a vital role in determining success 

in the world of teaching (Cline & Necochea, 2006). However, there is limited literature that 

addresses the dispositions that would pertain specifically to teachers working with ELLs.  

Rodriguez (2003) found that teachers need the right disposition for educating transnational 

students but that this disposition is elusive and difficult to define.  For example, Samway and 

McKeon (1999) reported that some teacher candidates believed that the lack of English 

proficiency was a lack of cognitive ability. For teachers of ELLs dispositions are extremely 

important because according to Cline and Necochea (2006), “teachers become better prepared to 

adapt to the local context, linguistic diversity, and cultural differences . . .” (p. 1) There is no 

consensus through research on defining dispositions and there exists no common language to 

universally describe them (Thornton, 2006; Thompson, Ransdell & Rousseau, 2005).  While 

these studies are important and useful in language minority education, there is still a lack of 
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clarity in the definition of dispositions specifically aimed at teachers of ELLs, particularly in 

those areas away from the border. For example, when Major and Brock (2003) allude to teacher 

candidates demonstrating a ‘sensitive’ disposition to children of diverse cultural backgrounds, 

there are no specific examples as to the definition of ‘sensitive’, and this ultimately leaves too 

much open to interpretation. For example what was a teacher candidate attempting to say when 

she remarked in a methods class discussion on pyramids that she would never teach about the 

pyramids in Mexico or the historical contributions made by Mexicans, although the majority of 

her students would be of Mexican descent? She would however, teach them about Egyptian 

pyramids and the historical contributions made by Egyptians. Or, when another teacher candidate 

planning to teach ELLs remarked, “I am nauseated by the amount of Spanish I hear” 

(Midobuche, 1999). Or, what does it imply when a teacher candidate uses a student’s 

immigration status as a condition for providing instruction (Midobuche, 2001)? These examples 

relate specifically to teachers’ negative dispositions. 

 Several models have been identified for studying dispositions. However according to  

Thornton (2006), some are better suited to examining different variables along with their 

differing definitions. Thornton (2006) lists these models as: 1) the Standards Language Model;  

2) The Professional Behaviors Model; 3) the Self-Reflections Model; 4) the Ethics and Equity 

Model; and 5) the Dispositions in Action Model. While each of these models rely on accepted 

educational theory and practice, they tend to focus on standard acceptable views and practices 

that often mirror the needs of various stakeholders such as state or national organizations, or 

even local school officials. For example, the Standard Language Model tends to be a collection 

of checklists, rating scales, and rubrics that can be correlated to the language of state and national 

standards (Thornton, 2006). 
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 A pilot study was conducted with 69 pre-service teacher candidates who were 

administered a questionnaire asking them to list, identify, and rank as many dispositions as they 

could think of. This initial data collection was considered baseline data and also a means of 

assessing the teacher preparation program at their institution. The initial data were analyzed by 

certification area, ethnicity, time in the preparation program, and by instructional mode, (face-to-

face, online, ITV, etc.). This sample of preservice teachers provided examples of dispositions 

that seem to fit the models found in the literature (Midobuche, Benavides, & de Rasez de 

Guyenne, 2009; Benavides, Midobuche, & de Rasez de Guyenne, 2009).  

 The responses seemed to fall into the Standards Language Model where the dispositions 

identified tended to be a collection of checklists, rating scales, and rubrics associated with the 

language of state and national standards for novice teachers. Some responses also fit in the 

Professional Behavior Model where the teachers’ professional characteristics or behaviors such 

as attendance, work ethic, preparation, punctuality, sense of humor, and appropriate dress are 

sometimes considered to be dispositions (Thornton, 2006). When asked about their perceptions 

of the most effective mode of instruction for the teaching of dispositions in a university class 

(where a ranking of 1 was the most effective and 6 the least effective), the participants gave an 

average rating of 1.9 to face-to-face instruction, 4.3 to online instruction, and 4.6 to Instructional 

Television (ITV). When asked if they had observed the teaching of these dispositions in a face-

to-face class, 56 participants responded “yes” and 13 “no”. When asked the same question about 

online and ITV instruction, 5 responded “yes” for online and 4 for ITV (Midobuche, Benavides, 

& de Rasez de Guyenne, 2009; Benavides, Midobuche, & de Rasez de Guyenne, 2009). 

The Catalysts 
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 We recommend that the following set of what we term “catalysts” be used as indicators 

in assisting to identify the dispositions needed among teachers of English language learners. We 

refer to these catalysts as the 4 R’s and 4 C’s in teaching (Midobuche, 2002; Midobuche & 

Benavides, 2002-2003; Midobuche, Benavides, & Diaz, 2006). The 4 R’s stand for Recognition, 

Respect, Retention, and Responsiveness. The 4 C’s refer to Caring, Courage, Conocimiento, and 

Commitment. 

American public schools and the larger community must recognize that children come in 

different languages. Recognition refers to teachers recognizing, acknowledging, and validating a 

child’s language and culture. Respect refers to respecting another person’s language and culture. 

It is an acceptance of individual and group differences and attributes. This catalyst will help 

ensure that individuals promote and defend each other’s rights and privileges. Respect for 

children in the classroom and their families will lead to mutual respect and acceptance. Retention 

refers to helping children retain and maintain their heritage language. Fishman (1996) pointed 

out that losing one’s language means losing the culture as well. This ultimately leads to a person 

who loses his or her direction in life. As the fourth ‘R’ Responsiveness refers to the appropriate 

actions of teachers, administrators, and schools to ensure the success of all students. It is 

especially critical that effective schools maintain high student expectations and academic rigor in 

order to allow students to acquire the academic skills necessary to succeed. 

 The 4 C’s are equally important as catalysts in schools. Caring refers to a teacher’s 

sincere effort on behalf of the student. It goes beyond merely feeling compassion for the student. 

Caring is an action that encompasses involvement and participation in the meaningful education 

of students. Courage in a teacher refers to having the courage to advocate for the linguistic, 

cultural, and educational needs of English language learners. This is especially important at a 
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time when the field of language minority education is experiencing backlashes against immigrant 

students and education programs that help them. Conocimiento in Spanish refers to more than 

“knowing”. It refers specifically to understanding the cultural, linguistic, and content knowledge 

of the areas involved in the education of ELLs. Conocimiento also refers to a thorough 

understanding of procedures, policies, court decisions, laws, and legislation affecting the 

education of ELLs. Commitment is the fourth ‘C’ and represents an honest effort to place well-

prepared teachers in every classroom. This is a large part of our commitment to children who 

come from culturally and linguistically diverse children. A well-prepared teacher of ELLs knows 

what to teach, how to teach, and has command of the subject matter being taught. 

 Learning does not occur solely in the classroom. According to Gallego, Rueda, and Moll 

(2003), “schools may extract valuable lessons by attending to how learning occurs in places 

outside the traditional classroom” (p. 387). Therefore, there are other approaches that can be 

used to assist in the education of English Language Learners. Traditional classroom instruction 

can be supplemented by learning activities outside of the classroom. There are many approaches 

that can be utilized to add to what teachers are doing in the classroom. The National Association 

of Elementary School Principals (1993) states that “the time spent by a child outside school and 

away from parents may be greater than the time spent at school. These hours are too many and 

too precious to waste” (p. 1). Therefore, developing positive parental involvement is a goal that 

should be pursued in order to assist in the learning development of ELLs.  

Partnerships: In-School and After-School Programs 

Tutoring programs can also be another means of addressing the educational needs of 

ELLs. In January 2005 the Office for Planning, Grants, and Evaluation from the Texas Education 

Agency conducted its first evaluation of the 21st Century Community Learning Centers (CCLC) 
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for projects funded for the 2003 - 2004 school year.  Previous research on the effectiveness of 

after-school programs had been conducted by the U.S. Department of Education (2003), The 

Harvard Family Research Project (2002), and The National Institute on Out of School Time 

(2003) and has shown that these programs can have a positive impact on student classroom and 

out-of-school behavior, and on students’ academic performance. The 21st Century Community 

Learning Centers program of the U.S. Department of Education was honored in 2002 for its 

partnership with the C.S. Mott Foundation in its efforts to help establish public schools as 

community learning centers and offer quality after-school programs for children (U.S. 

Department of Education, 2002). The 21st CCLC Program was a key component of President 

Bush’s No Child Left Behind Act. The focus of the program was to provide expanded academic 

enrichment for children who attend high-poverty schools, including activities designed to help 

students meet local and state standards.  

 In its first state evaluation report of the 21st CCLCs the Texas Education Agency (2005) 

found that they focused most of their efforts on providing accelerated instruction and tutorials in 

basic academic skills--mathematics, reading, and social studies in addition to fine arts and sports 

activities. These activities were conducted in settings where the vast majority of the teaching 

staff was certified and where community involvement was present. The report also stated that the 

CCLCs were providing high quality instruction with local flexibility and community 

involvement. Because 33% of Texas participants in CCLCs are ELLs, more emphasis by these 

programs needs to be placed on addressing the linguistic needs of these particular students. An 

example of a program addressing these needs is a rural district representing a consortium of five 

rural districts in West Texas.  This consortium of K-12 schools has directly linked with a 

comprehensive four-year university serving over 30,000 students.  The program is housed in the 
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College of Education, Bilingual Education Program.  Graduate and undergraduate students 

specializing in bilingual education form a cadre of tutor-mentors who work with individual 

districts to assist in providing tutoring in mathematics, science and reading to ELLs in these 

districts.  In addition to meeting the English language needs of the Spanish speaking ELLs the 

project also has begun to address the linguistic and cultural needs of a German-speaking ELL 

Mennonite community (Midobuche, Benavides, Angulo, et.al., 2006). 

 The 21st Century Community Learning Centers Program is funded by the U.S. 

Department of Education to create or expand the role of community centers in providing 

academic enrichment activities to economically disadvantaged students in at-risk situations 

(TEA, 2005). One of the No Child Left Behind (NCLB) provisions requires that school districts 

make supplemental educational opportunities available to economically disadvantaged students 

in at-risk situations outside the regular school day (Flynn, 2002). In the 2003-2004 school year 

the typical 21st Century Community Learning Center program participant was economically 

disadvantaged, Hispanic, and enrolled in Kindergarten through Grade 5.  Approximately one-

third were classified as limited English proficient (LEP) and approximately 80 percent of the 

participants were classified as economically disadvantaged. It is important for Center and other 

tutoring personnel to know whom the students are that they are serving. Often teachers and tutors 

are not prepared for the challenges presented by the students in after-school tutoring programs 

especially those who are limited in their English proficiency. These students are often at risk of 

being left behind. Tutoring programs should be aimed at helping students achieve the success 

that they often miss in traditional classrooms. 

 According to Resnick (1991), it is important to understand that simply replicating the 

classroom environment in a different setting will more than likely produce negative results. It is 
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necessary then to provide students with appropriate tutoring opportunities that will result in 

positive experiences. However, it is equally important and necessary when working with ELLs to 

use approaches that are designed with them in mind. Gallego, Rueda, and Moll (2003), contend 

that non-school settings are appealing because of their suitability for looking at diversity without 

the usual constraints of school. After-school programs that develop dual language opportunities 

for students also offer the possibility of more success with English Language Learners. 

 Hernández (2003) maintains that ELLs can enhance their learning skills more readily by 

learning study skills. Pérez and Torres-Guzman (1996) found that study skills could help ELLs 

identify general learning goals associated with academic success. These goals can be as simple 

as setting aside a specific routine time for quiet work and study. Hernández (2003) also believes 

that children’s academic success depends directly on their ability to listen. The skill of listening 

is important since much of the classroom learning depends on good listening skills. 

With the evidence in support of native language instruction for ELLs continuing to be 

formidable it is important to utilize this research in formulating in-school and after-school 

programs of the type aimed at improving achievement and closing the gap among ELLs. It is 

important to understand the student’s language and cultural heritage in order to demonstrate a 

genuine interest in the student as well as allow the student to feel a sense of self-worth. 

 In summary, many factors affect how we meet the needs of ELLs. These include the 

growing numbers of ELLs, the shortage of bilingual education and ESL teachers, the lack of 

preparation and professional development for preservice and inservice bilingual education, ESL, 

and mainstream teachers in linguistic, cultural, and content areas, promoting culturally 

responsive teachers, and the different types of programs available in dual language education. 

Since the typical participant in the 21st Century Community Learning Centers Program is 
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economically disadvantaged, Hispanic, an English Language Learner, and enrolled at the K-5 

level, the need to educate this large group of students is very apparent. The demographics of this 

group of students make it imperative that all of our teachers, schools, and community partners 

come together to ensure their success. In-school and after-school programs can serve to help 

close the existing achievement gap for these children. 

 This particular project is an example of one institution of higher education attempting to 

prepare and involve its teacher educators in a real-life partnership with local school districts with 

high needs in how to meet the educational needs of English Language Learners. These Bilingual 

Education university students are helping these school districts meet the linguistic, cultural, and 

content area needs of their ELL students. The experience that these university students are 

receiving is helping them bridge the gap between theory and practice. These students are also 

helping to add to the knowledge base and disseminating this information in order to assist in the 

preparation of highly qualified Bilingual Education and ESL teachers. This will in turn help to 

address the shortage of these teachers. 

Summary 

As the numbers of ELLs continue to grow and as we become more aware of their 

educational needs, educators can no longer consciously practice within “a culture of 

convenience” (Midobuche & Benavides, 2002-2003). It is educationally and ethically wrong to 

expect ELLs to acquire a new language while not demonstrating value to the students’ own 

heritage language, thus allowing them to lose it. Yet when they become adults society will 

expect them to be fully bilingual. This cycle of being deficient in both languages must be broken. 

We must place students in ‘win-win’ educational situations by ensuring that their cultural, 

linguistic, and educational needs are addressed by all educators, allowing them to be successful 
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in both the English and heritage language communities (Midobuche & Benavides, 2002-2003). 

We cannot continue to have ELLs sitting at the back of classrooms being ignored. Today’s 

demographics should alert us to the immense need to change how we teach language minority 

children. 

By providing programs such as the Associate of Arts in Teaching we allow for smoother 

transitions between community college students and the four-year institution. Our preparation 

programs should also develop positive dispositions and include the catalysts as indicators of 

these dispositions. They should also focus on giving preservice teachers additional field 

experiences with language minority children. Since many minority students enter the profession 

through the community college route, these programs take on special significance because they 

can become a means of recruiting more minority teachers to these areas of critical need.  This 

helps to alleviate the shortage of teachers and also provides for teachers who may be better 

equipped to meet the academic, linguistic, and cultural needs of English Language Learners. 
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INTRODUCTION 

Because higher education is a critical pathway to achieving occupational success and social 

status, the need to improve student retention in postsecondary education is a significant issue for 

U.S. colleges and universities. Over past 30 years, the value of a college degree has increased 

dramatically as the earnings gap between those with bachelor’s degrees and those without has 

continued to widen (Postsecondary Education Opportunity, 2006). For students, gaining access 

to college and then staying in school long enough to complete a degree dramatically impacts life 

chances and quality.  

Not surprisingly, at the same time the percentage of high school graduates enrolling in 

college has steadily increased. The number of first-generation students (defined as those for 

whom neither parent completed a 4-year degree at a U.S. university) has also increased. In the 

past, many of these students might not otherwise have considered college as an option. Because 

first-generation students demonstrate the lowest retention rates, there is a pressing need for 

support programs for these students who are not able to draw upon past experiences of family 

members in dealing with the range of adjustment issues they face upon entering the university. 

The Students First Mentoring Project is such a support program. 

The Students First Mentoring Project (SFMP) is a four-year pilot program designed to 

improve first-generation student retention at Portland State University by facilitating students’ 

transitions to the university and helping them succeed after they get there. This project is 

sponsored by the U.S. Department of Education's Fund for the Improvement of Post Secondary 
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Education (FIPSE) program.  The foundation for this intervention is expertise development 

mentoring, a process in which already successful first-generation students mentor new-to-

campus freshmen by sharing college adjustment strategies that have already proved to be 

effective.  In SFMP, first-generation freshmen participate in a year-long mentoring program 

intended to increase their relative level of “college student expertise” by making the implicit 

ground rules of higher education explicit and providing high-likelihood-of- success strategies for 

specific college situations.  Underlying this intervention is the idea that this relatively higher 

level of student expertise should result in first generation students’ first year academic 

performance and persistence rates approaching those of students from more educated families. 

Expertise development mentoring provides new students with useful information about 

“what to do in order to succeed at the university”, insights into the culture of higher education, 

and tips on how to become more expert students. This form of mentoring goes beyond just 

informing students about the range of support services that are available on campus, to providing 

scripts for how to use specific campus resources appropriately as well as strategies for key 

campus interactions, such as how to get a question answered in a large lecture class.  

The Students First intervention is designed to move first-generation students along the 

continuum of college student role expertise. SFMP provides new students with a socialization 

setting for learning an appropriate version of the college student role and using it successfully.  

SFMP mentoring activities take a variety of forms, from online discussion boards and 

access to a peer mentoring video library, to one-on-one interactions with program staff. A 

consistent theme across the range of mentoring activities is that first generation students will 

make an easier adjustment to the university if they are provided with opportunities to utilize the 

expertise of already successful, first-generation PSU students.  
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This approach is similar to and consistent with the developmental model of advising from the 

student affairs literature (e.g. Crookson, 1972, Sickles, 2004). 

 

DEVELOPMENTAL ADVISING 

 Crookson (1972:5) in what currently is the most widely used definition, suggests that " ... 

Developmental counseling or advising is concerned not only with a specific personal or 

vocational decision but also with facilitating the student's rational processes, environmental and 

interpersonal interactions, behavior awareness, and problem-solving, decision-making, and 

evaluation skills."   

King (2005) proposes that, “developmental academic advising is both a process and an 

orientation. It reflects the idea of movement and progression. It goes beyond simply giving 

information or signing a form… (and) recognizes the importance of interactions between the 

student and the campus environment…”  From a developmental perspective, an advisor should 

tailor her approach in working with a student so as to balance helping the student in 

constructing a plan to successfully navigate college with a recognition that demographic 

variables, such as low-income or first-generation status, mean that new students from different 

background bring with them with different knowledge sets and problem-solving resources as 

they try to successfully adjust to college. 

 

HOW THIS RESEARCH MIGHT INFORM MENTORING AND ADVISING PROGRAMS 

There is a conceptual “fit” between a developmental advising perspective and SFMP’s 

expertise development mentoring approach. Developmental advising’s emphasis on the advisor 

facilitating problem-solving, decision-making, and rational-evaluation-of-options processes, 

along with promoting the greater likelihood of high quality, positive outcomes for the student in 

key campus interactions, fits nicely with expertise development mentoring model’s stated goal 

of providing a socialization context in which students learn high-likelihood of success strategies 

for dealing with specific college adjustment issues.  The Students First intervention’s adaptation 

of  Dreyfus and Dreyfus (2005) model of expertise development to expertise level–appropriate 
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plans for working with first generation students can be a valuable tool for academic advisors 

favoring a developmental approach.  

 

BACKGROUND 

The Three “P’s” of College Student Success 

In order to understand the issues associated with college student success, it is essential to define 

three key terms. Performance refers to how well a student is doing at the university.  The almost 

universal operationalization of student performance is grade point average (g.p.a.). Progress 

refers to the degree to which a student stays on track to complete a degree within a specific 

period of time.  In the past, most universities assumed that a student making “adequate progress” 

would complete a Bachelor’s degree in four years. Currently, however, universities are reporting 

five and six-year graduation rates, suggesting that in reality, today’s students are taking longer. 

Therefore, a more useful operationalization of progress is the number of credits completed in a 

year.  Persistence is an individual-level variable that refers to whether a student who starts a 

degree program continues within higher education until degree completion while retention is an 

institutional-level variable that describes the degree to which students who begin a degree 

program at a university complete that degree at that institution.  In this article the two terms are 

used interchangeably.  

A review of the literature on college student success illustrates the relationships among these 

concepts. Researchers have established a relationship between academic performance and 

college persistence, particularly for first year persistence (Smith. 2007; Chen & Carroll, 2005; 

Jacobi, 1991). For example, at Portland State University, a student receives an “academic 

warning” for any term in he carries more than 12 credits and earns a cumulative g.p.a. of less 

than 2.00 on a four-point scale.  If, after the next term, the student has not raised his or her 
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cumulative g.p.a., to 2.00 or does not earn a 2.25 term g.p.a., the student is placed on “academic 

probation”.  If the student’s performance does not improve, e.g. after a third term of a sub-2.00 

g.p.a., the student is “academically disqualified” and is dropped from the university (PSU 

Registration & Records: http://www.pdx.edu/registration/academic_standing.html). 

 A review of relevant literature indicates that progress, specifically first year progress, is a 

particularly important variable in predicting degree completion. Recent research shows that the 

lower the number of credits completed during a student’s freshman year at college, the less likely 

that student was to complete any type of certificate or degree program (Miller & Spence, 2007, 

Chen & Carroll, 2005).  It is clear that a first step in improving student persistence is improving 

student performance during the first year on campus. 

 As noted in the literature on the relationship between progress and persistence, college 

students’ first year on campus is a crucial element in degree completion. Several studies have 

shown that students are most likely to drop out during their first year of college as well as during 

break between the first and second years (Consortium for Student Retention Data Exchange, 

1999; American College Testing, 2001, Chen & Carroll, 2005). The importance of first year 

persistence is drawing more and more attention nationally (Choy, 2001; Chen & Carroll, 2005). 

And this issue is not just affecting public four-year universities: both public and private, two and 

four-year schools are reporting increasing attrition rates (Chen & Carroll, 2005; Guiffrida, 2006). 

 

Models of College Student Persistence 

SFMP draws upon two models of student persistence and academic performance. The first, 

Vincent Tinto’s Model of Student Persistence (1975, 1993) focuses on the degree of fit between 

student and institutional environment.  
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Figure #1 here Tinto model 

In this model, an individual arrives at college with a "package of assets” - individual attributes, 

pre-college schooling, and family background characteristics. These assets impact two kinds of 

commitment: "goal commitment", understood as commitment to get a degree in general,  and 

“institutional commitment”, a commitment to get the degree at that particular university.  Tinto 

proposes that a combination of background characteristics (and other assets) plus initial 

commitments influence how well a student will become integrated into institution's social and 

academic systems. “Integration” – the degree to which the new student establishes membership 

in the college community – is the key process in Tinto’s model. 

Goal commitment impacts students’ experiences in the “academic system” of the university. 

Students get feedback from their experiences in the academic system in the form of grades and 

evidence of intellectual development, and as a result develop different levels of academic 

integration. The key question is how well the student fits in with the academic culture of the 

college. The path involving the social system is similar.  Institutional commitment influences the 

student’s experiences within the “social system” of the university; this includes experiences with 

faculty beyond the classroom and contact with other students.  Based on what happens in the 

social system, students develop differing levels of social integration - the development of social 

ties and “community membership” based on interactions. These two kinds of integration – 

academic and social – are important predictors of students’ decisions to persist or to drop out of 

college. With all other factors held constant, a stronger level of academic integration results in a 

greater commitment to the goal of completing a college degree.  Similarly, the greater a student’s 

level of social integration, the greater his or her commitment to completing a degree at that 

particular institution will be. 
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Tinto has revised this original model twice in response to issues raised by critics. Tinto’s 

original model has been criticized for asserting that students need to break away from past 

associations and traditions to become integrated into the college’s social and academic realms. 

Critics argue that in order to remain relevant, Tinto’s model must recognize the need for minority 

college students to remain connected to supportive members of their home communities 

(Guiffrida, 2006). 

The second conceptual underpinning for SFMP is Collier and Morgan’s Two-path Model of 

Student Performance (2003, 2007).   These authors argue that it is important to understand the 

processes involved in negotiating Tinto’s academic system to predict student academic success 

and college persistence.   

Figure #2 here 

Figure #2 represents a traditional explanation of academic success.  From this perspective, a 

student’s set of academic abilities – e.g. being able to read college-level texts – directly impacts 

the degree to which the student understands the course content.  The student demonstrates her 

understanding of the course content through her performances in regards to class assignments, 

papers and exams, and it is the professor’s evaluation of these performances that form the basis 

of the students grade in that course. 

In their discussion of the two-path model (figure #3), Collier and Morgan distinguish 

between learning how to be a successful college student and learning course content as two 

important influences on students’ academic performances.  

Figure # 3 here 
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The lower path of this model is exactly the same as the traditional achievement model of 

education, in which a student’s academic ability determines course material understanding, 

which then determines academic performance. The upper path expands the traditional model by 

including the fit between faculty expectations and the student’s understanding expectations as an 

additional influence that mediates the relationship between the student’s academic abilities and 

performances.  

 In the two-path model, the ability to understand course material, captured in the lower path, 

is a necessary but not sufficient predictor of student performance. In addition, “knowing how to 

be a successful college student”, understanding professors’ expectations, is also necessary in 

order to demonstrate knowledge of course materials.  In a comparison between two students with 

equal understanding of the course material, the student with a better understanding of a faculty 

member’s expectations will perform better in that professor’s class. 

 Consistent with the dual-path approach, the model distinguishes between two parts of 

students abilities,  and two aspects of student  performances.  Student Abilities consist of: 

academic skills refers to prior preparation for acquiring content-related knowledge, e.g. technical 

skills as the ability to read college-level texts, and so on, and cultural capital or “family 

background resources.” Cultural capital refers to knowledge the person already has as a result of 

successful interactions in academic settings, the ability to recognize and respond to standards that 

faculty use when evaluating assignments.  Student Performances include actual capacity, what 

the student knows and understands in regards to course materials, and demonstrated capacity, the 

student’s ability to express what he or she knows and understands.  Demonstrated capacity is 

what faculty members  examine when assigning grades. Due to their relative lack of cultural 

capital compared to their colleagues from more educated families, first-generation students are 
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less likely to accurately recognize or respond appropriately to faculty members’ academic 

expectations.  First-generation students are more likely to have higher levels of actual capacity 

than they demonstrate in their classes.  The two-path model draws attention to how social 

background affects individuals’ ability to perform the college student role.  

 

Mentoring 

 Mentoring has become increasingly prevalent in higher education starting in the 1980’s. 

Mentoring programs have been shown to improve academic performance, specifically, to 

improve grades and specific skills like critical thinking and persistence (Muraskin, 1997).  

Mentoring is particularly effective for students from under-supported groups; women, non-

dominant racial-ethnic group members, and first generation students have particularly benefited 

from these programs (Walker & Taub, 2001; Wallace and Abel,1997;  Johnson, 1989).  

 Rendon (1994) suggests that peer mentoring can provide an important validation experience 

for first-generation students, for whom the transition to college is not a normal rite of passage.  

Many times, these new-to-the university, at-risk students have trouble recognizing that they are 

experiencing academic difficulties, and are often reluctant to seek help (Levin & Levin, 1991).  

Peer mentoring can be valuable in these situations.  Tinto (1987) notes that while role modeling 

seems to be effective in all kinds of retention programs, it appears to be especially important for 

disadvantaged minority students. 

 In regards to promoting college student success, mentoring relationships provide three 

important elements – resources (e.g. where are services located?), information (e.g. when is the 

best time to submit a FAFSA form?) and strategies (e.g. what is the best way to approach a 

professor before a test?).  Under-supported students benefit from having someone who can 
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“translate” the expectations of the university for them. These more experienced mentors serve as 

knowledgeable allies, and can help new first generation students identify useful campus 

resources and learn how to use them appropriately.  Another way that mentors promote student 

adjustment to the university setting is by sharing strategies for success.  For example, Healy 

(1997) notes that mentors cultivate qualitative changes in mentees’ approaches to problem 

solving, as well as affecting quantitative changes in level of achievement and productivity 

 

Mentoring, Cultural Capital, and Role Mastery 

 The concept of cultural capital comes from the work of French Sociologist Pierre Bourdieu 

(1973, 1984). Bourdieu identifies cultural capital as one of the primary means by which the 

beliefs and values of the dominant class are transmitted, rewarded, and reproduced.. Within 

education, it is proposed that schools are not socially neutral institutions but rather reflect the 

values and experiences of the "dominant class," i.e., those who have the most economic and 

cultural resources to influence what goes on in their environment. Children from the dominant 

class enter school with an advantage due to their parents' experiences and background 

characteristics, which allows them to convey key social and cultural cues to their teachers. In 

contrast, working class and lower class students often need to acquire the knowledge and skills 

necessary to negotiate their educational experiences after they have entered school. While these 

disadvantaged students can acquire the social, language, and cultural competencies that 

characterize the upper and middle class, they still may not achieve the "natural familiarity" with 

these valued skills that those born to them display.  

 Drawing from the sociological role-as-resource perspective (Baker & Faulkner, 1991; 

Callero, 1994), we propose that “role mastery” – i.e. knowing how to successfully enact the 
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college student role – is one form of cultural capital (Collier & Morgan, 2007). Within Higher 

Education, this takes the form of “can the student interact with those with the power to give 

rewards or impose sanction in ways that those authorities view as “legitimate” and therefore 

recognize and reward?” This is an area where students from families with little experience within 

higher education (e.g. low income, first generation students) are at a marked disadvantage.  

 

Learning to be a Student 

 According to Burke (1991), the process of learning how to be a student works like this:  

first, the person has an idea about how to act like a student in her mind.  This is the “role 

standard” – but where does this standard come from? It develops through successful and not-so-

successful interactions and past experiences with others. So, based on that standard, the student 

acts accordingly in interactions with others in a particular situation. Those individuals interpret 

her actions and provide her with feedback as to “how well she is enacting the student role” 

according to their standard (Burke, 1991).  She then compare that feedback with her role 

standard and if there is a discrepancy, she will modify her behavior so that over time she get the 

feedback / rewards (good grades and opportunities) “typically” associated with that role.  

However, if she does not know in advance what role standard others will be using, it may take 

several iteration of “ trying out” what she thinks are role-related behaviors in her interactions 

with others, getting feedback, and then revising her actions to reach the point where her actions 

“match” the standard being used in that situation. This is where a mentor can help by both 

verifying that her choice of role standard is appropriate and by providing an already-tested 

repertoire of actions that can be used in role-related interactions with others in order to received 

the desired feedback. 
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Expertise Development Mentoring 

 Expertise development mentoring focuses on building up new-to-the-university students’ 

educational foundation by sharing useful information about what to do in order to succeed at the 

university and tips on how to become “more expert” students.  Mentors serve as knowledgeable 

allies who, due to their own experiences, help the new student many ways, including providing 

insights into the culture of higher education.  Through the SFMP program, first generation 

students learn “how” to act in ways that increase the chances of them being successful at college.  

Learning how to act like a successful college student can be thought of as an example of “role 

mastery” or “expertise development.”  The model used in the SFMP intervention builds upon 

Hubert and Stuart Dreyfus’s (2005) 5-Stage Model of expertise development.   In this model, 

expertise development, refers to how adults learn new skills by instruction (Dreyfus & Dreyfus, 

2005). 

Stage 1- Novice : In this stage, the novice is new to the “task domain” –  succeeding in 

college - so the mentor, as someone with more experience in the domain, breaks down task 

environment into set of easily identifiable features which the novice can identify, even without 

any experience in the domain. The novice is provided with a set of context-free rules that are 

employed in every situation encountered at the University. 

Stage 2 -Advanced Beginner: According to the Dreyfus model, with time the novice gains 

some experience. And, even though actions based on his set of context-free rules are fairly 

successful, over time he becomes increasingly aware of a wide range of factors that can 

significantly affect outcomes. The novice becomes an advanced beginner when the set of 

context-free rules is supplemented by increased awareness of situational aspects.  This 
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combination results in the development of instructional maxims – guidelines for action that 

require some experience in the domain in order to be understood. 

Stage 3- Competent: As his experiences continue, the advanced beginner becomes aware of 

more and more situational aspects that can each significantly impact outcomes.  With so many 

different elements potentially critical to possible outcomes, the advanced beginner starts to feel 

overwhelmed. To cope with increasing overload, and to move to the stage of competence, he 

develops a “contingency plan “ – “if this happens, then adopt perspective A, but if that happens, 

adopt perspective B.”  Each perspective determines which elements in the situation are critical 

and must be considered when making a decision, and which elements can be ignored in the 

situation.  Reducing the number of elements that must be considered from an almost infinite 

number to a much smaller one makes the decision task easier and less stressful.  

 The last two stages in the Dreyfus model – proficient and expert -- represent a qualitative 

shift from the earlier stages primarily due to a much greater familiarity with the range of possible 

situations and outcomes based on extensive experience in that domain (Dreyfus  & Dreyfus, 

2005). Because undergraduate students rarely progress beyond the competent stage, the SFMP 

program focuses on the first three stages.  

 

SFMP and Expertise Development 

 The SFMP intervention is designed to target each of the three initial stages of the Dreyfus 

model. 

So, SFMP initially tries to connect with students at the novice level.  Underlying SFMP is the 

idea that the university is a more confusing, complex environment than our students – whether 

they are new freshmen or recent transfers from community colleges - are used to.  Traditional 
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college orientation programs emphasis “what” things are available on campus and “where” they 

are located.  New students also need to know how to appropriately use specific campus 

resources; in addition they need help in how to determine when it is the right time to use specific 

resources.  SFMP helps with both of these kinds of issues.  The program provides needed “what” 

and “where” information regarding available resources, but also emphasizes “how to do” critical 

elements of the college student role (such as getting help with a paper at the writing center).  

Three of the four SFMP areas of program emphasis - recognizing student adjustment issues, 

identifying campus resources and using each appropriately, and developing strategies for dealing 

with issues – directly relate to providing novice college students with a set of college success 

rules based on the experiences of already successful students from similar backgrounds.  SFMP 

is designed to help new students make smarter choices by teaching them adjustment strategies 

that have already been proven to work for current PSU students. 

  As the novice student gains experience, the context-free rules are no longer adequate; she 

becomes more and more aware of additional elements that need to be considered in order to 

realize her goal.  At this stage, the good mentor reinforces the advanced beginner’s successes, 

and helps develop “maxims”: guidelines for action that require some experience in the domain in 

order to be understood. One intentional feature of SFMP is that program elements demonstrating 

“how to do” specific parts of being a college student (such as videos), are set up to be both easily 

accessible as well as confidence inspiring for students.  These “how to do” program elements act 

as “scaffolding” for students’ further understanding of why such actions have a better likelihood 

of producing student success.  And SFMP regularly reinforces these messages, through 

discussion groups and multiple forms of mentoring, so that the “why” message generalizes into 

other strategies for succeeding as a student at the university. 
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 In the Dreyfus model, the competent individual has a set of contingency plans (in 

this situation I will do A, but in this other situation I will do B) that allow her to deal with 

a much wider range of situations in a much more successful manner.  Because of 

increased experience, the competent person can look at a situation and recognize the 

opportunities that exist – what goals can be realized?  What issues must be addressed at 

this time in order to not have more serious problems in the future?  By exposing 

transitioning first generation students to time-tested university success strategies already 

developed and “test driven” by other first generation students,  SFMP is importing 

cultural capital in the form of mastery of the college student role. Students learn how to 

be a successful college students through viewing peer mentoring videos, reading the 

weekly tip sheets, brain-storming with other students in discussion groups, and 

interacting with program staff through the online discussion boards or in-person 

meetings. These strategies for success then serve as decision rules for invoking one or 

another of a set of contingency plans, each appropriate for a particular range of situations.  

The end result is a greater likelihood of student success. 

 While most new-to-the-university, first-generation students begin as novices, some are 

actually at an earlier stage – pre-novice – where they are not really clear as to what actions are 

appropriate for acting like a college student.  In the end, regardless of their starting level of 

expertise, by providing first-generation students with time-tested strategies for how to be a 

successful college student, SFMP gives them the kind of knowledge typically only available to 

children from more educated families. 

 

Methods 
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Setting 

 Portland State University is located in downtown Portland, Oregon, and offers over 100 

undergraduate, masters, and doctoral degrees, as well as graduate certificates and continuing 

education programs. Initially established as Vanport Extension Center in 1946, the school 

became Portland State College in 1955 and was granted university status in 1969.  PSU currently 

serves over 23,000 undergraduates, a high percentage of whom are first-generation students (e.g. 

47% of both the 2006-2007 and 2007-2008 entering freshman cohorts were  first generation). 

 

Participants 

 Fifty-one freshmen participated in the 2005-2006 SFMP, sixty-eight in 2006-2007, and 

forty-two in 2007-2008..  To participate in SFMP, students needed to be first generation, Pell-

grant eligible, freshmen (fewer than 45 credits), not participating in EOP or any other mentoring 

program, in their first year on campus and a full-time student during the term they began the 

program.  SFMP is a “targeted” mentoring program,  in that it is focused on a particular time 

period (the transition to the university). 

 

Design  

This study used a quasi-experimental design that Campbell and Stanley (1963) would label a 

post-test-only control group design. In addition, there was random assignment of participants to 

the two different intervention conditions.   A list of potential program participants was generated 

from three main sources.  First, all students attending Portland State University New Student 

Orientation were provided with information about the program along with the opportunity to 

request program contact and more information. Second, information about the program was 
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distributed on campus during the first weeks of freshmen classes.  Third, over the course of the 

school year, particularly during Fall term, faculty and advisors referred students to SFMP who 

appeared to need extra help in adjusting to college life to the program. 

   To qualify for SFMP, freshmen needed to be : 

 • first-generation 

 • Low-income (Pell-grant eligible)  

 • full-time students (12 credit minimum) and 

 • not accepted to Portland State University’s SSS/EOP program. 

Qualified freshmen who expressed interest in the program were randomly assigned to two SFMP 

groups: 1) on-line plus in-person mentoring (OLMP) and 2 on-line only mentoring (OLM).  For 

these analyses, all SFMP freshmen were collapsed into a single group. The comparison freshmen 

“control” group consisted of all other PSU first-generation, Pell-grant eligible freshmen who 

were not participating in either the Federal Educational Opportunity Program (EOP) or SFMP 

The comparison freshmen control group only received “standard” PSU academic advising and 

did not have access to any of the SFMP resources.  In addition, “All PSU freshmen” served as 

second comparison groups.  This design is the basis for the quantitative data analysis for this 

project. 

 An additional longitudinal analysis, a single group case study with three measurement 

points, was used to evaluate the development of college student expertise.  SFMP students 

participated in assessment focus groups in the fifth and sixth weeks of Fall, Winter, and Spring 

terms.  During 2005-2006, eleven total focus groups were conducted – four in Fall 2005, four in 

Winter 2006, and three in Spring 2006.  In 2006-2007, fourteen focus groups were conducted – 

five in Fall 2006, four in Winter 2007, and five in Spring 2007.  In 2007-2008, twelve focus 
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groups were conducted -- four in Fall 2007, four in Winter 2008, and four in Spring 2008.  

Between four and nine students participated in each focus group. 

 

Intervention 

 Students First Mentoring Program is a yearlong mentoring program for new-to-campus first 

generation students– freshmen and recent community college transfers students during critical 

year of transition to university.  Underlying SFMP is the idea that the university is a more 

overwhelming environment than students are used to.  Following the logic of the two-path 

model, SFMP proposes that there is more to promoting first generation persistence and academic 

success than is typically covered in new student orientation.  Students need information on how 

the university works and which strategies work best for realizing college goals.  Within SFMP, 

these skills are called knowing how to “navigate the university” or “acting like a successful 

college student”. The goal of this mentoring program to help first generation students acquire 

skills the promote college success. 

 SFMP mentoring activities take a variety of forms but the emphasis is always on strategies 

for navigating the university.  A central theme of the program is that these students will make 

easier adjustment to university if they are provided with opportunities to utilize expertise of 

already successful, first-generation PSU students.  SFMP staff members are all first-generation 

students and current PSU graduate students.  A long-term goal of SFMP is to provide structured 

support network for students to use during first year until they are proficient enough to develop 

their own personal set of university navigation strategies 

 The four areas of emphasis in the SFMP program are: helping students to recognize college 

adjustment issues, helping students in identifying and using campus resources appropriately, 
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helping students to develop strategies for dealing with issues, and connecting students to the 

campus and other students.  Specific program elements include a SFMP orientation, mentee 

orientation cards, a resource website, the peer-mentoring videos, weekly contact, support, and 

encouragement from program staff, SFMP tools for student success, student group discussions, a 

WebCT Bulletin-Board, and SFMP social activities.  All of these specific program elements 

relate to the four areas of program emphasis.  

 

Analysis 

College student success data  

 This analysis of student performance, progress and retention utilized the Portland State 

University Data Warehouse.  The students were selected by information compiled with the use of 

Hummingbird Bi-Query.  After setting the parameters for the three groups – all freshmen, 

comparison control group and SFMP students - the comparison student lists were used and re-run 

through the data collection query as a continuous cohort.  Students were considered retained if 

they registered for any classes in a given quarter regardless of the type of class (for g.p.a. credit 

or Pass/NoPass).  

 

Expertise development  

 To capture the development of “student expertise” among the SFMP students, a 

qualitative analysis of data from a series of once-a-term focus groups was conducted.  

Analytic hierarchy, described by Ritchie and Lewis (2003), refers to the ordered, iterative 

process through which rigorous analysis of qualitative research must go.  In the initial 

steps that move a study from raw data into the beginnings of theme formulation, it is 
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important to keep the words, and thus the voice of the participants.  For this reason, 

detailed transcripts of the focus groups were made for use with AtlasTI, a qualitative 

computer software tool.  Initial coding was done based on predetermined codes taken 

from the interview guide and additional codes were added as they emerged during the 

data analysis.  Particular attention was paid to patterns and themes relating to three areas 

of student expertise explicitly emphasized in SFMP: knowledge of adjustment issues, 

awareness of campus resources, and articulation of strategies for addressing adjustment 

issues.  In regards to the dimension knowledge of adjustment issues, greater expertise 

would be indicated by the ability to articulate a greater number and wider range of issues, 

as well as the ability to articulate some of subtler nuances of an issue.  For the dimension 

awareness of campus resources, greater expertise would be indicated by the ability to 

articulate a greater number of resources, the ability to describe in finer detail what can be 

accomplished using a specific resource, unprompted awareness of and experience in 

using SFMP program resources, and personal stories of using a resource.  In regards to 

the dimension articulation of strategies for addressing adjustment issues, greater 

expertise would be indicated by the ability to articulate strategies for dealing with 

specific rather than general issues, ability to articulate higher-likelihood of success 

strategies (ones recognized by student as having a good chance of succeeding), and the 

ability to articulate strategies promoted in SFMP program. 

 

Results 

Expected Relationships 
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 Based on the literature, we would expect the group “all students” to out-perform SFMP, 

EOP and the non-mentored first-generation control group students.  In regards to the two 

mentoring programs, while EOP has a proven track record of success as a mentoring program, 

because of the more stringent income requirement (SFMP students must be Pell Grant eligible, 

but EOP students have to demonstrate greater need) and the fact that to be accepted in EOP 

students must have additional learning issues, we can only offer some tentative suggestions in 

regards to expected relationships.  EOP students may demonstrate higher retention rates because 

of the wider range of support services – including tuition assistance.  On the other hand because 

EOP students are more likely to have “additional learning issues,” the SFMP students may be 

more likely to demonstrate higher g.p.a. and credits earned rates. In regards to the relationships 

between the two mentored groups and the control group of non-mentored first generation 

students, we would expect the mentored groups to demonstrate higher retention rates. The 

relationships among groups, in regards to g.p.a. and credits earned. are more complex. SFMP 

students should perform at rates equal or better than the control group, though the same cannot 

be assumed to be true for the EOP students. 

 

Performance Contrary to the expected relationship, SFMP students earned higher yearly 

average g.p.a.’s than the All freshmen group for all three program years (see tables 1, 2, 3). 

Table #1: freshmen GPA 2007-2008 
2007-2008 Comparison groups SFMP 

  

All Freshmen 
Fall 07 
n=2617 

Comp Freshmen  
Fall 07  n=292 

SFMP 
Freshman 

Fall 07  n=42 
F 07 2.79 2.74 2.94 
W 08 2.77 2.68 2.89 
Sp 08 2.83 2.78 2.82 
Ave 07-08  2.78 2.72  2.88 
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Table #2: freshmen GPA 2006-2007 

2006-07  Comparison groups SFMP 

  

All Freshmen 
Fall 06 
n=2586 

Comp Freshmen  
Fall 06  n=260 

SFMP 
Freshman 

Fall 06  n=62 
F 06 2.79 2.67 3.04 
W 07 2.81 2.76 2.87 
Sp 07 2.88 2.64 3.06 
Ave 06-07  2.83 2.69  2.99 

 
 
 
Table #3: freshmen GPA 2005-2006 

2005-06  Comparison groups SFMP 

  
    All Freshmen 
Fall 05  n=2445 

Comp 
Freshmen 

Fall 05  n=242 

SFMP 
Freshman 

Fall 05  n=50 
F 05 2.79 2.76 2.89 
W 06 2.78 2.71 2.79 
Sp 06 2.92 2.87 2.84 
Ave 05-06 2.83 2.78 2.84 

 
 

 
 
All three cohorts of SFMP students also earned higher average yearly g.p.a.’s than the students in 

the non-mentored comparison freshmen groups. Of particular interest is the consistently superior 

performance by SFMP students in regard to Fall term g.p.a. for both program years. This is 

heartening because one of the focuses of SFMP is to help new students stay “academically 

eligible” long enough to develop their own set of college adjustment strategies.   If the student 

establishes a solid first year g.p.a.,  this reduces the likelihood that one bad term could result in 

academic probation.  

 

Progress  
 
Table #4 freshmen credits earned 2007-2008 
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 2007-08 Comparison groups  SFMP 

  
All Freshmen 

Fall 07 n=2617

Comp Freshmen  
Fall 07  n=292 

SFMP 
Freshman 

Fall 07  n=42 
F 07 11.79 11.37 12.91 
W 08 11.80 11.22 12.46 
Sp 08 11.46 11.34 11.82 
07-08 
total (3 
quarter) 35.08 

 
 

33.93  37.17 
 
Table #5  freshmen credits earned 2006-2007 

 2006-07 Comparison groups  SFMP 

  
All Freshmen 

Fall 06 n=2586

Comp Freshmen  
Fall 06  n=260 

SFMP 
Freshman 

Fall 06  n=62 
F 06 11.72 11.53 12.77 
W 07 11.60 11.11 12.03 
Sp 07 11.34 10.71 12.39 
06-07 
total (3 
quarter)  34.70 

 
 

33.41  37.21 
 
 
Table 6: freshmen credits earned 2005-2006 

 2005-06 Comparison groups SFMP 

  
All Freshmen 

Fall 05 n=2445

Comp Freshmen  
Fall 05  n=242 

SFMP 
Freshman 

Fall 05   n=50 
F 05 11.58 11.52 12.25 
W 06 11.48 10.81 12.06 
Sp 06 11.36 11.00 12.13 
05-06 
total (3 
quarters) 34.45 

 
 

33.36 36.44 
 
 Tables # 4,5, & 6 presents the progress data. Here again, contrary to the expected 

relationship, SFMP students earned higher yearly average “credits earned” than the “all 

freshmen” group for all three-program years. The differences in yearly averages – 1.6 credits in 

2005-2006 and 2.5 credits in 2006-2007 – projected over a six year academic career, would 

result in SFMP students completing a Bachelor’s degree in about one term less than an “average” 
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PSU student would take to do so. The SFMP students also earned higher yearly average “credits 

earned” than the students in all three cohorts of comparison freshmen. The differences in yearly 

averages, projected over a six-year academic career, would result in the comparison freshmen 

groups of students taking at least two additional terms to complete their Bachelor’s degrees. 

Persistence 

 Tables # 7, 8, & 9 presents persistence data for the 2005-2006, 2006-2007, and 2007-

2008 cohorts.  

 
Table #1 freshmen retention 2007-2008 
 

 2007-
2008       Comparison Groups

           
SFMP  

  All Freshmen Comp Freshmen Freshman 
  N  retention N  retention N    retention 
F 07 2617 100.0% 292 100.0% 42 100.0% 
W 08 2375 90.8% 270 92.5% 44 93.2% 
Sp 08 2217 84.7% 250 85.6% 44 88.6% 

 
 
Table #2 freshmen retention 2006-2007 
 

 2006-
07       Comparison Groups

           
SFMP  

  All Freshmen Comp Freshmen Freshman 
  N  retention N  retention N    retention 
F 06 2586 100.0% 260 100.0% 62 100.0% 
W 07 2326 89.9% 236 90.8% 60 93.8% 
Sp 07 2144 82.9% 224 86.2% 56 84.8% 

 
 
 
 
 
 
 
Table #3: freshmen retention 2005-2006 

 2005-       Comparison Groups            
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06 SFMP  
  All Freshmen Comp Freshmen Freshman 
  N  retention N  retention N    retention 
F 05 2445 100.0% 242 100.0% 50 100.0% 
W 06 2180 89.2% 224 92.6% 48 94.1% 
Sp 06 2008 82.1% 212 87.6% 46 90.2% 

 
Contrary to the predicted relationship, SFMP students demonstrated higher first year 

retention rates than the “All PSU students” across all three cohorts – 2005-2006 (+8%), 

2006-2007 (+2 %), 2007-2008 (+4%)..  The SFMP freshmen also had higher retention 

rates than the comparison freshmen group in both 2005-2006 and 2007-2008. 

 

Expertise development data  

Based on the Dreyfus and Dreyfus model of expertise development (2005), novice students 

would be expected to have limited and, at best, general knowledge of student adjustment issues. 

Their awareness of campus resources would also be more limited and more likely to include 

stories of not knowing about resources or not knowing how to use resources. Articulation of a 

limited array of strategies primarily in the form of context-free rules would also be expected, 

along with a greater likelihood of acknowledging that a particular strategy being used is probably 

not very likely to succeed, but not knowing what else to do. If students’ levels of expertise 

increased to the level of advanced beginners, then we would expect to see experience-based 

maxims to replace the novices’ context-free rules.  

 

AWARENESS OF ADJUSTMENT ISSUES 

 Students’ discussions of adjustment issues became more nuanced and specific as they 

progressed from Fall term to Spring term. Fall term students’ adjustment issues were very 

general and centered around not understanding the way the university worked.  

 

(one) thing is knowing when to take notes, like one of my professors, he skips all around 
subjects, ideas, he just writes out one word on the board, I have to figure out what to 
write down with that word. OLM student 

 

I’m having trouble adjusting to the quality of work, because in high school they’re very, 
very specific, very specific, here … you need to know for sure, I don’t know how to 
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explain it, I feel like I’m not producing good enough, high quality work, the quality I 
should be producing, but I’m trying my best. OLM student 
 

Other Fall term issues included: not knowing how to approach professor; not knowing how to get 

involved; not understanding how university works (e.g., location of classes); and not 

understanding how to schedule classes. 

 By Spring term, students, articulated a greater range of adjustment issues, and many issues 

were presented in much finer detail, obviously because students had had experience dealing with 

more specific versions of adjustment issues in different situations.  

 

A lot of professors I have have different teaching styles, so that requires different study 
methods, and different analysis of the material. OLMP student 
 

(re. using office hours) Some professors are really busy, and you can tell if they’re in a 
rush to get you out of there, so sometimes it’s better to email those professors… OLM 
student 
 

Other Spring themes included: variations in professors’ availability; unclear expectations for 

specific assignment; shifting from finding resources on campus – computer labs – to finding 

which ones are open at a particular time; and getting schedules made when classes’ times clash; 

– scheduling for year-long sequences.  

 

KNOWLEDGE OF CAMPUS RESOURCES AND HOW TO USE THEM APPROPRIATELY 

 Students’ knowledge of what campus resources are available, and how to use them 

appropriately, increased as they progressed from Fall term to Spring term. Fall term students 

acknowledged that when they started at PSU they were not very aware of campus resources. 

Several explicitly mentioned not knowing where to go to get questions answered.  Sometimes, 

even when they mentioned a specific resource, like the PSU website or the Student Health and 

Counseling Center (SHAC), it was to acknowledge they really did not know to make appropriate 

use of that service. 

 

(I have trouble finding ) different library resources, I don’t know how to look up certain 
things, where to go in the library. OLM student 
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what’s up with the bookstore ripping people off all the time too, I went in there for my 
speech lab, I have to have an internet component and a book, and so I went and got the 
used book thinking I was getting a deal, they made me buy the internet piece, it was 
cheaper just to buy the new book because it comes with the internet piece and they don’t 
tell you that OLMP student 

 

Although Fall students did not spontaneously name SFMP program materials as “campus 

resources,” upon prompting, several students described the SFMP website as “helpful” and spoke 

in some length about the usefulness of the peer-mentoring videos. “The one about the syllabus 

was really good, that one I thought was so helpful, especially if you’re viewing it before class, it 

was so helpful.” 

 By Spring term, SFMP students talked about campus resources in several noticeably 

different ways. First, when they talked about resources they linked to specific student adjustment 

issues, for example, who to talk to in order to get the right advising.  

 

“I think the best advising I have found is either a professor I’ve gotten close to, or 
you (SFMP) guys, or the advising within the majors, I don’t find general advising 
very helpful.” OLMP student 
 

 This student discusses making a choice about how to get good advising based on her experience 

with four different sources for PSU advising – a professor with whom the student had gotten 

close, a SFMP mentor, an advisor from a major and general advising. Instead of context-free 

rules of the novice, this is a clear example of a maxim – a rule based on experience with the 

domain of expertise – which is a characteristic of a person who is now operating on the advanced 

beginner level of the Dreyfus model.  

 

like cheaper books, I just found out about Cedrick’s (book store) this term, I didn’t 
know about it before that point, so it’s having information about that…, I went to 
Cedrick’s and saved another $50 … and it’s just finding out about resources.  
Because a lot of times they’re not put out there too readily available, or there’s so 
many you just get lost. OLMP student 

 

I also found out there was different types of parking passes that you can get, even time 
wise, you can get an evening one, that saved me about $100 this term OLMP student 
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In both the previous comments, students demonstrated more sophisticated knowledge of key 

campus resources, along with alternatives for those resources. These are both examples of 

experience-based maxims that have replaced context-free rules. 

 Further evidence of increased student expertise was the non-solicited mention of a SFMP 

program resource, the SFMP resource website, which was also linked to a specific issue, finding 

an open computer lab.  

 

“(regarding computer labs) it seems like they’re hidden throughout the campus, but I 
know on the Student’s First website they have all of them listed…” OLM student 

 

 A second way that Spring term students’ discussions of campus resources differed from Fall 

term students’ had to do with the much greater detail about what could be done with specific 

resources, such as the PSU library. 

 

ARTICULATION OF STRATEGIES FOR ADDRESSING ADJUSTMENT ISSUES 

 The third aspect of student expertise had to do with students’ ability to articulate strategies 

for addressing adjustment issues. The first noticeable difference between Fall term and Spring 

term students’ discussions of strategies had to do with level of specificity of strategy. Fall term 

students’ strategies tend to be very general and were connected to very broad issues.  

 

I’ve read lots of columns before coming to college, so I read some parts you should 
listen to professors who repeat a certain word or sentence over and over again, or if he 
says a word that just, it sounds like it’s going to be important, so I try to listen for that 
OLM student 

 

I have 4 classes, so I thought I’ll say I’m going to spend 2 hours on this one day on this 
one class, 2 hours on this other class, try to divide it, but so far that isn’t working 
because I get so focused on one thing and this project is due, I’m spending like 4 days 
on this project, all of a sudden this other thing is due. I don’t know how to balance 
OLMP student 

 

In contrast, Spring term students’ strategies tended to be very specific and tied to specific issues. 

 

(issue: dealing with intentionally scheduled overlapping classes) 
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you register for one of them, and you talk to both (professors), one of them has to agree 
to let you go early or let you arrive late, for me it was the math teacher was willing to 
let me go early, he likes to let us go early anyway. OLM student 
 
(issue: asking professors for help) 
I know in high school … I thought (that) those that made friends with the prof were 
brownnosing, or strange individuals, but I’ve just learned if you take the time to talk to 
a prof, they will, I’ve pretty much had the experience they’re willing to bend over 
backwards to help you do what you need to do, or accomplish what you need to 
accomplish, OLM student 

 
Once again, the Spring term students’ strategies were based upon their actual experiences as 

college students, rather than the more general, almost “context-free” rules utilized by Fall term 

students. 

 Overall, it is clear that SFMP participation facilitated 1st-generation freshmen’s expertise 

development. In terms of how comparative modes of delivering mentoring support affected 

expertise and schema development, there were no differences between the students receiving on-

line mentoring (OLM) and on-line plus in-person mentoring (OLMP).  

 
 

DISCUSSION  

This section is divided into three parts: promoting first generation student success, expertise 

development, and the implications of this research for institutions interested in improving first 

generation student persistence. 

 

Promoting First Generation College Student Success 

 Participating in SFMP positively impacted first generation students relative levels of college 

student success. It appears that SFMP freshmen’s superior levels of academic performance and 

progress during the program year lead to persistence rates that are not only equal to, but also 

actually surpass those of all PSU freshmen.  This finding provides support for one of the 

principles underlying the SFMP intervention – that first generation students who can successfully 
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‘survive” the first year on campus can learn to perform at levels comparable to all other students.  

In the language of the SFMP intervention, getting an “infusion” of imported cultural capital, in 

the form of strategies of student success and tips on how to become expert students, helps first-

generation students overcome their initial expertise deficits and subsequently perform and 

progress at levels equal to students from more educated families. 

 

Expertise Development 

 Upon examination of the expertise development data from the year-long series of focus 

groups, it is clear that SFMP students’ knowledge of college adjustment issues, awareness of the 

existence and appropriate use of campus resources, and ability to articulate strategies for dealing 

with adjustment issues became much more detailed and specific over their year of program 

participation.  In terms of the Dreyfus and Dreyfus model, these students moved from the novice 

level when they began the SFMP program in Fall term, to advanced beginner by the time they 

reached Spring term near the end of their participations year.  The expertise-development 

mentoring emphasized in the SFMP intervention appears to have been successful in realizing the 

program goals of improving first generation students’ relative levels of college student expertise, 

that then contributed to their first-year academic success.  

 

Implications for Colleges Mentoring and Advising Programs 

 This research demonstrates that interventions that focus on the non-course content elements 

of college success can positively impact key outcomes such as performance, progress, and 

persistence. SFMP is designed to reinforce and build on the orientation to the university that 

students on most campuses receive in their initial advising sessions.  As the demographics of 
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college keep changing, interventions like Students First, initially designed to provide student 

support strategies for first-generation, low-income students, may need to be expanded to serve an 

even greater number of students.  

As advisors/mentors, we need to be explicit.  Many times we understand that 

students do not know the campus resources that are available so we help them by 

providing handbooks, maps, or websites that offer location information.  But we do not 

do as good a job of explaining how to best use each resource appropriately.   

 This particularly is an issue with large-scale (usually Summer) orientation 

programs where new students descend upon a campus en masse and then are whisked 

around campus in a tour of multiple buildings housing multiple support resources.  

Students are shown the location of the resource office (e.g. writing center) and many 

times given a handout about the kinds of services each resource provides, but rarely are 

students provided with information on how to appropriately use that resource or even 

basic information about the kinds of issues this resource is best suited for using to address 

or when is the best time to use this resource when trying to address a particular issue.  For 

example, showing up at the writing center 2 days before a paper is due with only a first 

draft is not a high-likelihood-of-success strategy when the writing center typically has a 

minimum of a one week wait to get an appointment. 

 The same holds true with our assumptions about students’ understanding of 

college adjustment issues.  As faculty and student services experts, we know an issue is 

important because we understand the consequences of both dealing with the issue as well 

as the consequences of NOT dealing with the issues.  Because our students do not have 

this same level of experience, outcomes that are to be avoided at all costs from our expert 
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perspective (e.g. failing a class because the student did not drop it in time) do not seem 

quite as horrible to them.  So again, we must use our experience as experts to provide 

students with real-life, real-person examples of the real consequences of choices in 

regards to specific adjustment issues.  A related issue is that, as experts, when we think 

we tell a student that a particular resource would really help the student address a 

particular issue, that the student’s motivation to succeed will somehow “magically” help 

them both locate the resource and use it in an optimal manner.  Motivation can lead 

students to find resources, but it takes expert knowledge, like from advisors or the 

mentors in the Students First program, to help students understand how to best use 

resources. 

 In SFMP, expertise development mentoring provides new- university students 

with scripts for how to act like college students in ways that have a high chance of 

producing favorable outcomes in interactions with professors and the university.  But 

there is more to this form of mentoring than simply helping students end up with 

appropriate strategies for key campus interactions; true expertise development also 

involves a change in the process underlying how students chose which line of action to 

utilize in a particular situation.  In Students First, structured mentoring activities help 

students move from being novices, basing choices in interactions on a set of context-free 

rules, to advanced beginners, relying more on experience-based maxims.  As students 

develop even greater familiarity with how the university works, they progress to being 

competents, making choices of lines of action based on a set of contingency plans that 

guide them through a much wider range of situations. The end result of this is a greater 

likelihood of student success. 
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 One idea being used at some colleges and universities is for advisors, faculty and 

other student support professionals to brainstorm a list of the kinds of issues that, based 

on the group’s collective experience, students experience during each term or semester of 

the first two years on campus.  However while it is interesting to view the collected 

information developed from multiple perspectives, what is needed is to then prioritize the 

issues that are likely to arise in each term and develop our own contingency plans for 

how we might help students who are experiencing those issues.  This collection of 

potential issues, along with the times when they are most likely to occur, which resources 

– particularly which campus experts – are best prepared to address each issue, as well as 

a range of expertise-level appropriate strategies can then be shared with students. 

 

Finally, if higher education is to continue as the prime vehicle for constructing a 

meritocratic society, then universities and colleges must ensure that the path to success 

depends on students' academic abilities, rather than their abilities to understand what 

professors expect of them. Expertise development mentoring programs, like SFMP, are a 

step in the right direction. 
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Abstract 

The Texas A&M University (TAMU) Department of Teaching, Learning and Culture has 

forged a partnership with an Italian middle school in Castiglion Fiorentino, Italy, the 

home of TAMU’s long-established Santa Chiara Study Center.  Following a review of 

literature addressing the importance of authentic cross-cultural experiences for preservice 

teachers, the authors provide a narrative of the background of their study abroad program 

and a description of the day-to-day reality of the partnership. They then discuss 

implications for the future--viewed from the perspectives of the TAMU participants and 

their Italian counterparts--and conclude with research questions for their upcoming 2010 

semester program.  
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 Implications of a Cross-Cultural Partnership between Preservice English as 

a Second Language (ESL) Teachers and an Italian Middle School 

Angene H. Wilson (1982) begins her discussion of cross-cultural experiential 

learning for teachers by quoting James Boswell’s 1765 words:   “Nine months in this 

delicious country (Italy) have done more for me than all the sage lessons which books, or 

men formed by books, could have taught me” (p. 184).   After completing a full semester 

living in Castiglion Fiorentino, Italy and working with the local middle school in this 

ancient and exquisite Tuscan hill town, we cannot improve on this opening.  In fact, the 

lessons our Texas A&M University preservice teachers and we, their supervising 

professors, have learned during our months in Italy have spawned more questions than 

answers as we endeavor to understand and analyze the significant depth of our cultural 

immersion and to plan for the continuation of our partnership with the Dante Alighieri 

Scuola Media and, indeed, with the entire community of Castiglion Fiorentino since we 

have interacted with community officials, school children, parents of school children, and 

the many other local citizens who have opened their school and their hearts to us. 

       Therefore, this paper is a “work in progress” because we are not yet in a position 

to draw final conclusions about the value of our first-time international, cross-cultural 

experience—although even by itself, the semester was powerful; instead, we hope to 

identify and explore the implications of the first year of our partnership and to present our 

research questions for our upcoming 2010 second study-abroad semester program.   

 Following a review of literature addressing the importance of authentic cross-

cultural experiences for preservice teachers—in fact the initial and underlying rationale 

for our Castiglion Fiorentino experience--we provide a narrative of the background of our 
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program and a description of the day-to-day reality of the partnership between ourselves 

and our Italian middle school partners.  We then discuss implications that we have 

identified for the future--viewed from our own and the perspectives of our preservice 

teachers and Italian counterparts---and conclude with our research questions for our 

upcoming 2010 program.  

II. Importance of Authentic Cross-Cultural Experiences for Preservice Teachers 

In developing the rationale for any study abroad experience, the planners must 

examine the goals and expectations for all who will be involved in or affected by the 

program and determine if the potential rewards of the proposed international interchange 

are worth the resources, both human and financial, that are required to create a 

meaningful program.  Certainly, research backs up the premise that a global perspective 

is needed in today’s world and that, in increasingly diverse American classrooms, such a 

perspective is particularly important in teachers (Bruce, Podemski, & Anderson, 1991; 

Faulconer, 2003; Pence and Macgillivray, 2008; Willard-Holt, 2001).   Yet, the cultural 

dissonance between children in our schools and their teachers is disturbing, as noted by 

Tracy Faulconer (2003), who quotes research by Christine Sleeter in 2001 indicating that, 

while increasing numbers of teachers have students with limited English proficiency in 

their classrooms, fewer than twenty-five percent have training working with them.  

Faulconer goes on to state: 

 No one is more aware of this gap than those of us who teach in 

 pre-service education programs.  Despite our ever-increasing 

 efforts to provide a multicultural perspective in all of our courses 

 and a variety of sensitizing activities in our programs, many 
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 pre-service teachers remain completely inexperienced in authentic, 

 personal connections with groups outside their own milieu. (p.3)  

    In discussing the need to develop global perspectives in the United States, Jan L. 

Tucker and Peter J. Cistone (1991) call teacher education the “beachhead” in the 

campaign (p.3).  Citing extensive research concerning how teacher perceptions and 

expectations can negatively impact children in the classroom, Faulconer (2003) insists: 

Change in these perceptions should be the goal of every teacher 

education institution.  Designing curricula, immersion experiences, 

and methods that effectively require pre-service teachers to 

confront their own biases and to truly see into another culture 

is paramount to preparing teachers who will honestly and 

effectively create equitable learning environments for all children.” (p.3) 

Colleen Willard-Holt (2001), in writing of her international program for 

preservice teachers in Mexico, explores research involving global education and provides 

a suggested list of goals for educating preservice teachers from a global perspective.  The 

qualities that preservice teachers meeting the goals would hopefully possess include 

cross-cultural knowledge (including knowledge about cultures other than their own), 

motivation to teach from a global perspective, the ability to perceive and value cultural 

diversity, confidence and skill in communicating, a sense of ease in other cultural groups, 

the ability to view peoples of other cultures without the distortions of stereotype, and the 

perspective of seeing themselves as part of a professional community with peers around 

the world (p.505-506).   
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Of course, meeting the goals that Willard-Holt (2001) presents is not 

accomplished without effort; initial ventures into another culture present challenges and 

surprises that must be addressed in an immediate sense and then learned from in a 

forward-thinking manner.  Gary Barkhuizen and Anne Feryok (2006) stress the 

importance of preparing preservice teachers for an international program well before they 

arrive—preparation that goes “well beyond the usual advice about clothing, medications, 

and travel documents” (p. 131).  They forthrightly state conclusions and identify 

implications of their six-week international experience in Aukland, New Zealand with 15 

pre-service English second language teachers from Hong Kong.  The authors note the 

necessity for future international experience planners to accept that not everyone will be 

satisfied with the planned program and to understand the importance of teamwork and 

transparency at both the macro and micro levels.  On the micro level, Barkhuizen and 

Feryok (2006) note the value they found in investing authority in a classroom teacher at 

the host institution and in creating honest and open communication with their 

participating students.  They acknowledge that, in a short but intense program, 

responsiveness is crucial, and needed changes must be made quickly.   

Despite the challenges, research supports the premise that authentic international 

field experiences can help preservice teachers meet the goals we, as university teacher-

trainers, have for them (Bruce, Podemski, & Anderson, 1991; Faulconer, 2003; Pence 

and Macgillivray, 2008; Willard-Holt, 2001; Wilson, 1982).  By working in schools 

serving different cultural communities, interacting with colleagues from different cultures 

and nationalities, and integrating themselves into a different culture, in-depth learning 

can be achieved that cannot be replicated in campus classrooms (Bruce, Podemski, & 
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Anderson, 1991).  In writing of their field experience in Rome, Italy with preservice 

teachers from James Madison University, Holly M. Pence and Ian K. Macgillivray (2008) 

report that “the active engagement and self-reflection required of the field experience 

challenged their [students’]preconceptions of culturally different others, how schools and 

classrooms should be structured, their personal and professional beliefs, and, ultimately, 

helped them grow as individuals and future teachers” (p.14). 

Pence and Macgillivray (2008) also stress the importance of providing preservice 

teachers the opportunity to interact with the community outside of the classroom, citing 

Stachowski and Mahan’s 1998 research on the importance of synergy between teachers 

and their communities.   In fact, Stachowski and Mahan’s 1998 article cites research 

findings that “most students entering teacher education programs are from non-minority 

backgrounds, possess a narrow cultural worldview, and have limited exposure to cultural 

diversity” (p.155).  The authors chronicle their experiences with cultural immersion 

student teaching projects on American Indian Reservations and overseas at national 

schools in England, Wales, Scotland, the Republic of Ireland, India, Australia, and New 

Zealand (Stachowski & Mahan, 1998).  In their programs on reservations and overseas, 

members of the community, as well as educators and supervisors in the host schools, are 

vital contributors to the learning process, and student teachers, in addition to their 

classroom experiences, perform at least one service learning project in the local 

community as a means of leaving the school environment and venturing into the broader 

community (Stachowski & Mahan, 1998, p.159).  Having to adapt to new cultures in 

foreign schools and observing foreign children in their own educational systems can 

challenge and break down prejudices that preservice teachers might have of culturally 
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different others (Faulconer, 2003; Pence and Macgillivray, 2008).   Further, “stepping 

outside of one’s comfort zone and reflecting on one’s reactions can help preservice 

teachers become more flexible and reflective practitioners” (Pence and Macgillivray, 

2008, p.16).   

The nature of study abroad programs and their impact on preservice teachers vary 

from program to program, and it appears clear that study abroad experiences, even as 

short as one week (Willard-Holt, 2001), can change and motivate preservice teachers.   

Barkhuizen and Feryok (2006), however, point out that just being in another country does 

not create an international experience and caution against the tendency for student 

teachers to limit many of their activities to their own group members, in their case 

“leaving little in-depth engagement with ‘real’ New Zealanders” (p.132).  In fact, the 

authors state that this tendency was “the greatest shortcoming of the programme, and one 

that has continued to be the most difficult to address in subsequent programmes” 

(Barkhuizen and Feryok, 2006, p. 132).  The authors further suggest that innovative ways 

of providing more intercultural and interlingual contact should be found for a successful 

international experience, including social activities with members of the community and 

professional meetings with host-country educators.   

The rewards of a successful international program for educators or future 

educators are significant.  Jan M. Robertson and Charles F. Webber (2000), in examining 

the results of their cross-cultural travel study exchange between Canadian and New 

Zealand graduate students in educational leadership state “… the breaking of boundaries 

between theory and practice, between university professors and students, between two 

nations, and between self and others, can foster the development of critically inquiring 
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leaders who may not only have more questions than answers, but, more importantly, 

know that there are still more questions to ask” (p. 329).  Wilson (1982) notes that an 

intense immersion experience, in which the student moves from the level of “dabbler” to 

“participant,” is the most exciting and rewarding and ends her article, “Cross-Cultural 

Experiential Learning for Teachers,” with the words, “No one should make the claim of 

being educated until he or she has learned to live in harmony with people who are 

different” (p.191).  With this, we will move on to the program we, in the Department of 

Teaching, Learning and Culture at Texas A&M University, have begun in our quest to, in 

Wilson’s words, become educated. 

III. Background  

To begin, any discussion of the background of our program must refer to the title 

and authorship of this paper.  Our program is a true partnership between ourselves and 

our Italian colleagues, Dr. Maria Giovanna Fabianelli and Professor Silena Faralli, who 

have been involved with the program from its conception and remain integral to its 

success in the future.   In fact, this partnership began in the summer of 2007 through the 

leadership of Paolo Barucchieri, Director of the Santa Chiara Study Center in Castiglion 

Fiorentino, Italy, and his assistant, Sharon Jones, both of whom have been involved with 

Texas A&M University’s (TAMU) sponsorship of Castiglion Fiorentino’s Santa Chiara 

Study Center since its inception in 1988.  The Center, housed as it is in an ancient and 

beautiful structure dating back, in some sections, to the 1400s, has provided a home away 

from home to study-abroad students from TAMU and other universities across the 

country for the past twenty years.   
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Although the Community of Castiglion Fiorentino and the Santa Chiara Study 

Center have a longstanding and valued relationship, the program that we have begun with 

Dante Scuola Media is the first time that university students with coursework and training 

in working with English Language Learners have entered into a formal, established 

partnership with a local public school.  Our program with Dante began when the 

administrators at Santa Chiara introduced us to Silena Faralli, the English language 

teacher and Professional Development Coordinator at the local “Dante Alighieri” Scuola 

Media (middle school) and arranged for our Summer 2007 study-abroad group of sixteen 

preservice teachers to visit Professor Faralli’s English classes at Dante.  Although the 

visit was initially intended to be a one-day event, occurring on the first day of the last 

regular week of school, we immediately saw the potential of the cultural interchange 

between her Italian middle school students and our university preservice teachers.  As we 

put them in small conversational groups, we noted the resulting motivation in Silena’s 

students to use their English skills to communicate with our enthusiastic, young, 

“different” university students and the corresponding interest in our university students to 

get to know these young Italian students.  The impact on our students was even greater as 

they realized the challenges of coping in a community where they did not speak the 

primary language--as they, too, struggled to say even the most basic words in Italian, they 

began to identify and empathize with the Italian middle school children as they attempted 

to speak English.   

After expanding our one-day Summer 2007 visit to Dante Scuola Media to five 

days and moving from our initial simple conversations to language arts lessons involving 

readers’ theatres (based on folktales) and dramatic presentations (based on the Italian 
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students’ recent visit to an English production of Pygmalian), we, as well as the faculty 

and staff at Santa Chiara and Dante Scuola Media, were able to see the potential of a 

partnership between preservice teachers who were training in working with English 

Language Learners (ELLs) and Italian English as a Foreign Language Learners (EFLs).   

We could all also see that such a program could not be fully realized in a summer 

program; thus, we were invited to return to Castiglion Fiorentino for the spring semester 

of 2008 for a semester-long program.   

Luckily, we found that we had strong support and enthusiasm from our department and 

college, as well as from the study abroad office and university as a whole, as evidenced 

by our university’s Vision 2020, which states, among other things: 

 “To position our students to live and compete in a global society, 

Texas A&MUniversity must produce graduates who are not only 

academically prepared, but who have the capacity to understand 

other cultures and to live and work outside their own cultural framework.”   

A crucial additional sponsor of our program was the Texas A&M University’s 

European Union Center of Excellence (EUCE), one of eleven such centers across the US 

that are funded by the European Union.  In addition to a wide range of interests within the 

EUCE, a strong K-12 Educational Initiative exists with the purpose of nurturing 

relationships between schools in EU countries and American schools.   Since the prospect 

of recruiting preservice teachers--as well as planning and implementing the university 

curriculum and planned field experience with only a few months lead time--was 

daunting, we were delighted when the EUCE provided grant funds for us to bring Dante’s 

principal, Dr Maria Giovanna Fabianelli and Professor Faralli to the TAMU campus in 
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October of 2007 to meet with the preservice teachers who had applied for the program 

and to address the details of our field activities in the Italian middle school. 

On campus at TAMU during the fall semester, we tried to lay the groundwork for 

the spring semester’s program.  We determined that we would combine university 

coursework with the students’ field experiences, in order to allow our preservice teachers 

to remain on-track with their degree plans.  Their work with the Italian middle school was 

scheduled for the mornings while their more theoretical university coursework at Santa 

Chiara was planned for the afternoons.  Wednesdays were reserved for fieldtrips that the 

students would take in conjunction with the larger group of study abroad students at 

Santa Chiara (including architecture, art, and general studies students from TAMU and 

other universities).  In addition to ESL, Multicultural Studies, and Language Arts courses 

that the students took from us, they also took one course on Italian Art and Culture from 

the Santa Chiara Director, Professor Barucchieri.    

As we forged together a group of fourteen preservice teachers, most of whom 

were in their first or second years of university, and made plans to begin the first of what 

we hoped would become a longstanding program, we realized that we were embarking on 

an exciting, important, innovative, and somewhat intimidating project—and that the 

stakes for success or failure were high. 

IV. Program Description 

 We were welcomed with open arms by the Community of Castiglion Fiorentino 

from the first day.  In fact, this first day was marked with a beautiful reception at Dante 

Scuola Media, attended by the Mayor, Vice-Mayor for Education, the local print 

journalism reporter, representatives from two television stations, and other town 
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dignitaries.  Our department head and associate dean, as well as representatives from the 

faculty and staff at Santa Chiara, joined in showing their support.  As the leaders of the 

TAMU group, we experienced for the first (but not the last) time how inarticulate and 

foolish it was possible to feel when we stumbled over Italian words with a microphone to 

our mouths (usually saying something profound like, “Me…..happy…..here”).  

Fortunately, we also found—from this first day—how forgiving and understanding the 

people of Castiglion Fiorentino were and how ready they were to help us learn Italian as 

they improved their English.  Humor, flexibility, patience, tolerance, and friendship soon 

became the guidewords by which we all lived during our intense, often exhausting, but 

always exhilarating semester with Dante.  The actual structure of the program that 

emerged is best described in terms of the regular school days at Dante, the university 

coursework at Santa Chiara, the extracurricular activities with Dante, and the external 

relationships with the citizens of Castiglion Fiorentino. 

 Dante Scuola Media has approximately 350 students in Levels I, II, and III (or 

grades six, seven, and eight) who are studying English, and we were asked to work with 

all of these students, since the administrators felt strongly that all Dante students should 

be given the same opportunities.   We were also asked to provide adequate supervision to 

our preservice teachers in the Dante classrooms, so we divided students into teaching 

teams of two-to-three students with at least one of us as a faculty observer.  We were at 

Dante every morning, Monday through Thursday, after which students returned to Santa 

Chiara for lunch and afternoon coursework.  On days when activities at the Santa Chiara 

Study Center or fieldtrips precluded our preservice teachers from teaching scheduled 

classes at Dante, one of us presented the lessons.  Because our students were taking 
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English as a Second Language (ESL) coursework, appropriate weekly lessons for the 

three levels of students were planned, developed, and assessed in those classes and then 

taught in the Dante classrooms.  The subject matter was developed in collaboration with 

the Italian English teachers who suggested specific language emphasis (such as working 

with present tense or irregular verbs) and content emphasis (such as American customs, 

US geography, etc.).  Since a number of our students had laptops, they often brought their 

computers to the school and showed PowerPoint presentations on their subjects and 

downloaded illustrative clips and/or music for English songs. 

 In the afternoons, our students would attend classes at the Santa Chiara Study 

Center, including a course on Italian Art and Culture taught by Professor Barucchieri, 

voluntary Conversational Italian classes, ESL, multicultural education, and multicultural 

English language arts.  The English language arts coursework included, among other 

pieces of European-based children’s and adolescent literature, the study of Carlo 

Collodi’s Pinocchio, and this beloved Tuscan classic became the basis for the 

development of a bilingual readers’ theatre and performance of Pinocchio for the entire 

community of Castiglion Fiorentino.  As with so many of our activities this first semester, 

many of our classroom activities at Dante and our related coursework at Santa Chiara 

evolved as we became more familiar with the Dante students and found teachable 

moments to increase English language learning while building cultural bridges. 

 The evolution of our ESL lessons and related university coursework expanded to 

include various extracurricular activities, some that were planned from the beginning and 

some that developed as the need and/or interest arose.  One planned program was the 

development of a pen-pal club between Level I (sixth grade) students at Dante and fifth 
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and sixth graders at a private middle school in Brenham, Texas, a town approximately the 

same size as Castiglion Fiorentino.  We were delighted with the enthusiasm of the Italian 

children as they crafted detailed English letters to their Texan pen-pals, resplendent with 

colorful self-portraits and other delightful artwork that we found were more the rule than 

the exception with these artistic students.  During the course of the semester, we 

succeeded in having two rounds of letters to and from Texas, and we concluded the year 

with the creation of DVDs of the Italian and Texan children introducing themselves in 

person to their pen-pals and exchanging (if they chose to do so) home addresses, so they 

could continue their correspondence over the summer and into the future.   Another 

planned activity involved regular after-school, one-on-one tutoring sessions between our 

preservice teachers and students at Dante who were preparing to take formal Trinity 

English Examinations at the end of the school year.   

Spontaneous extracurricular activities that evolved into two of our most 

successful cross-cultural activities were the weekly English classes that we taught to 

Italian teachers and administrators at Dante and the Pinocchio production discussed 

above.  The adult English classes developed into a rich and enjoyable cultural exchange 

between educators, and as the Italian teachers learned a little English and we learned a 

little Italian, we also discovered how alike we were and how much we liked each other—

in other words, we became colleagues and friends.  The Pinocchio production, resulting 

from Professor Faralli’s suggestion that it might be nice to have “a little play,” was 

performed in the beautiful and historic Castiglion Fiorentino theatre and truly became a 

community project involving children, parents, town officials, local entertainers, and 

many of  the other American students and faculty at Santa Chiara.  By the time we took 
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our final bows at the play and boarded our plane to return to Texas, we felt that we were 

leaving a part of ourselves behind.   

V.  Program Perspectives of Our Italian Partners  

 We found the implications of our first-full semester to be profound.  Many of the 

lessons learned and advice given by the authors of the cited references in this article rang 

true and were gratifying to read, both in terms of sharing the realization of the urgent 

need for a broadening global view in today’s university students, particularly preservice 

teachers, and in facing the fact that a true cultural immersion will not be without its 

challenges.  That said, we found the rewards to be well worth the effort and look forward 

to establishing a program that will grow and develop in the years ahead.  Of course, for a 

partnership to be successful, it must be beneficial to stakeholders on both sides, and we 

are only one-half of the equation.  For this reason, no description of our program is 

complete without the crucial and vital observations and perspectives of our Italian 

counterparts, Dr. Maria Giovanna Fabianelli and Professor Silena Faralli, and the added 

reinforcement by Castiglion Fiorentino Vice-Mayor for Education, Dr. Edoardo Lucci. 

Excerpts from Perspectives of Dante Principal, Dr. Maria Giovanna Fabianelli 

(translated by Silena Faralli) 

The experience enabled the two partner institutions to interact in a formative 

cultural exchange.  The American students proposed various teaching units which totally 

involved all the middle school students, who were strongly motivated to use effective 

communicative strategies. Therefore, Scuola Media students became aware of the 

importance of learning a foreign language to get in touch with people who use a different 

linguistic code. Moreover the contact of two different cultures and lifestyles not only 
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enriched the students’ cultural background, but also the Istituto Comprensivo faculty 

who, after the project, expressed the unanimous wish to be involved in similar programs 

in the years ahead. 

The experience required quite a long time for research and lesson planning, but 

the activities which were proposed created a positive atmosphere in class and, keeping 

attention levels high, fostered varied learning styles.  The numerous activities were also 

carried out by the TAMU professors and the school English teachers in perfect synergy.  

The Pinocchio theatre production constituted a strong catalytic factor which allowed 

students to become masters of their learning, in a lively environment. On the whole the 

TAMU-Dante cultural exchange stimulated creativity and facilitated educational action 

through scrupulous graded planning of the activities.   Besides, constant supervision by 

TAMU professors allowed regular feedback, analysis and adjustment of the process 

which was being put into practice.  The best we can wish for is that cooperation between 

TAMU and Istituto Comprensivo “Dante Alighieri” will continue in the future and that 

the cross-cultural exchange program will become a privileged means in the teaching-

learning process of a foreign language, fostering the dialogue between different cultures 

and people. 

Excerpts from Perspective of English Language Coordinator and Professor Silena 

Faralli 

When my principal, Dr Maria Giovanna Fabianelli, and I were welcomed at 

College Station for a planning workshop sponsored by the E.U.C.E., late in October 

2007, we  soon found out that large schools in the metropolitan Houston area or small 

town schools such as “Dante Alighieri” Comprehensive, all have similar problems to 
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solve and challenges to meet  - intercultural issues due to immigration, second language 

teaching, integration of multiple perspectives, and professional competence in teaching in 

an international environment.  Therefore our school, whose seat is at a walking distance 

from Santa Chiara Study Center, could become a suitable a place where student teachers, 

supported by their professors, would start an innovative program and action research 

activities which required not only motivation, enthusiasm, and devotion to the project but 

also adaptability to a different culture and a certain spirit of sacrifice.  

During their time in Castiglion Fiorentino, the student teachers, who demonstrated 

to be not only professional but also hard working, were able to design very well 

structured lessons, implementing them with suitable teaching aids that they regularly 

constructed and using multimedia materials. 

They also showed skills in  managing  class life, creating a positive learning 

environment, where all  school children, including the weaker ones, were totally  

involved  in numerous activities. Moreover, bringing a characteristic Texan flavor to 

school life, the beautiful young mother tongue teachers were able to raise enthusiasm in 

the middle school students.  

Besides class work, extracurricular projects were also carried out in the afternoon.  

The “Pinocchio Play,” based on a typical Tuscan story, was particularly important not 

only for offering middle school students the chance of taking part in fun educational 

activities, but also because the bilingual script intermingled both Italian and American 

cultural aspects (Walt Disney songs, Italian music, etc.), which made socialization and 

integration easier, involving not only students but also students’ parents and the 

population of Castiglion Fiorentino.  
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  The preservice teachers also spent long afternoons to help me and my colleagues 

prepare 60 second and third year students who had to take a graded exam in spoken 

English with Trinity College of London, a qualified British Examination Board. The very 

positive results of the exam taken by the students in May, demonstrated that conversation 

and oral practice with mother tongue speakers had been a powerful procedure for 

reinforcing communication skills. 

First year students were also involved in a Pen Pal Club with fifth and sixth 

graders of a private middle school in Brenham, Texas. The Italian students were 

successfully encouraged to use their English for real communicative purposes exchanging 

information and sharing feelings with their age group American correspondents. The 

result of the experience showed that friendship relations between people from different 

cultures are a powerful incentive to develop mutual understanding and consolidate 

linguistic competence. 

          My role as  one of the coordinators was very rewarding in that I had to  

communicate (and often  translate and interpret  from one language to the other) to  

TAMU professors and their students, the school principal Dr. Maria Giovanna Fabianelli, 

the Director of Santa Chiara Study Center, Professor Paolo Barrucchieri, his Assistant 

Director, Mrs. Sharon Jones, the Vice Mayor, Dr. Edoardo Lucci,  and my  colleagues 

whose precious cooperation was essential to the  fulfillment of the  project.   

          Living a semester full of activities, social life, field trips and participation in local 

events was also a very rewarding experience which contributed to enriching my 

professional and human background, and at the same time, having so many people 

2010 HICE Proceedings - Page 1505



working for one big project was also a strong message to  Italian middle school students 

who  felt  “immersed” in the American  culture and exposed to real English speech.  

Excerpts from Letter from Castiglion Fiorentino Vice Mayor, Dr. Edoardo Lucci to 

Dr. Fabianelli (translated by Professor Faralli) 

           The experience we had in 2008, together with the Principal of Dante Alighieri 

Comprehensive school, Dr. Maria Giovanna Fabianelli and Texas A&M. University 

professors and their students, represented a meaningful moment for those who care for 

the younger generations’ future.  

The chance to learn a second language, especially English, is a unique opportunity 

for our students which is going to be decisive when they start approaching the world of 

work.  The presence of Texas A & M students in our community, due to an agreement 

with Dante Alighieri Comprehensive School, made this difficult but exhilarating project 

possible.  Dr. Silena Faralli’s devotion to the program also represented another 

fundamental link for a perfect integration between American student teachers and Italian 

middle school learners. 

  The Local Administration and the Town Council for Public Education supported 

some activities caring for the necessary logistics which they needed.  It was possibly a 

small contribution, compared to the hard class work, but it is important to know that we 

are present and fully share your common project. 

                                                                                                           Sincerely Yours,                                         

                                                                                                           Dr Edoardo Lucci 

Vice Mayor                                                  

Castiglion FIorentino 
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VI. Conclusions and Plans for the Future 

As expressed so eloquently by our Italian counterparts, the first full-semester of 

the TLAC-Santa Chiara-Dante Partnership was life-changing for us and for our students, 

and we came away with the passionate conviction that we have a unique and valuable 

program that we must nurture in the years ahead.  Although our first semester was not 

without its growing pains, we have tried to learn lessons and make plans for the ongoing 

partnership that will address the parts of the program that need addressing.  Clearly, 

despite our attempts to prepare in advance for the semester, we simply did not fully know 

what to expect when we first arrived at the doors of Dante Scuola Media, and we had to 

be flexible and adaptive, something that does not always come naturally to many of 

today’s university students who are used to having detailed course syllabi and schedules 

and don’t particularly like surprises.  We also realized that we were trying to do it all, 

expecting our students to be well-prepared teachers at Dante, responsible university 

students in the afternoons at Santa Chiara, and   fun-loving undergraduates 

“experiencing” Italy with their study abroad counterparts in the larger Santa Chiara 

program (who did not have to be up at 8:00 “looking and acting like teachers”). 

Ironically, as we tried to reduce the pressure on our students by staggering their 

hours at Dante and allowing days off to go on field trips with the larger Santa Chiara 

group, we somewhat diluted the value of the cultural immersion for them and enriched it 

for ourselves.  We, on the other hand, because of our commitment to supervise every 

class that any of our students were in and because of our need to cover class days on our 

own when our students were away on field trips and other activities, were at the school 
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every day for most of the school day and many after-school afternoons for Trinity 

tutoring sessions and English classes for the Dante teachers—and we loved it! 

  Based on our realization that frequent and extended immersion is necessary for 

the most meaningful cultural exchange and that our students still need to have time for 

travel and fun with their peers at the Santa Chiara Study Center, we have redesigned the 

full-semester program for the future.   When we go again in the spring of 2010, we plan 

on first conducting most of our preparatory coursework online and during all-day 

workshops on campus (eliminating the need for our students to pay for on-campus 

housing and thus reducing costs); all of our students will then spend the entire school day, 

Monday through Thursday, at Dante during the latter part of March, April, and half of 

May in fieldwork.  In effect, they will put their theoretical coursework to practical use 

when they get to Italy; in Italy, they will teach lessons they have already prepared, and 

they will organize extra-curricular activities (we are planning on a bilingual Tom Sawyer) 

they have already designed.  They will still have group trips to Rome, Florence, Arezzo, 

and Cortona at the beginning and end of their program; they will have most evenings 

free, and they will still have most Fridays, Saturdays, and Sundays for their individual 

travel plans.    However, Monday through Thursday, they will be “teachers” at Dante.  

We believe this restructuring will result in the best of both worlds for our students while 

still devoting the same or more actual time with the Italian EFLs at Dante.   

In fact, during the Summer of 2009, we were able to pilot our new structure in a 

five week summer program that involved 17 of our university preservice teachers 

teaching English lessons at Dante Scuola Media during the last two weeks of school, 

followed by a three-week summer enrichment camp for interested Italian students that 
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included continuation of the Pen-Pal Club and the development of a bilingual readers’ 

theatre production using High School Musical as the focus (since during our 2008 

program we had learned of the Italian students’ fascination with the musical and wanted 

to do something fun for the summer camp).  By doing essentially all of our planning on 

campus before our departure, complete with our students actually presenting their 

individual lessons, we were able to immerse ourselves in the field experiences with the 

Italian students and limit our scholarly coursework to regular written reflections on what 

was actually happening with the partnership.  Excerpts from our students’ journals can 

show the success of the program better than we can: 

• “Every place you go has a treasure to find.” 

• “This experience makes me realize the importance of making English 

Language Learners comfortable in our classrooms.” 

• “This has been beyond AMAZING!  I will be a different teacher now.  

You have changed my life by creating this program!” 

• “After being an ILL (Italian Language Learner) for five weeks, I can fully 

sympathize with my students.  It is hard to learn a language!” 

• “Now I can see why modeling is so important in the classroom.  If  

children see the action done, they are more likely to understand, especially 

if they are English Language Learners.” 

• “This experience is absolutely worth it because I feel like I have officially 

learned what it takes to not only teach ELLs, but to understand what it 

feels like to be the actual learner.” 
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• “I learned the most valuable lesson because I came to realize how it feels 

to not know a language, as well as becoming aware of how to treat and be 

patient and understanding with my future ELLs.” 

• “I came here with the mentality that I was going to drastically change and 

enhance these children’s lives, but really they have done that to mine.” 

• “The Italian children were learning from me as I was learning from them.” 

• “This trip has shown me how ELLs and EFL students are still typical, 

everyday children.  Often, I believe we try to categorize our students, 

which sometimes can lead to their failure.  I now feel better prepared on 

how to incorporate instruction for my ELLs into my everyday classroom 

activities.  I know that I need to speak clearly, speak slowly, and use hand 

gestures  and lots of visual aids.” 

• “…an experience I will never forget; it will be carried in my heart on a 

daily basis and will forever influence my teaching!” 

Thus, with the support of our university and the Santa Chiara Study Center in 

Castiglion Fiorentino, we have begun this vibrant, dynamic partnership between our 

university preschool teachers and the students, teachers, parents, and administrators of 

Dante Scuola Media.  We plan to quantify the results in a more scholarly manner through 

research-based methods and report our findings in future articles and presentations, using 

the following instructions and research questions with our preservice teachers on a pre 

and post experience basis: 

Texas institutions of higher education face many challenges in preparing pre- 

service teachers to teach linguistically and culturally-diverse students.  An  
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opportunity to live and teach internationally is one possible response to this 

dilemma.  Please respond to the following questions: 

• Do you consider it important to be interculturally experienced? Why? 

• What skills do you consider as important to possess when teaching in 

a multicultural environment? 

• How can you improve these competencies? (include examples of your 

own experience if applicable) 

• Do you think it is important to understand the cultures of people from 

other countries that are living in your home country? 

• What role do you think language plays in intercultural competence? 

• Do you feel competent to teach children who are not fluent in English? 

In the meantime, we hope we have written this first chapter of our story in a way that 

adequately introduces the project and captures the spirit and vision we all feel. 
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 As part of a graduate project, a team of interdisciplinary researchers at the University of Idaho: School of 

Family and Consumer Sciences and the Office of Student Financial Aid Services are developing a new educational 

program for students to take BEFORE they commit to student loans. This program is in response to the University 

of Idaho’s student loan debt survey of 2007- 2008. The survey indicated the University of Idaho’s average student 

loan debt was $21,702 for undergraduates; $39,937 for graduate students; and $55,619 for law students. This year in 

2009-2010, two surveys are underway at the University of Idaho. One focuses on the current financial habits of 

students, and the other asks students what financial issues or topics are most important to them. Data collected from 

these surveys will be used in the design of future workshops to insure that students’ financial issues and topics are 

addressed.   

 The pre-financial aid workshop: Your Financial Aid Cache will examine all possible income and resources 

available to a student as well as examine ways to trim expenses. The intent is to have students focus on “pinching 

pennies”, living frugally, borrowing as little as possible. The program will be presented as a workshop to incoming 

students when they visit campus in the Spring, available on-line, and in hard copy formats. It will also be presented 

to all interested students in both Fall and Spring semesters.  

 The program begins by looking at a realistic “big picture” of how much everything is projected to cost for 

the particular degree, e.g. undergraduate, graduate, and law, as well as living arrangement, e.g. on-campus and off-

campus. In addition to the broad expense categories of tuition/fees, books/supplies, room/board, and personal, we 

will have students be more specific by listing all possible expenses and breaking down the personal category.  

Students will create a detailed monthly spending plan and include all of the above plus: rent or mortgage, rental or 

homeowners insurance, property taxes, federal and state income taxes, electricity and gas, water/sewer/trash,  

medical/dental insurance, entertainment, cell phone/landline, cable tv, computer/internet expenses, loan payments 

such as car payment, credit card payments, furniture/appliance payments, car insurance and registration, car 

2010 HICE Proceedings - Page 1514

mailto:deringer@uidaho.edu
mailto:crobbins@uidaho.edu


maintenance, public transportation, food at home/food away from home, beverages, clothing, laundry, personal care 

items, banking fees, recreation/sports/crafts/hobbies, vacations, household supplies, gifts, contributions, child care, 

life insurance, savings and/or retirement savings, investment, other category.  

 In the next step students will consider all possible income sources and available resources. For income, 

students will list: money saved for college, help from parents/other relative, scholarships, grants, work-study, paid 

internship, income from part-time work, gift money, income tax refund, other source of income, and student loans 

(government unsubsidized and subsidized, and private loans). Available resources include utilizing things that are 

free or very low cost such as: using public transportation, bicycling, walking, outdoor recreation opportunities.  

 Living frugally and focusing on ways to trim expenses are the main focus of the program. Examining needs 

vs. wants and listing multiple ways to cut expenses will be presented and given to students. This list is extensive and 

is broken down into the categories of housing, telecommunications, transportation, food, shopping, entertainment, 

recreation, banking and credit, medical/dental expenses, insurance, childcare, and taxes. Students will also be asked 

to share their ideas to add to the list.  

 Other topics covered include basic financial education such as: understanding compounded interest and 

actual cost of loans, keeping a daily expense diary so you know where your money is going, reviewing expenses 

monthly, creating a filing system for recordkeeping, checking debit charges daily, balancing checking account 

weekly, eliminating overdraft fees, paying bills on time, eliminating late fees, using institution provided ATM 

machines, having an emergency savings, not carrying a balance on your credit card(s), and understanding the 

importance of saving early for retirement.   
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Abstract 

Since 1980, the demographics of Utah have changed significantly.  Research suggests that the 
Latino population in the state will have a larger percentage of growth than any other segment 
including those 65 years of age and over. Even with the Latino population growth, the number of 
Latino teachers has stayed constant. Role models, such as Latino educators, for the ever 
burgeoning Latino student population are critical as students negotiate their way through an often 
difficult, sometimes foreign educational setting. 

The Latino Educators of Tomorrow (LET) Program (Farnsworth B. J, & Pierce, L.E. 2009) is 
concerned with finding high school juniors and seniors who want to become educators and 
supporting them as they progress through high school, begin college studies, and eventually 
graduate with a teaching degree from the university.  It originated with the Provo School District 
and has now expanded to the Alpine, Nebo, and Wasatch School Districts. 

During the summer of 2009, 95 Latino students from Provo, Alpine, Nebo, and Wasatch high 
schools participated in the second year of the LET program.  This was an increase of 256% over 
the first year. If high interest can be maintained among these students, the Latino teacher 
candidate population could at Utah Valley University increase to near 30% in the next five years. 

Introduction  

Pamela Perlich, a University of Utah economist who tracks population growth, suggests that 
Utah’s minority population will become the majority population by the year 2050 and possibly 
before (Perlich, 2009). Perlich suggests there will be a rapid growth of the minority population in 
the United States over the next forty years which will be mirrored by the State of Utah and Salt 
Lake County (See Figure 1).  The Latino population, which is the significant portion of the 
minority population in Utah, accounts for the preponderance of the growth (Figure 2).  Utah 
County, the adjoining county to Salt Lake County, is exhibiting the same rapid growth in its 
minority and especially its Latino population.   
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Figure 1 
Minority Share of Population in the United States, Utah, and Salt Lake County 

 
 

 
 
Figure 2 
Utah’s Minority Population 2007 
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The rapid growth of the Latino population creates similar growth patterns in school districts. 
Table 1 illustrates the steady growth experienced by the Alpine School District, Utah County’s 
largest school district, since 2000. Other school districts in the Utah Valley University service 
area are reporting similar growth.  Table 2 lists the Latino populations in these schools for the 
year 2009. 
 
Table 1:   
Latino Student Growth in Alpine School District 

Year Number of All Students Number of Latinos Percent 
2000 47,096 2,474 5.25% 
2007 58,665 4,894 8.34% 
2009 65,059 5,282 8.12% 

 

Table 2:   
Number and Percent of Latino Students in UVU School of Education Service Area Districts 

District Number of all Students Number of Latinos Percent 
Alpine 65,059 5,282 8.12% 
Nebo 27,093 2,548 9.4% 
Provo 13,245 3,518 26.56% 

Wasatch 4,998 797 15.95% 
 

Many educators feel that there is a need to support Latino students in the public schools at a 
higher level which could be partially accomplished by having more Latino teachers in the 
schools. These teachers could provide an example to students of the benefit of continuing their 
education past secondary school.   

Of the numerous programs that have been explored to attract students to the teaching profession 
and mentor students through the process of obtaining a post secondary degree, the Latino 
Educators of Tomorrow Program (LET) has demonstrated more promise of success in guiding 
Latino students to succeed in higher education because students maintain an engagement with 
the program and thus stay in contact with teacher education professionals. 

Problem 

Because of the value of post secondary education to the future success of today’s student, the 
problem of how to help Latino students value and succeed at post secondary learning is critical to 
their success as well as that of the entire community. Several problems exist that interfere with or 
impede the educational progress of the Latino student enrolled in the LET program or make it 
difficult for them to matriculate into the teacher education program.  First, the education 
community needs to find a way to build the value of education into the Latino culture. 
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Second, many Latino students are undocumented and consequently do not have a social security 
number.  This makes it extremely difficult or impossible for them to qualify for some student 
financial aid or for the School of Education to complete a required criminal background check in 
order to have them work in the schools. 

Finally, as Latino students begin taking classes and become exposed to the university, many find 
that they have interests in areas other than teaching.  This is only a problem to School of 
Education because with the time and resources the School spends, and the value of the example 
of a Latino educator, we would certainly like them to participate in teacher education programs.  
However, in the larger picture, our goal is to have students complete programs that will prepare 
them for their life’s work. 

Program  

The major objective for the LET program is to increase the number of bilingual Latino students 
who graduate from UVU’s School of Education and become licensed to teach in local school 
districts.  To organize the program in the beginning, a Latino Educators of Tomorrow Planning 
Team was established involving a high level of collaboration among faculty and administrators 
at Utah Valley University and Provo School District.  For the second year of implementation, 
Alpine, Nebo, and Wasatch School Districts were included.  There is also ongoing work to 
involve Latino parents so that they can help to support the efforts of their students. 

The program focuses on four main areas: 

1. Identification of Latino students that show interest in becoming teachers, 
2. Participation in concurrent enrollment pre-program education courses, 
3. Experiential learning through school visits where students learn about the role of the 

teacher, 
4. Participation in intensive summer courses, workshops, and social activities. 

(Farnsworth, B.J. & Pierce, L.E. 2009) 

Identification of Participants  

Due to the immediate need for Latino educators in local school districts it was important to recruit a wide 
range of students to participate in the first cohort. This cohort included university students along with the 
high school students.  Latino students who had already been accepted to the UVU teacher education 
program were invited to become mentors in the program.  UVU Latino freshmen and sophomores who 
were interested in the field of education were also recruited as part of the first cohort.  Administrators, 
counselors, and teachers from high schools in Provo School District helped to identify potential high 
school students who might be interested in the LET program. 

For the second cohort, additional districts were invited to participate which brought the number of 
students to 95.  The mentoring by older, more experienced students was retained because of the value to 
both student and mentor. Participants were identified in a similar manner as the first cohort. 
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Program Components 

The program components are the same for cohorts I and II with the exception of dropping the public 
speaking course since it placed a heavier burden to students than was reasonable.  The program 
components include a once a month field experience or workshop, an intensive summer program, and a 
focus on academic rigor. Each component of the program is designed to support the students 
academically, socially, and linguistically. Concurrent enrollment courses are often taught by university 
faculty and many students are able to enter UVU with 7-17 credits completed that count toward a degree.  
Field experiences allow students to interact with younger students through tutoring opportunities, and 
allow them to observe teachers in classroom settings not as the student but as potential teachers. Social 
responsibility, multiculturalism, leadership, and role modeling are some of the topics addressed in 
workshops. In a many cases as possible, professors, directors, presenters, and other program leaders 
conduct classes and workshops in both English and Spanish.  If the session leader does not speak Spanish, 
an additional person is present who speaks Spanish and readily translates when appropriate.   

During the regular school year, students participate in workshops and spend time interacting with other 
LET students at their high school and complete journal entries that reflect on their experiences. Of all of 
the time spent in the LET program, the summer is the most intensive.  This is when students take 
concurrent enrollment classes, participate in the social activities, and have lunches with speakers and 
invited guests. 

Results and Discussion 

In the second year of the LET program there were several cohorts, generally divided by school district 
with a total of 95 students from high schools in Provo, Alpine, Nebo, and Wasatch Schools Districts.  
During this summer session, all of the participants were high school students.  They all participated in 
concurrent enrollment courses, ate lunches together and often had various educational leaders eat lunch 
with them where they had the opportunity to discuss issues related to education.  Likewise, all students 
visited schools and were able to experience the activities that take place during a school day from the 
viewpoint of the teacher. 

At the end of the summer, students appeared energized about continuing in the program and nearly 
without exception, verbalized that they still had an interest in continuing their education.  Students 
seemed to enjoy the relationship that developed during the summer with university professors and other 
university and district personnel.  The excitement is mounting on the prospect of LET students 
graduating and earning a teaching license the UVU school of Education because the School is 
currently in the process of accepting students who have participated in the first year of the LET 
program into the professional teacher education program. 
 
Currently there are eleven Latino students enrolled in the professional education programs 
(Elementary and Secondary Education) at UVU.  A recent survey of Latino students on campus 
indicated that there are a few who are interested in becoming teachers and approximately the 
same number of LET students showed the same interest (Table 3).  We found that approximately 
fifty percent of the LET students have decided that they would like to continue their studies in 
education and approximately that same percentage who felt that they would like to pursue 
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another field.  This trend was consistent across all cohorts.  We would like to see all of our 
students become educators, but respect and support their decisions.  

Table  3 
Latino Students Attending Utah Valley University  

UVU Students   
Latino Students in the Professional Education Program   11 
Latino Students Attending UVU    
  General Latino Students Interested in Education  20 
  LET Students Interested in Education  24 
 

Table 4 
Latino Students participating in the LET program who are Interested in Education as a Career 

District  Students in LET 
Program 

Students Interested in Education  Percent 

Provo Cohort 1  37  18  48.65% 
Provo Cohort  2  20  10  50% 
Alpine Cohort  2  22  10  45.45% 
Nebo Cohort  2  19  9      47.37% 
Wasatch Cohort  2  15  7      46.67% 
 

 

Conclusion 

After several attempts by the University to attract and retain Latino students to the field of 
education, the LET program appears to be the most successful.  Many students from the first 
cohort are still enrolled for the current academic year and a new group, even larger than the first, 
has begun the program.  A few students from the first cohort are prepared to apply to the teacher 
education during the current academic year. This shows a hopeful trend toward program 
completion. 
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Abstract  
 
 
In spite of large class sizes, and with little or no classroom technologies, students in Singapore, 
Japan and China score among the top five countries in the world in mathematics and science 
achievement. In comparison, the U.S. students have ranked below their Asian counterparts. In 
this paper, we describe: (1) first hand observations of math and science classrooms in Singapore, 
China and Japan with explanatory interviews with the teachers; (2) results of newly collected 
surveys on how teachers use technologies for teaching math and science in Asian countries and 
the USA; and (3) observations and interviews with technology and computer science faculty in 
China comparing U.S. and Chinese student learning.  Presenters demonstrate similarities and 
differences in teaching methods, technology use, and curriculum organization from Singapore, 
China and Japan which may explain the differences in achievement levels. These comparisons 
may provide valuable lessons for U.S. and other educators' on to strengthen student motivation 
and achievement, especially in mathematics and science.   
 
Introduction  
   
Students in Singapore, Japan and China have consistently outperformed their USA counterparts 
in international studies of mathematics and science achievement (Atweh, et. al., 2008; Beaton et 
al, 1997; Lynn and Mikk, 2009; Stigler, et. al., 1999; TIMSS, 1999-2008; Wong, 1998). With the 
increasing attention to the importance of instructional technology K-12 education in the United 
States, one expects Asian countries to have superior classroom instructional technologies to 
support the high mathematics and science achievement among students. This paper examines 
the role of technologies in the teaching of mathematics and science in China, Japan, Singapore 
and the USA, using multiple perspectives, methodologies and analyses: In the first project, the 
investigator observed fourth grade and eighth grade science and mathematics classroom in 
China, Japan, Singapore and the USA. Teacher narratives were also collected: In these 
narratives, the teachers reflected on the role of technology in enhancing mathematics and 
science achievement in their mathematics or science classrooms. In the second project, the 
investigator surveyed mathematics and science teachers on their technology use and compared 
them to the patterns of technology use among teachers in Asian countries. In the third project, 
five university professors and three students in Shanghai, Suzhou and Qingdao in China provided 
narratives in which they reflected on the role of technologies in student achievement in 
mathematics, computer science and the natural sciences. Can U.S. educators learn ways to 
close the achievement gap in mathematics and science from Chinese, Japanese or Singaporean 
teaching methods, school policies or curriculum concepts? The investigators attempt to draw 
recommendations based on their observations and analysis.  
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Classrooms in Singapore, China & Japan  
 
In the USA, the lag in mathematics and science continues in spite of national efforts to raise 
student achievement through more rigorous national and regional accreditation of 
schools (NCTM, 1995; NSTA, 2003), and through legislation like the No Child Left Behind 
Act (2002). In the Asian countries, students advance in mathematics and science in spite of large 
class sizes, typically more than 40 students per teacher. They achieve their top rankings with less 
computer and multimedia technologies in the classrooms than what is available in U.S. 
classrooms. (Desimone, et. al., 2005). In this project, the investigator observed fourth and eighth 
grade classrooms in science and mathematics in Singapore, China, Japan and the USA. Teacher 
narratives were also collected from the classroom teachers directing each of the classes 
observed.   
 
A total of four classrooms in each of the three Asian countries and the USA was observed: one 
fourth grade classroom in science; one fourth grade class in mathematics; one eighth grade 
mathematics class; and one eighth grade science class. The grand total of 16 classrooms cannot 
be considered a representative sample. Instead, they are non-comparable, individual cases in a 
variety of public, private, urban, suburban and rural settings. They are only meaningful as a 
starting point for identifying variables such as the curriculum, textbooks, teaching methods, 
student or teacher characteristics, or school policies which may begin to explain the international 
achievement gap in mathematics and science.  
 
The most dramatic observation in all Asian mathematics and science classrooms at both fourth 
and eighth grades was the absence of computers in the classroom. No calculators or computers 
were used in any of the fourth or eighth grade mathematics classes in Singapore, China or 
Japan. In a geometry class (grade 8; private girls prep school) in Japan, students used 
protractors, rulers and right triangles with colored pencils for working problems in their notebooks 
and worksheets. The teacher used larger versions of these tools with colored chalk on traditional 
chalkboards.  
 
The eighth grade science classes were held in traditional classrooms in Singapore, China and the 
USA. In Japan, the eighth grade biology class in the private, urban prep girls school was taught in 
a chemistry lab.  The teaching methods were didactic in all eighth grade science classes in the 
four countries. Methods used were lecture, recitation and discussion. In the fourth grade science 
classes in Japan, Singapore and the USA, hands-on, inquiry methods were employed.  Lecture 
and workbook exercises were observed in the fourth grade science class in China. The 
Singapore fourth grade science class was the only one where a computer was used in the lesson. 
The teacher guided the students to use a Google search to look up definitions (density), formulas 
for converting measurements; and comparing results of students experiments.  
 
To the eye of this American investigator, there was a noticeable contrast in student demeanor 
between USA students and Asian students in all three nations: Asian students appeared to be 
more serious and focused on the academic tasks at both the fourth and eighth grade levels than 
their USA counterparts. School bells governed the start and the end of classes at both grade level 
in all Asian schools, but only at the eighth grade (not at the fourth grade) in the USA schools. 
While there was much socialization and chatter before the bell, this stopped when the bell rang in 
the Asian schools. The students stood to greet the teacher and then attended to the instructions 
and tasks immediately. There was more variation in student attentiveness and task focus among 
the US students at both fourth and eighth grades.  
 
Narratives among the U.S. and Asian teachers focused on similar student issues, including a few 
difficult students; students with learning disabilities; or who were unmotivated. High expectations 
to have students perform well on standardized examinations were reported by all teachers, 
except those in private schools in Japan and Singapore. U.S. teachers speculated that stronger 
student discipline and higher esteem for teachers in Asia were the strongest factors that 
explained the international achievement gap in science and mathematics. Teachers in Asia 
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speculated on a variety of factors to explain why their students score higher on mathematics and 
science achievement. These include: "I work very hard to make the lessons personally 
meaningful;" "I look for creative ways;" "We stress repetition and lots of practice problems;" "We 
encourage teamwork--getting help from a classmate when you don't understand."  
 
One teacher who taught in both Singaporean and Canadian schools observed that Singaporean 
schools stress too much conformity and rote learning. He comments:  
 
"Even though Singapore children score highest in the world in mathematics, they pay a heavy 
price for that. The don't have enough creative problem solving skills nor the social skills for higher 
level academic work. This hurts them. Americans should not aspire to be number one in the world 
if it means sacrificing some of these skills and values." 
 
Even with the small number of classes observed in Asia, there were examples of dynamic, 
exemplary teachers who seem to inspire learning; as well mediocre, less dynamic teachers some 
of whom seemed "burned out." Every school seemed to have a range of teachers with more or 
less experience, expertise and pedagogical skill in their disciplines. In every country, there is a 
range of teaching methods across teachers and schools; which probably do not explain the 
achievement gap.  
 
 
The respect and professional regard and esteem for teachers in China, Japan and Singapore 
have been traditionally high in comparison to that of the USA. The typical class-contact hours for 
government school teachers in primary and secondary Chinese schools is three hours per day, 
with other hours designated to professional development. This higher esteem for teachers and 
value placed in education among Chinese, Japanese and Singaporeans may be an important 
contrast to those variables in the USA. Is it possible that the level of professional regard and 
esteem given to teachers in China, Japan and Singapore is the primary variable that can account 
for the international achievement gap in mathematics and science? 
 
 
This would be an incomplete explanation because it does not explain why mathematics and 
science are the subjects of high achievement for the Chinese, Japanese and Singaporeans. What 
are the variables that account for students excelling in mathematics and science in particular? 
The second project may provide further insight into this. The project examines the pedagogical 
patterns of how teachers in Hong Kong (SAR), Japan and Singapore, and the USA use 
technologies in teaching mathematics and science. 
 
 
Technology Use Patterns in USA & Asia  
  
This section of the paper looks at eighth grade science and mathematics teachers’ pedagogy and 
ICT use in Japan, Singapore, and Hong Kong (SAR). The data which follows is from the Second 
Information Technology in Education Study, SITES 2006.  This study was under the supervision 
of the International Association for the Evaluation of Educational Achievement (IEA), a network of 
global scholars, researchers, and policy makers. SITES 2006 was an international comparative 
study of 22 educational systems that studied both classrooms and schools internationally with the 
focus on what happens in the classroom and how ICT is used. (Law, Pelgrum, and Plomp, 2008, 
p. 263), “Hence, this study has not been a study of ICT use but a study of ICT use within the 
context of the overall pedagogical practice of the teacher” (Law, Pelgrum, and Plomp, 2008, p. 
121). Teachers hail from different and often conflicting pedagogies when describing ICT use and 
integration. The pedagogical practices considered in this study are traditionally important, life long 
learning and connectedness orientations.  
  
Traditionally important as referred to in SITES 2006 is teacher centered with importance placed 
on the teacher giving instructions and transmitting their expertise through lectures. Students are 
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passive learners taking test and completing worksheets. Traditionally important pedagogy 
promotes the systematic study of academic subjects from the less complex skills to the more 
complex skills. The 21st century orientation, life long learning and connectedness, produce 
products that are accomplished through collaborative events and use of technology. The 
emerging practices include the following; students being actively engaged in learning, such as 
cooperative or project based learning, students being responsible for their learning, examples of 
this practice would include students working at their own pace and determining when to take a 
test, and working and learning from peers and experts sometimes referred to as globally 
collaborating. Both of these orientations are associated with educational approaches which are 
considered to be student-centered and conducive to the development of learning outcomes 
important for the 21st century.  Therefore, in both of these orientations the teacher’s role is to 
guide the student through a process of educational discovery.   SITES 2006 defines life long 
learning, as “developing learning outcomes important for the knowledge society” (Law, Pelgrum, 
Pomp, 2008, p. 121). Connectedness refers to “activities in which students collaborate with 
and/or learn from outside peers and experts to create products and publish results” (Law, 
Pelgrum, and Plomp, 2008, p. 121). 
  
Eighth grade science and mathematics teachers’ pedagogical-practice orientations as reflected in 
their practices, their pedagogical-practice orientations as reflected in their students’ practices, 
their use of ICT in their practice, types of pedagogical activities and assessment methods were 
explored through the administration of the SITES 2006 teacher questionnaire. A discussion of the 
data derived from these sections of the teacher questionnaire specific to the educational systems 
of Hong Kong (SAR), Japan and Singapore follows.    
  
Pedagogical-practice orientations as reflected in their practices: 
Traditionally important orientation ranked the highest and connectedness ranked the lowest for 
pedagogical-practice orientations as reflected in eighth grade science and mathematics teachers’ 
practices for all three countries. 
  
Their use of ICT in their practice: 
70% of eighth grade mathematics teachers in both Hong Kong (SAR) and Singapore reported 
using ICT in the teaching and learning activities, while only a little more than 20% in Japan 
reported using ICT in the teaching and learning activities. However, the data from the eighth 
grade science teachers shows a slightly higher increase in ICT usage in the teaching and 
learning activities; Japan approximately 42% and Hong Kong (SAR) and Singapore 
approximately 82%.  
  
Types of pedagogical activities: 
The three pedagogical activities that the eighth grade mathematics teachers most frequently 
adopted in all three countries were teacher lectures, discovering math concepts and principles, 
and exercises to practice skills and procedures. Eighth grade science teachers in all three 
countries ranked teacher lectures as the most frequently adopted pedagogical activity and lab 
experiments as the second. Hong Kong and Singapore ranked exercises to practice skills and 
procedure the third most frequently used pedagogical method, while Japan ranked short tasks 
third.  The least frequently adopted pedagogical activities for eighth grade mathematics teachers 
in all three countries was field study activities; followed by studying natural phenomena through 
simulations for Hong Kong, scientific investigations for Japan and lab experiences for Singapore. 
In all three countries field study and extended projects were ranked the top two least frequently 
adopted pedagogical methods. The third least frequently adopted pedagogical method was 
discovering math principles for Hong Kong and Singapore, while Japan ranked self accessed 
courses/learning activities as the least frequently adopted method. 
  
Assessment methods: 
Percentages of eighth grade mathematics teachers reporting ICT use for the three pedagogical 
assessment methods are as follows: 
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Hong Kong reported 30% of eighth grade mathematics teachers use traditionally important and 
life long learning as assessment methods and approximately 12% used connectedness 
assessment activities.  
Japan reported 38% of eighth grade mathematics teachers used traditionally important 
assessment activities and 10% used life long learning. Approximately 8% used connectedness 
assessment activities.  
Singapore reported identical percentages as Hong Kong, 30% of eighth grade mathematics 
teachers use traditionally important and life long learning assessments, while 10% of their eighth 
grade mathematics teachers used connectedness assessment activities.  
  
Percentages of eighth grade science teachers reporting ICT use for the three pedagogical 
assessment methods are as follows: 
Hong Kong reported 38% of science teachers use traditionally important while 50% used life long 
learning as an assessment method. Approximately 15% used connectedness assessment 
activities.  
Japan reported a significant difference between the use of traditionally important assessment 
methods and life long learning, approximately 43% and 20% respectively. Approximately 12% 
used connectedness assessment activities.  
Singapore reported 30% of eighth grade science teachers use traditionally important 
assessments while approximately 45% use life long learning assessments. Approximately 12% of 
their eighth grade science teachers use connectedness assessment activities.  
  
From the data collected through the administering of the SITES-2006 teacher questionnaire Hong 
Kong (SAR), Japan and Singapore use traditionally important pedagogy to a greater extent that 
the other two pedagogies; life long learning and connectedness. The only exception was methods 
of assessment. In this area both Hong Kong (SAR) and Singapore reported using life long 
learning assessment methods over traditionally important assessment methods. All three 
countries in all the areas reviewed ranked the use of connectedness pedagogy as the lowest.  
  
Based on the above interpretation of the data, can we conclude that the reason students in Hong 
Kong (SAR), Japan and Singapore have higher test scores in math and science than students in 
the United States is because of the traditionally important pedagogical practices used? Additional 
data is needed to come to any conclusion. The United States was not included in the SITES-2006 
study. However, SITES-2006 included the Canadian provinces of Alberta and Ontario. Since the 
Canadian educational system closely resembles the school systems in the United States, 
perhaps looking at the same SITES 2006 data which was reviewed above for the Canadian 
provinces of Alberta and Ontario could provide us with insight into why United States 
mathematics and science students lag behind Asian students. 
  
Pedagogical-practice orientations as reflected in their practices: 
Traditionally important orientation ranked the highest and connectedness ranked the lowest for 
pedagogical-practice orientations as reflected in eighth grade science and mathematics teachers’ 
practices for both of the provinces. 
  
Their use of ICT in their practice: 
60% of eighth grade mathematics teachers in the Canadian province of Alberta reported using 
ICT in the teaching and learning activities and close to 80% of eighth grade science teachers 
reported using ICT in the teaching and learning activities. In the Canadian province of Ontario 
both eighth grade science and mathematics teachers percentage for using ICT in their teacher 
and learning activities was the same, approximately 75%. 
  
Types of pedagogical activities: 
The top two ranking pedagogical activities that the eighth grade mathematics teachers most 
frequently adopted in both provinces were exercises to practice skills/procedures and discovering 
math principles and concepts. The third most frequently used pedagogical activity was different 
for the two provinces, eighth grade mathematics teachers surveyed in Alberta found lectures to 
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be frequently used, while eighth grade mathematics teachers surveyed in Ontario found short 
task projects to be frequently used. Eighth grade science teachers in both provinces ranked 
exercises to practice skills/procedures and short term projects to be the most frequently used. 
Looking up ideas and information ranked next. Lab experiments was ranked third in most 
frequently used by eighth grade science teachers in the provinces of Alberta while lecture was 
ranked third most frequently used by Ontario eighth grade science teachers. The least frequently 
adopted pedagogical activities for eighth grade mathematics teachers in both provinces was field 
study activities, followed by studying natural phenomena through simulations and lab 
experiences. The last ranking pedagogical activities that the eighth grade science teachers least 
frequently adopted was extended projects in Alberta and studying natural phenomena through 
simulations.   
  
Assessment methods: 
Percentages of eighth grade mathematics teachers reporting ICT use for the three pedagogical 
assessment methods are as follows: 
Canadian province of Alberta reported approximately 98% of eighth grade mathematics teachers 
use traditionally important assessment methods followed by approximately 50% using life long 
learning and approximately 40% used connectedness assessment activities.  
Canadian province of Ontario reported 100% of eighth grade mathematics teachers use 
traditionally important assessment methods followed by approximately 80% using life long 
learning and approximately 48% used connectedness assessment activities.  
  
Percentages of eighth grade science teachers reporting ICT use for the three pedagogical 
assessment methods are as follows: 
Canadian province of Alberta reported approximately 100% of eighth grade science  teachers use 
traditionally important assessment methods followed by approximately 80% using life long 
learning and approximately 55% used connectedness assessment activities.  
Canadian province of Ontario reported approximately 98% of eighth grade science teachers use 
traditionally important assessment methods followed by approximately 90% using life long 
learning and approximately 68% used connectedness assessment activities.  
  
Looking at the data for the Canadian provinces of Alberta and Ontario compared to the three 
Asian countries’ data that was examined, it appears that the Canadian provinces used ICT more 
in their practice and a higher percentage of both Canadian province eighth grade mathematics 
and science teachers used ICT when using traditionally important assessment methods as 
compared to eighth grade science teachers in Hong Kong (SAR) and Singapore who reported 
using life long learning assessment methods over traditionally important assessment methods. 
 However, eighth grade science and mathematics teachers’ practices for both Canadian 
provinces and the three Asian countries; Hong Kong (SAR), Japan and Singapore ranked 
traditionally important orientation the highest and connectedness ranked the lowest for 
pedagogical-practice orientations. 
  
Reviewing these results through the lens of trying to find a meaningful explanation as to why 
United States students’ score lower in mathematics and science as compared to Asian countries, 
it is difficult to draw any firm conclusions. Perhaps even more questions have been generated. Is 
there a need for mathematics and science teachers in the United States to make a paradigm shift 
to teaching discrete and isolated facts through lecture and then using life long learning type 
assessments that include ICT? Are teachers in the United States placing too much emphasis on 
analyzing vast amounts of information, sorting the relevant from the irrelevant, solving problems, 
making meaningful decisions and creating original works and develop innovative ideas? How 
much do variables such as curriculum and school policy affect test scores? Until United States 
mathematics and science teachers participate in a study similar to the SITES 2006, it is only 
possible to speculate what the reasons might be for United States students to consistently score 
lower in math and science as compared to their counter parts in Asia.  
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University Faculty Viewpoints in China & USA  
 
In the third project, five university professors and students from Shanghai Normal University, 
Suzhou Normal University and Qingdao University provided narrative commentaries on the role of 
technologies in mathematics and science proficiency in teacher education programs. In their 
reflections, the professors considered the entire Chinese educational system, from kindergarten 
through primary schools, secondary schools and higher education. The professors were 
encouraged to analyse and compare students' backgrounds, teaching methods, and school 
policies, which may help to explain the discrepancies between the US and Chinese students 
achievement in mathematics and science. Contrary to these expectations, classroom and 
instructional technologies are minimally used in mathematics and science classes in China, 
Japan and Singapore. The observations in Project #1 and #2, as well as the University 
professors' narratives corroborate studies by Liu et al in 2007 (Liu & Jiang, 2007).  
   
The University professors reflected on the central question: "What is the key of success for 
Chinese students' high achievement in mathematics and science despite the minimum of 
technological support?" The professors' narratives pointed to the distinction between content and 
pedagogy: The content oriented curricula and test driven pedagogy, as well as teachers individual 
belief in the subject matter play an important role in achievements and significantly impact 
Chinese students' performance in the mathematics and science. A professor (# 5) at Suzhou 
Normal University observed:   
"The traditional view of Chinese math education focuses on acquiring the body of knowledge 
(content), while the Western view stresses the process of understanding mathematics (problem 
solving process, developing learning skills including using technology, such as calculator and 
computer aided learning tools)."  
 
This view is similar to Leung et al.'s (2000) conclusion:  
 
"The emphasis in East Asia countries however has been on both the content and the process 
(e.g. the emphasis on the "two basics" (basic knowledge and basic skills) in China. In fact, the 
underlying belief is that the content is fundamental. Without content, there is nothing for the 
process to be applied to." (Leung et al. 2000, p.40)  

   
Professor #5 at Suzhou Normal University and Leung et. al. (2000) paint a dichotomous contrast 
between the Chinese view and Western view. While this perception was shared by among the 
Chinese University professors, the investigators did not have the opportunity to check the validity 
of this perception, or whether the perception is also shared by US educators (teachers and 
professors).   
    
Chinese University professors described the theme of extrinsic versus intrinsic student motivation 
as a differentiator between Chinese and USA students. Professor #3 explained:   
"American educators believe intrinsic motivation results in the highest achievement and learning. 
Positive attitude and encouragement inspire motivation, while pressure derived from extrinsic 
motivation such as tests destructs or is harmful to learning. Chinese educators, on the other 
hand, consider an optimal level of pressure of extrinsic motivation, such as high-stake national 
examinations to be healthy and will help to focus students' attention to compete for learning." 
 
The distinction of an "optimal" level of pressure is not clear-cut and can be complementary 
(Leung, 1999; Lynn, 1988). The following describes a high school student's view on exam:   
 
"If I don't well in the tests a teacher assigned in my class, I won't be highly competitive in the 
provincial or national examination. I get excited when I do well in the exams and try to do even 
better in the next one."     
   
Making learning a fun and enjoyable process has been an aim in U.S. education systems (Leung, 
2001). Chinese educators believe "no pains no gains" and learning is considered as an endeavor 
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of studying hard and making efforts. Specifically, Chinese parents emphasize hard work as a 
means for their children to be successful (Stevenson, et. al., 1987). Hess, et. al. (1987) point out 
that Asian students do enjoy the pleasure of learning and treasure the "harvest" cultivated from 
the hard work as referred to "a deeper kind of happiness."    
  
Asian education has been stereotyped as putting too much emphasis on learning by rote or by 
memorization. Chinese educators such as Wong (1998) point out there is a distinction between 
rote learning and repeated learning. Committing what is learned to memory is not the same as 
memorizing without understanding. Biggs (1996) points out that repetition is a route to 
understanding. Chinese children are assigned to memorize “multiplication tables” in mathematics 
and “elemental tables” in chemistry at early grades. Marton (1997) notes that repetitive learning is 
continuous practice with increasing variation, which will lead to deep understanding. One Chinese 
university instructor's view of calculators reflects this viewpoint: “They (calculators) are intended 
to test technology, not the ability of a student." Students are encouraged to apply the method of 
“mental math” and “speedy calculation” and discouraged to use a calculator in mathematics 
learning.   
 
These narratives point to a contrasting view of instructional technology in China versus the USA. 
In the USA, technologies, whether they are calculators or computers, are generally viewed as a 
significant aid to the user or student: as "tutor, tool and tutee" (Taylor, 1980). In contrast, at least 
several Chinese educators view calculators and computers as objects and artifacts for students to 
evaluate for the object' technological advances or to judge the objects' pragmatic, ethical, social, 
or intellectual value. From this viewpoint, technology should not be a substitute for the student (or 
user) employing their own intellectual prowess, creativity and cleverness to solve problems.    
  
Recommendations   
 
Lessons that U.S. educators can draw from these explorations are:   
 

• Computers, calculators or other technologies in the classroom are probably secondary to 
raising student achievement in mathematics or science.  

• The choice of pedagogy, teaching method, or even textbook, is probably secondary to 
raising student achievement in mathematics or science.   

• Students' motivation, interest and ability to stay focused and concentrated on the learning 
activities and exercises in mathematics and science contribute significantly to their 
achievement in science and mathematics.  

• The professional regard, respect and esteem given to teachers by the students, school, 
parents and society may contribute to students’ achievement in mathematics and 
science.  

• Mathematics and science curriculum in U.S school system may be strengthened by a 
more content-centered pedagogy. But caution should be exercised not to go overboard 
with expectations that result in sacrificing the development of social skills and creative 
thinking.  

• Improving communications among students, family and school would benefit students' 
motivation to learn and their striving for excellence.  

 
Conclusion  
  
U.S. educators would be enlightened to gain a deeper understanding of the Asian view that 
technology should not be viewed as a tool or aid to learning or solving problems. What would it 
mean to shift our paradigm to understand computers and calculators as primarily artifacts to be 
evaluated? It would mean (1) that the role of technologies in learning is de-emphasized, (2) that 
students and instructors alike shed their dependence on -- or addiction to -- computers, 
calculators, the Internet and other technologies, and (3) that the development of independent 
skills and intellectual competence free of computers and calculators, would be considered much 
more important.  
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Introduction 

The purpose of this paper is to explore the use of narrative research methods in new 

portraits of teaching “expertise.”   We are particularly interested in what teaching expertise looks 

like in a culturally rich school setting, believing that narrative offers promising possibilities for 

illustrating expertise in a multicultural school setting.   

In previous years systematic attempts were made to understand the acquisition of teacher 

knowledge by investigating expertise in teaching (Carter, Sabers, Stein, & Berliner, 1990; 

Berliner & Carter, 1990; Berliner, 2004).  The expert-novice framework in teacher education 

called attention to important gaps in the understandings of experts and novices.  In many ways 

this framework promised to provide quantifiable evidence that would effectively bridge this 

knowledge gap through redesigned teacher education.  While this research produced a wealth of 

information about effective teachers, this approach has also become prescriptive, often resulting 

in checklists of skills that in the expert-novice tradition have resulted in a “bottle that stuff” and 

“box it up” mentality about expertise and teaching.  For some of us in teacher education, this 

approach ignores the very personal and situated nature of teaching and the wisdom of “craft” 

cultivated over time by good teachers.  

More recently teacher education research has taken an increasingly qualitative look at 

exemplars of successful teaching.  For many researchers the narrative approach provides a more 

robust representation of the realities and complexities of teacher knowledge and what it means to 
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move towards teaching expertise in a multicultural society.  Indeed, in the last 15 years, teacher 

research has experienced a shift in its approach to expertise with a body of new research using 

narrative case studies, or the concept of “story” to document the beliefs, experiences, and 

practices of successful or culturally responsive or culturally relevant teachers (Gay, 2000; 

Ladson-Billings, 1994, 2001).  In these studies, teacher narratives provide a powerful, alternative 

avenue for capturing new models of expertise in culturally rich school settings.  The majority of 

this research has largely focused on exceptional teachers of African American students in 

elementary schools along the Eastern and Western seaboards of the United States (Benson, 2003; 

Cooper, 2003; Howard, 2001). 

The remainder of this paper introduces findings from a recent study that used personal 

narrative to examine the lives of white female teachers who are thriving in an atmosphere of 

diversity.  The “success” of this particular group of “experts” may seem counter-intuitive, 

particularly given the educational literature which continues to emphasize the “cultural 

insularity” of many white teachers.  The examination of these teachers’ narratives was also 

viewed as an important step towards a better understanding of urban teachers who stay in 

teaching.  In addition, this research adds to the growing body of literature by highlighting 

exceptional teachers of predominantly Hispanic students in an urban high school in the American 

Southwest.                                                                                                                                        

Mode of Inquiry 

The “experts” in this study were identified as white, female teachers with at least five 

years of experience at “Cactus View High School” (a pseudonym).  As an additional requirement 

for selection, teachers identified needed to possess a positive and well-known academic and 

personal reputation with their mostly Hispanic students.  Although none of the participants were 
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comfortable in labeling themselves as experts, they were highly regarded for their expertise in 

successfully working with students at Cactus View.  “Vanessa,” “Lynne,” and “Shari” were three 

science teachers between the ages of 30 and 45; “Brenda” was a 40-something math teacher; and 

“Theresa” was an English teacher approaching her 60th birthday.  Methods used in this study 

followed the lead of previous researchers who have used narrative methods as a way to study 

outstanding white teachers of minority students (see Chubbuck, (2004; Harding, 2005; Johnson, 

2002; Reed, 1998).   

A series of semi-structured interviews was used as the main data source.  Interview 

questions were designed to uncover the life experiences or “journeys” of the participants.  Use of 

the “journey” metaphor built on the work of those in educational literature who have described 

the different “roads” traveled by teachers of racial and ethnic minority students (Cochran-Smith, 

2004; Gay, 2003; Harding, 2005; Ladson-Billings, 2001; Nieto, 2000).  Related “journey” 

metaphors (i.e. “peaks,” “valleys,” “red-lights,” “green-lights,” etc.) were used throughout the 

interview process to help the teachers reflect far deeper than might normally have been gained 

through a simple retelling of their life stories.  Johnson’s (2002) idea of “critical life events” was 

used to code and organize experiences perceived as critical in creating teachers’ long-term 

commitment and ability to bridge cultural divisions with students.  Experiences connected to 

race, ethnicity, culture, and socioeconomic status were of special interest along with individual 

stories of teacher/student relationships.  Despite the wide range of experiences shared in 

interview sessions, several patterns and similarities emerged in an analysis of these teachers’ 

stories.  For the purposes of this summary, a sampling of the main findings will be highlighted. 

Findings 
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Throughout their narratives, each of the teachers shared multiple stories of specific 

conversations with students.  It was clear the teachers in this study deliberately sought out 

opportunities to talk with students, whether it was during class time, in the hallway, after school, 

or at extracurricular events.  Learning about the little things in students’ lives gradually opened 

up the relational possibilities for more serious conversations.  Neighborhood violence, 

immigration demonstrations, and offensive ethnic jokes were just a few of the many serious 

topics teachers openly discussed with students.  At appropriate times, these teachers found that 

conversations about these topics were simply more important than regular, classroom instruction. 

“Vanessa” shared several instances of serious classroom conversations with students 

concerning ethnicity and academic ability.  According to Vanessa, students who struggled with 

the content in her science classes often justified their academic difficulties by saying things like, 

“Well, miss, what you expect?  We go to Cactus View.”  On other occasions students sometimes 

complained, “We can’t understand that, because we’re Mexican.”  Vanessa did not hesitate to 

express her anger over such statements.  “I look at them and I’m like, what did you say?  That’s a 

total cop-out!  I get so mad when they say that, because I hate that mentality.  Don’t use your 

ethnicity as an excuse, because it’s not a good excuse.  Laziness is a good excuse.  

Procrastination?  That’s a good excuse. Not studying?  That’s a good excuse.  Being Mexican?  

That’s a terrible excuse.”  Vanessa’ strong relationship with students gave her freedom to talk 

candidly about the low expectations some of them had for themselves. 

As a proud graduate of Cactus View, “Brenda” believed it was important to talk with 

students about their responsibility to improve Cactus View’s reputation in the larger community.  

When a fatal gang shooting took place at a sister high school in the Cactus View School District, 

defending their reputation became even more important.  Brenda explained, “That’s why I tell 
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my students, if you are not actively working to show the best of your school and community… If 

you do something like join a gang, if you do something like carry a drug or do drugs, you are 

reinforcing and substantiating what people believe about this school and your community and 

your culture… That’s why you’re in a sports program.  That’s why you’re in band, because 

you’re doing something to say, ‘Hey, this is what our community is about not that.’” 

Interestingly, stories told about specific students were frequently about students whom 

other teachers were less inclined to know.  Winning over the students who other teachers had 

given up was a theme that surfaced over and over in their narratives.  “Vanessa” loved having 

students walk into her science classes saying things like, ‘I hate chemistry.  I hate anatomy.  I 

hate school.’  To Vanessa, getting through to the students with the most negative attitudes was “a 

total thrill.”  Similarly, Theresa reflected on always wanting to win over the student who was the 

“toughest, the meanest, and the one who was the most anti-social.”  Theresa actively worked to 

enroll her drama classes with the students “nobody else wanted at Cactus View,” the ones 

roaming the halls and cutting classes. Theresa explained that these students were the “interesting 

students looking for a change in their lives.  They were thinking all the time of how they could 

get out of something…They had creative minds!”  Theresa’s attention to such students often 

resulted in their first positive involvement with school at the secondary level.  

While it wasn’t surprising that teachers talked about their successful student 

relationships, what was surprising was the manner in which they approached conversations with 

students.  These teachers were skilled in talking with students, rather than to them.  Despite a 

wide range of styles and personalities, each teacher worked hard to create a classroom where 

traditional top-down lines of power between teachers and students did not exist.  Interestingly, 

classroom management was not an issue for a single one of these teachers.   
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For example, Theresa repeatedly spoke of coming alongside students to “learn from the 

many things her students could teach her.”  Similarly, Lynne spoke at length about the way a 

teacher ought to speak with students.  Lynne shared, “I don’t talk down to students.  I talk with 

them and among them.  I talk to them as people.” 

  “Shari” also could not understand why so many teachers refused to talk to students “like 

people.”  “Manuel” was one of several special students throughout her many years at Cactus 

View.  Widely viewed as a troublemaker by fellow teachers, Manuel was one of Shari’s science 

students for three consecutive years.  Shari spoke fondly about the relationship she eventually 

formed with Manuel.   “I just loved the way he looked at the world and thought things 

differently.  He would come in every day and tell me something that was going to change how I 

looked at kids.”  After graduation, Shari shared that Manuel sent her a letter “thanking me for 

how I talked to him...”  Shari’s daily relationship in talking with Manuel played an important 

role in what had been a very difficult, even tumultuous school experience for this student.  For 

Shari and the other teachers in this study, moving away from a position of power in the 

classroom created room for powerful, caring conversations that were life-changing for some 

students.    

Discussion 

The teachers in this study demonstrated expertise in their ability to use conversation as a 

relational strategy to bridge cultural differences with students.  The idea of dialogue as a key 

component in building positive teacher/student relationships with students is not new to 

educational literature (Freire, 1974; Noddings, 1992).  Understanding the nuanced nature of the 

conversations captured in these narratives is extremely important, as caring conversation does 
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not come naturally to all teachers.  We regularly witness a lack of this relational ability in many 

classroom teachers, both young and old.   It is likely the expertise exhibited in these teachers’ 

ability to talk with students was central in their long-term commitment to Cactus View and the 

teaching profession itself.  More importantly, such conversation was a likely component of their 

students’ success at Cactus View. 

Unfortunately, a deeper investigation of the many stories within these narratives is 

beyond the scope of this brief paper.  This initial examination, however, clearly reveals a rich 

storehouse of wisdom and experiences from a deeply committed group of female teachers who 

have thrived in a setting where they were the minority.   In working backward to study the lives 

of successful teachers already working in culturally rich classroom settings, powerful models of 

teaching can be captured through analysis in teacher education classrooms (Sleeter, 2001).    

In our experience as teacher educators, preservice teachers with limited cross-cultural 

experiences are often fearful of school settings like Cactus View.  In light of these fears, stories 

of white women with significant success in schools where they are the minority provide a more 

hopeful vision of the relational possibilities in culturally divided classrooms. Focusing on cases 

of real teachers like the ones in this study adds to a more complete picture of what it means to 

teach well in a culturally rich school setting.  Case analysis of such narratives is obviously not 

enough, but when coupled with a focus on the preservice teachers’ own personal narratives, 

possibilities for new pathways in teacher education emerge.   

Even so, the use of narrative research provokes important questions and implications for 

teacher education.  Although this approach “rings true” for many in teacher education, there are 

several perils and limitations in using the storied knowledge of teachers to capture expertise.  
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Critical questions in identifying the “experts” and whether their expertise is transferable from 

one setting to the next are among several issues that cannot be ignored. 

Despite issues within the narrative approach, we ultimately believe this work will 

continue to engage scholarship that moves us toward a better understanding of teacher 

knowledge and expertise.  As seen in this study, narrative has the unique ability of capturing 

expertise found in conversations and relationships between teachers and students.  The stories 

told by experts in the field provide tangible portraits of real teachers that are far more meaningful 

to preservice teachers than a checklist of effective teaching skills.  Progress in this narrative 

approach is especially important if we believe we should be about the business of challenging the 

status quo in schooling and in teacher education. 
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In Search for a National Identity: Examining the Moral, Citizenship and History 

Education in Malaysia 

 

Abstract 

This paper examines the politics and practice of three main parts of the social education 

implemented in Malaysia. We examined the policies and content of the Moral Education, 

Citizenship Education and History Education within the context of ethnicity, social cohesion 

and nation‐building. History can give a sense of national identity, while history education 

takes full responsibility in building the nation identity and social memories. Moreover, Moral 

Education and Citizenship Education play a role in cultivating the sense of patriotism through 

the pedagogy in the classroom. Public education in Malaysia – particularly, the secondary 

school level – is promoted as a nation‐building tool, intend to inculcate a sense of 

Malaysian‐ness and patriotism. This paper seeks to look at the development of the policies of 

social education in Malaysia, which includes Moral Education, Citizenship Education and 

History Education. Also, we examine the contents of Malaysian state‐approved textbooks.   

 

In particular, this paper focus on the contradictions in the progress of nation building within 

the those social education, which the Malay‐ness and Islam play an important role in the 

nation identity, left the non‐Malay ethnicity behind. While attempting to create a basis of 

inclusion and patriotism, the textbooks also maintain exclusionary categories within the state 

cutting between citizens themselves. An internal contradiction and conflict arises between 

the non‐Malays when the endeavor of the social education in nation‐building rather than 

promoting nation patriotism, is explicitly based on ethnic stratification. Here, I argue that the 

endeavor of nation‐building and nation identity in education, especially in social education as   

I mentioned above in Malaysia should seek new approaches as minority groups in the nation 

should be include in the nation characteristics to form a true Malaysian national identity. 
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Despite their increasingly significant impact on buying and spending, youth in the 

U.S. have a distressingly low level of financial knowledge.  Financial education and 

strategies that purport to develop financial literacy, while helpful, are insufficient to 

address the needs of youth.  Rather, the need exists for financial capability.  The concept 

of financial capability expands the notion of financial literacy by addressing more than 

increases in financial knowledge and changes in financial behavior. Financial capability 

also requires the ability to act on one’s knowledge, as well as the opportunity to act.  

Thus, the capability approach takes into account an individual’s internal capabilities and 

also the external conditions or environment (e.g., policies, laws, regulations, practices) 

that make up a person’s combined capabilities. The concept of financial capability has 

particular relevance for culturally and linguistically diverse youth with disabilities whose 

overall capability has traditionally and historically been limited perhaps by their internal 

abilities and certainly by their external environment.   
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FORMAT OF PRESENTATION 
 
PART I:   Overview of research related to economic empowerment of culturally  
       diverse youth with disabilities.  This overview will include: 
 

1. Brief definition of financial literacy 
2. Need for financial literacy among the nation’s youth 
3. Brief description of major efforts to improve financial literacy  
4. Need of culturally/linguistically diverse (CLD) students with disabilities for 

financial capability (as opposed to mere financial literacy) 
5. Questions that must be answered in addressing financial capability needs of CLD 

students with disabilities 
a. Is financial education provided that addresses the unique needs of these 

students?  

b. Is financial education provided in instructionally appropriate ways that 

maximize students’ ability to their financial knowledge and skills? 

c. Are meaningful and appropriate opportunities provided for students to use 

the financial knowledge and skills they have gained?  

d. How can the external environment be structured to increase students’ 

opportunities to act in ways that will enhance their potential for economic 

self sufficiency and financial well being? 

 
PART II: Group Discussion and Interaction 
 
a. Participants will assess their current efforts to develop the financial capability of 

youth with whom they work 
 
b. Participants will engage in small group activities (e.g., brainstorming, share-pair, 

jigsaw strategy, resource identification, etc.) that will help them identify strategies 
for improvement 

 
EXPECTED OUTCOMES 
 
A plan for improving the economic empowerment and financial capability of youth with 
disabilities. The plan will include strategies and resources for program/lesson 
development. 
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Abstract 
 
Diversity has become a hot topic in education.  Not only have the faces of student bodies 

changed, so have the faces of faculty and staff.  Creating inclusive educational communities is 

essential in today’s global society.  Schools are given the challenge of meeting the needs of all 

students and ensuring each student’s success.  To this end, schools are supporting affinity groups 

or culture clubs for students and faculty. Affinity groups have moved beyond race to include 

ethnicity, gender, or sexual orientation.  These groups help organizations reach their goals of 

diversity and inclusion, while creating an environment where all students and/or employees can 

grow to their fullest potential.  Teachers who are motivated to lead these groups can become 

change agents for their schools, providing support to colleagues and students alike.  Affinity 

groups and culture clubs can take on many forms, but all formats help students and faculty find a 

place of comfort and support.   
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Abstract 

  

In educational contexts, metacognition is frequently used to assist students in 

understanding their thinking, with the idea that if they can regulate their thinking, they 

will be better learners (Perfect & Schwartz, 2002; Robson, 2006).  It has, however, been 

recently recognized as a strategy to improve teacher learning, with the idea that if 

teachers are metacognitive, they can teach their students to be metacognitive (Manning & 

Payne, 1996).  A study was conducted to explore teacher metacognition within the 

context of successful learning communities.  Among the findings was that the learning 

community creates an environment for social learning and scholarship epistemology, and 

that success and the realization of success played an integral role in the thinking and 

motivation of members within the successful learning communities, as well as in the 

thinking and metacognition of the participants involved in the study.   This success can be 

explained through a review of Maslow’s (1943) work, and points to the implication that 

school leaders must capitalize on the rich opportunity that the learning community 

presents to improve teacher thinking and learning, thus improve student learning 

outcomes.
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Introduction 

Metacognition involves thinking about one’s own thinking, and it is used as a 

strategy to improve thinking and learning (Flavell, 1979).  When individuals use 

metacognition, they are able to view the world from different perspectives (Cookson, 

2009).  Since metacognition is a process of reflection on thinking, it deepens individual’s 

understanding of how they construct their thoughts, and having a better understanding of 

the constructive nature of knowledge and how it happens allows individuals an 

opportunity to regulate their own cognition and learning (Schraw & Moshman, 1995).   

In educational contexts, metacognition is frequently used to assist students in 

understanding their thinking, with the idea that if they can regulate their thinking, they 

will be better learners (Perfect & Schwartz, 2002; Robson, 2006).  It has, however, been 

recently recognized as a strategy to improve teacher learning, with the idea that if 

teachers are metacognitive, they can teach their students to be metacognitive (Manning & 

Payne, 1996).  That is, if one can understand how to regulate their own thinking, they are 

in a better position to assist or teach another to understand their own personal thinking 

and learning as well (Kramarski & Michalsky, 2009).   

Employing a hermeneutic, phenomenological approach, a study of teacher 

metacognition titled Scholarship Epistemology: An Exploratory Study of Teacher 

Metacognition within the Context of Successful Learning Communities was conducted to 

gain an understanding of teacher metacognition as teachers progressed through a 

successful learning community experience.  For this study, it was assumed that the 

learning community was an appropriate context within which to study teacher 

metacognition, as the learning community process leads to an examination of the aspects 
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of the personal, interpersonal, and organizational capacity, with an “active, reflective, 

collaborative, learning-oriented, and growth-promoting approach” toward teaching and 

learning (Mitchell & Sackney, 2000).  In these communities with regular interactions, 

deeper thinking and learning is likely to occur. 

The data analysis revealed that metacognition was a process, rather than an act, 

and that scholarship epistemology was an inherent part in the development of 

metacognition.  By providing teachers with meaningful and challenging tasks within an 

environment of trust, space, dialogue, reflection, and accountability, deep thinking and 

learning took place.  Allowing them to further discuss this thinking through the 

interviews themselves affected the participants’ ability, albeit to different degrees, to 

recognize their own metacognition, and their ability to be metacognitive as well. 

A large driver to this learning and metacognitive development may have been the 

role that success played in the professional learning community process.  Participants in 

this study reported that achieving success motivated members of the learning 

communities to buy in to the process, and to commit more time and energy to achieving 

the goals.  Along with that, the realization of the effect of success by the participants in 

this study exemplified metacognitive thinking.  They were aware of the effect of success 

on themselves and their learning, thus they worked hard to create the same conditions of 

learning and success for the others in their groups. 

 

Purpose 

The purpose of this paper is to discuss the research design and rationale for 

exploring teacher metacognition within the context of successful learning communities, 
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the findings, and how these findings contribute to teaching and learning.  This paper will 

also discuss the implications of success both as a motivator for deep thinking and 

learning, as well as the role that success played in the participants’ development of 

metacognition and how they used metacognition to further the learning of their peers.   

 

Background 

Traditionally defined, metacognition is thinking about thinking or the monitoring 

and regulation of thinking (Flavell, 1979).  It is an inner awareness or process.  Because it 

is an inner process, it is difficult to identify when metacognition is taking or has taken 

place, as individuals are often not aware that it has taken place (Georghiades, 2004).  

Studies have contributed to a greater understanding of the conditions for metacognition 

and the usage of metacognition for students (Anderson, 2002; Smith, 2005; Wen, 2004).  

In practice, however, a significant gap exists in discovering and understanding the 

metacognitive thought processes of teachers as they work through professional dialogues 

and professional development.  This gap requires significant attention as new goals for 

teacher training in pre-service and professional growth require that “teacher training not 

be limited to transmitting subject-matter knowledge and pedagogical knowledge using 

predefined, fixed methods, but rather should find ways to construct knowledge through 

self-regulated learning and higher order thinking skills” (Kramarski & Michalsky, 2009, 

p. 161).  It was assumed that metacognition occurs to some degree in the minds of 

individuals in successful professional learning communities, as professional learning 

communities are linked to learning, and these communities are used as a strategy for 

improving teaching and learning in schools (Dufour & Eaker, 1998).   Thus, it was 
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necessary to conduct a study of teacher metacognition within the context of professional 

learning communities with the purpose of producing an understanding of their 

metacognitive experiences as they moved through the professional learning community 

experience.   

 

Methodology 

Through the process of conducting an exploratory study on teacher metacognition 

in the context of successful learning communities, information was sought regarding the 

experience of metacognition of three teachers as they moved through their separate 

learning community experiences.  A phenomenological research method was used 

(Moustakas, 1994), in which data were collected from three participants in three separate 

learning communities using pre-interviews, several semi-structured interviews, and a 

variety of informal contacts.  The first semi-structured interview was designed to access 

the participants’ experiences as members of their successful learning communities.  The 

subsequent interviews were designed to access the thinking behind their thinking at key 

points. 

 

Research  

The goal of this constructivist study was to produce “reconstructed 

understandings of the social world” (Denzin & Lincoln, 2005, p. 184) to specifically 

understand teacher metacognition as they reflected upon their progression through the 

learning community experience.   The study was designed to produce reconstructed texts 

of the participants’ past lived experiences (Creswell, 2007).  Metacognitive interviewing 
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was used, because, according to Georghiades (2004), “it is possible for metacognition to 

be detected if the learner is able to effectively…describe such understanding” (p. 374).  A 

hermeneutical phenomenological approach (Moustakas, 1994) using horizonalization was 

employed to access thought and understanding at key moments in the participants’ lived 

experiences and to create the questions for each participant’s metacognitive interview. 

Three participants were selected using purposive sampling from successful 

learning communities within one school division.  The successful learning community 

was key in that it provided a potential environment in which a teacher may have 

experienced metacognition.  Successful learning communities were defined as “a group 

of educators who work collaboratively with and learn from one another” (Dufour & 

Eaker, 1998).  Several in-depth interviews were conducted with each participant.  

The process of horizonalization (Moustakas, 1994) was used after the initial 

interviews to reduce initial data to determine points in which deeper thinking or decision 

making may have occurred.  Subsequent interviews were then based on the 

horizontalized data.  Similar to cognitive interviewing, metacognitive interviews took 

place, asking participants to retrospectively explain their thinking and the thinking behind 

their thinking as they moved through the learning community experience.   

 

The Findings 

Data from the interviews were first presented unanalyzed as pure representations 

of the participants’ experiences as they described in their first interviews.  Next, data 

from the subsequent interviews (following horizonalization and phenomenological 

reduction) were then analyzed and presented according to themes discovered.  The 
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following four general themes were uncovered:  1) a need for the reframing of 

metacognition; 2) the role of success in metacognition; 3) the manifestation of 

scholarship epistemology; and 4) the prevalent conditions of social learning.  These 

themes will be briefly summarized below as a background to the discussion of the role of 

success in metacognition in the context of successful learning communities. 

 

The reframing of metacognition.  Although there are many definitions of metacognition 

(Brown, 1987; Flavell, 1979; Georghiades, 2004), from this study, it was apparent that 

metacognition took the shape of a long term, ongoing discovery process rather than a 

short, definable action, and that it affected the participants’ behavior.  The development 

of metacognitive ability also appeared to require reflection, articulation, and discussion.  

Metacognitive ability was affected by the opportunity to recall, the opportunity to 

explain, and the opportunity to understand.  This resulted in the creation of an emerging 

model of progressive metacognition depicted in Figure 1.  This emerging model depicts 

that the process of metacognition begins with simple reflection, but is accelerated by 

dialogue and further reflection, leading toward understanding and personal mastery.  

Moving toward personal mastery sets the stage for accessing unexamined beliefs and 

increasing one’s awareness of one’s own thinking.  Through the metacognitive interview 

process, each participant had the opportunity to articulate his or her thinking and they 

took this opportunity to varying degrees.  As participants became increasingly 

comfortable with the process, the interview evolved from one of ‘thinking about’ to one 

that was ‘about thinking’.   
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Figure 1. An emerging model of progressive metacognition  

 

 The three participants in the study expressed different degrees of metacognitive 

ability.  One participant had a strong understanding of her own metacognition, and she 

used this mastery as a springboard to establish the processes of the PLC for all members.  

Another participant expressed that she became aware of her own thinking through the 

learning community process.  This thinking in action resulted in (her) ability to recognize 

the members’ needs and adjust her own thinking and behavior to meet those needs.  Yet, 

the third participant expressed a degree of metacognition, although she seemed initially 

unaware of it.  These participants were at different places along the continuum.  One was 

not better than the other; rather, they were just different.   

 

The role of success.  Each professional learning community in this study operated 

as a form of action research.  Members set goals, planned according to student needs, 
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executed their plans, and measured their success through student learning.  The execution 

of the plan entailed collaborative work, strategy sharing, discussion of what strategies 

worked and what didn’t, realignment of strategies, discussions about best practice, and 

frequent assessment.  Success was experienced not only at the end of the process, but 

throughout.  Participants reported feeling small successes, such as realizing that the group 

could work together, realizing learning, realizing a comfort in sharing problems, and 

realizing that solutions could be found together.  These successes motivated members to 

continue working toward the goals, and further buy-in into the process.  The participants, 

however, made the metacognitive realization that if the success affected their own 

thinking and learning, that they needed to sustain that environment so that the other 

members of their team could experience this deeper learning as well.     

Success, however, emerged as not only a perception of the experience, but as an 

element that underwent change itself.  The participants’ definitions of success changed, to 

different degrees, from the initial interview to the subsequent interviews.  What happened 

was that as the participants had the opportunity to discuss the events and outcomes of 

their experience, they realized that they had achieved a lot more success than they had 

initially identified.  For example, in the first interview, one participant identified that 

achieving the student learning goal was the only measure of success for their PLC, but 

throughout the next interviews, she indicated that the goal was important, but so was the 

dialogue, the engagement of members, member thinking, and the ultimate changes in the 

members’ ability to teach to their students’ needs, and that experiencing success in each 

of these was motivating.  Another participant initially identified that working together 

and dialoguing together were the most important goals of their learning community, but 
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during the second interview, she indicated that engaging thinking and feeling like a team 

were also measures of success.   

 

The manifestation of scholarship epistemology.  The learning community was 

initially selected for this study because it was assumed that since dialogue and reflection 

are often associated with participation in a learning community; that deeper thinking, and 

perhaps metacognition, might exist there.  Schon (1995) stated that traditional 

institutional epistemology (where knowledge is transferred from the teacher to the 

student) is insufficient and that today’s learners require reflection, discussion, dialogue, 

and an examination of beliefs in their learning environments.  He termed this 

phenomenon scholarship epistemology.  This study, although not generalizable, 

supported the assumption that these learning communities catalyzed dialogue and 

reflection, and that they also were environments conducive for scholarship epistemology.  

The facets of the learning community that bring about scholarship epistemology include 

having a common goal, creating an opportunity for reflection, becoming engaged in 

dialogue, and being accountable for results.  Sparks (2005) said that these activities, 

which he termed the top two percent, bring thinking to higher levels, and create positive 

and lasting change, as they affect teacher learning.  From this study, because the 

individuals shared ideas within their groups, knowledge not only remained within each 

individual, but it expanded, and was distributed among the group, bringing about the 

opportunity for deep thinking and learning, and strong conditions for social learning. 
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The prevalent conditions of social learning.  Evers and Lakomski (2000) 

developed the theory of socially distributed cognition, stating that knowledge takes shape 

beyond the person and exists and expands among a group of people.  In such an 

environment, knowledge moves from person to person.  Within each person, it is 

considered, reinforced, assessed, or rejected, and it has the potential to change the 

individual’s thinking.  As knowledge moves about, it expands, and when a decision needs 

to be made, it is made collaboratively, as members of the group have learned about it, 

discussed it, and influenced it. 

 This study revealed that the learning community not only played an effective role 

in creating the conditions for socially distributed cognition, but also in stimulating 

metacognition.  As ideas flowed through and around members, individuals would reflect 

on them, engage in dialogue about them, and potentially deconstruct and reconstruct what 

they knew or thought, influencing their thinking and learning.  Individuals in these PLCs 

also became aware that this process was happening, which allowed them to be open to 

further interactions with the learning community, as they realized that it influenced not 

only what they knew, but how they learned.  Realizing how this learning happens is 

within the domain of metacognition.  The strength in this is that knowing how it happens 

allows them to be able to recreate it for themselves, set up environments in which it can 

happen for others, and teach this type of thinking to their students, leading to higher 

levels of thinking and learning. 
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Discussion 

Success was a central influence on teacher thinking and learning within the 

professional learning communities.  The concept of success existed as both a condition of 

the perceptions of the learning community experience, and as a concept that underwent 

change itself.  As participants realized success through their professional learning 

communities, it rejuvenated their outlook and encouraged them to re-invest in the 

learning communities and in their work.  As the learning community achieved initial 

goals, participants felt good about the result, about having control in the process, and 

about knowing how to create the positive result.  This is not to say that these educators 

did not know how to achieve success prior to learning community involvement, but rather 

to indicate the strong motivating effect that concerted, direct measurement, and evidence 

of progress can have.  This motivation provided the thrust for the groups to progress to 

the next goal, and plan perhaps more challenging goals, since they had evidence of 

success from previous goals.   

The success of the PLC and the realization of success by its members influenced 

teacher metacognition as well.  Through the interview process, success was initially 

identified as a motivator, as participants felt rejuvenated when one goal of the PLC was 

deemed successful, and they progressed to the next with interest and energy.  There was a 

positive cognitive effect from the realization of success. In order to keep PLC initiatives 

going, it was crucial to recognize and celebrate the success.   

Lewin’s action research spiral (Kemmis & McTaggart, 1988) is a depiction of the 

elements of action research as he saw it.  Still used today, it incorporates planning, acting 

and observing, and reflection in a cycle of action research for improvement, which leads 
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to plan revision, acting and observing, and more reflection.  Following this study, it is 

necessary to incorporate the element of success into the action research spiral, as it is 

success that fuels the spiral, as well as influences the reflection, and informs the plan 

revision.  Figure 2 is an adaptation of Lewin’s action research spiral, depicting the role of 

success.  As discovered, success is a motivator, thus it fuels this cycle, and serves as a  

 

 

 

 

 

 

 

Figure 2.  An adaptation of Lewin’s action research spiral, depicting success as a key 

influence in the cycle. 

 

strong influence in the stages that follow it.  Once we add success to Lewin’s action 

research spiral (Kemmis & McTaggart, 1988), we now have a base on which to build 

action which does not stop at planning, acting, observing, and reflecting, but allows the 

powerful motivating influence of success to run its course. 

Success also played a role in the development of metacognition among 

participants.  As previously mentioned, each participant was somewhat metacognitive at 

the outset of the study.  These abilities varied within each participant.  Whether largely 

metacognitive, or whether this skill was just developing, each participant’s metacognitive 
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ability was influenced by the role of success.  One participant noted that not only was she 

motivated by success, but she knew that if others could feel this success, they would also 

be motivated.  She was aware of her own metacognition.  She knew what influenced her 

learning, and she knew that if she created the conditions for this to occur for her peers, 

they might also be motivated to work toward the goals.    Because of this, she led 

conversations and activities within her PLC that would provide other members the 

opportunity to undergo similar thought processes in the hope that they would be able to 

achieve the same learning that she did.  Although she was motivated by goal setting, she 

was using her metacognitive ability to teach others, and they might develop their 

metacognition through her leadership.   

 

Explaining the Role of Success 

 One does not have to search deeply to determine why the learning community 

may be such a successful strategy for eliciting deep thinking and learning, and strong 

results.  It’s simple:  The professional learning community provides teachers with a way 

to be competent, capable and in control once again.  And, being affirmed through 

measured results, they are showing themselves that they’ve had what it takes all along. 

 For a basic explication of why it is such a strong motivating force for 

improvement, I turn to Maslow’s (1943) theory of motivation and hierarchy of needs.  To 

recap the well-known, Maslow theorized that human motivation results from the 

achievement of a hierarchy of needs, starting with basic needs, to the more complex.  As 

basic needs are met, humans strive to reach the next level of needs.  Looking at a 

teacher’s world, as professionals in developed countries, the physiological and safety 
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needs of teachers are generally met prior to entering the profession, and belonging and 

esteem needs are met shortly thereafter.  It is the self-actualization needs that require 

attention.  Striving to meet division policies when teachers are unsure of their validity, or 

being unnerved by the threat of standardized tests does not serve in the move toward self-

actualization.  The learning community, however, may provide such an avenue to self-

actualization.  Existing as a place to share knowledge of teaching, discuss curriculum, 

explore new strategies, learn about children, and to discuss and reflect on a myriad of 

opinions and approaches, teachers work together to meet student learning goals, and to 

move student learning ahead.  Feeling the success from attaining these goals provides the 

self-actualization that motivates continued PLC investment.  Having teachers involved in 

PLCs as a team provides the constant learning, dialogue, reflection, and subsequently, 

metacognition, that promises to move our teachers from institutional epistemology, where 

knowledge is simply transferred from one another, to scholarship epistemology, where 

knowledge is shared, deconstructed, reconstructed, altered and expanded.  So simple, that 

it actually works.   

 

Implications for Research and Practice 

The processes within the learning community influenced the motivation of the 

members of the professional learning communities.  This motivation was largely due to 

the success that members felt and the realization of this success.  Having identified 

success as a key element to the professional learning community, it is important to 

determine the degree in which success is necessary in the learning community process, 

and what happens to the motivation of members when the learning community struggles 
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to meet its goals.  If the learning community fails without consistent success, it is then 

necessary to determine what other ways scholarship epistemology can be facilitated, and 

what, if any, other elements exist in the learning community structure that have a great 

influence on teacher learning and teacher metacognition. 

In practice, although much research has been conducted to show its effectiveness, 

the adoption of the learning community model has proven to be a relatively slow process, 

with great discrepancy among results.  This could be due to the ubiquitous usage of the 

learning community term, or to the variety of ways in which it is implemented.  It is 

imperative that school leaders realize the importance of creating authentic learning 

communities focused on student learning within the structures that currently exist, 

founded on student learning goals.  To attain this, school leaders must develop an 

understanding of the elements at work within these communities, so that they can create 

the atmospheres in which learning communities can be cultivated and sustained.  

 

Conclusion 

This study was a phenomenological investigation of teacher metacognition within 

the context of a successful learning community.  It revealed that the processes within the 

learning community influenced the learning, thinking, and subsequently, the 

metacognition of the participants involved.  The reflection, deconstruction and 

reconstruction inherent in the processes of the learning community engaged deeper 

thinking and learning among and within members.  The success felt and metacognitively 

realized through these learning communities kept teachers motivated and reinvesting in 

the process.   
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The learning community process created an atmosphere of scholarship 

epistemology where social learning took place.  This atmosphere allowed for the process 

of metacognition to take place.  The learning community process was contingent upon the 

feeling of success and the realization that success took place.  Explained through 

Maslow’s hierarchy of needs, the element of success was integral to the momentum of 

the learning community, so much so, that it might be included as a necessary part of the 

action research cycle, indicating that success motivates and informs future planning. 

After years of school board initiated strategies for improving schools, this study 

indicates that teachers have been empowered with the professional learning community 

model.  It is imperative that research on this phenomenon be continued, and that school 

leaders understand that the process of the learning community has the potential to 

activate the deep thinking and learning of teachers, thus has the potential to have a 

substantial impact on student learning outcomes. 
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Abstract 
The positive impact that an induction program can have on teacher retention is well established 
in the literature. Among the states leading the way in the establishment of effective induction 
programs is California, which has instituted a statewide, mandatory induction program. This 
means, upon the successful completion of an initial teacher preparation program (preliminary/tier 
I credential program), it is mandatory for all multiple and single subject teachers to complete a 
state-approved program of teacher induction and demonstrate effective teaching in order to 
recommended for a clear/tier II credential. Similar reforms in the special education credentialing 
process are in progress in California and will go into effect in 2011. 

However, despite the quantified success that induction programs have shown in 
diminishing the rates of teacher turnover, there are still some gaps that must be addressed. In this 
paper, we will address two significant gaps. First, the rate of attrition among special education 
teachers remains higher than that of their general education peers—a trend that we still do not 
fully understand. It is possible special education teachers face some unique conditions stemming 
from regulatory and socio-cultural arenas, which work to further complicate the induction phase 
of their careers. Therefore, with California’s pending transition for newly credentialed special 
education teachers, it is critical for policymakers to address the unique challenges that new 
special education teachers face during the induction phase. Second, the evidence regarding how 
induction programs support the development of teacher effectiveness remains unclear. Despite 
impacts on teacher retention the review was unable to make any clear connections to induction 
program impact on teacher quality. 

In this paper, we seek to examine how induction programs can be effectively used to prepare 
and sustain special education teachers. Specifically, we will address the following three research 
questions: 

 
1. What kinds of problems or challenges are new special education teachers facing when 

they enter the field?  
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2. What types of skills, knowledge, and/or support are needed in order to sustain special 
education teachers? 

3. What would “quality” induction program for special education teachers entail? 
 
We will conduct a comprehensive review of the literature on teacher induction programs and 
propose a study that investigates needs of new special education teachers. Based on these 
findings, we will discuss the characteristics of an effective induction program for special 
education teachers. 
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Abstract  
 

The purpose of this study was to explore how department chairs (or equivalent) 

perceive leadership as it relates to the context of online curriculum delivery in higher 

education.  Three research areas guided the study: (a) nature and context of online 

environment and how it impacts the leadership, (b) the ways in which leaders 

conceptualize leadership, and (c) challenges and tensions for leadership.  The sample 

included four participants (chair, director, coordinator, and associate dean) from three 

Western-Canadian universities. 

The researcher shares his online research experience in using Web 2.0 technology 

as a social science research tool to conduct qualitative data collection for this study.  In 

particular, advantages of Web 2.0 are proffered. 

 Findings in this study revealed four salient themes and sub-themes: (a) context 

(technology, model of learning, faculty categories, cost-recovery versus cost-sharing); (b) 

leadership preparation (removing barriers and improving leadership preparation); (c) 

leadership in general (relational-oriented, vision and direction setting, organizational 
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culture and cultural diversity, ethics); and (d) challenges and tensions (past, present, 

future, organizational realities).    

 Although the experiences of the four leaders in this study have unique 

characteristics, the findings converged to present similar concerns.  A central concern for 

most, was the question of how leadership is exercised in this context.  In particular, 

relationships are built between leaders and faculty by relying on traditional face-to-face 

means instead of “cyber” relationships as first anticipated.  This is paradoxical, such that, 

learners are required to extensively build their relationships and establish a community of 

learners primarily through online technologies.   Thus, the experiences of these four 

leaders in higher education have raised questions about the advice available in the 

literature.  Of great concern for leaders in this context, is the requirement of a heightened 

awareness of entrepreneurial leadership.  Leaders will continue to be challenged in the 

economic arena of competition and they will need to respond with a “survival of the 

fittest” frame of mind as they will rely on technology as a strategic driver to be 

innovative, creative, and “think outside the box” in setting the direction for the world of 

online curriculum delivery in higher education. 

The study concludes with a discussion of the implications for practice that 

include: balance between administrator and scholar, leadership preparation, and degree 

proposals.  Implications for theory include: leadership in the context of online curriculum 

delivery, cost-recovery, technology, cultural diversity, ethics and equity, as well as 

organization change.  Finally, based on the findings, conclusions, and implications, 

several questions that warrant future research into the phenomenon of leadership in 

higher education are shared.  
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How do teachers begin to teach children to successfully engage with reading, 
writing, speaking, listening and viewing content area materials? What do teachers, as 
pedagogues, need in order to support the integration of literacy strategies and content 
learning? Certainly a foundation of content knowledge, an awareness of standards‐
based instruction, an understanding of diverse learners, and best pedagogical practices 
remain necessary. Yet, is that sufficient? 

The pressure to raise student achievement is very real in these NCLB times, but 
equally imperative is the development of young citizens as passionate yet critical 
consumers and producers in various subject matter areas. Indeed promoting critical 
consciousness and the ability act upon insights is urgently needed as government 
advantages schools which adhere to the banking model (Freire, 1970) approach to 
learning.  

However, teachers also need hone their critical thinking competencies and to 
engage more deeply with their content area materials, perhaps to move towards 
developing aesthetic as well as efferent approaches to the work they engage in with 
their students. In this paper I describe and discuss an approach I took to promote the 
development of a critical lens in my teacher‐students as well as how I sought to 
encourage them to bring an aesthetic thoughtfulness to their content.   

Beginning with readings in critical literacy (Mendez, 2001; Anstey & Bull, 2006; 
Stevens & Bean, 2007) and the arts (Prince, 2002; Holbrook, 2005; Albers, 2007), 
teacher‐students worked towards understandings of the critical and considered ways 
that critical literacy could be an approach to content literacy in the classroom. They also 
considered the aesthetic versus efferent (Rosenblatt, 1938)in reading and in learning 
and how curriculum was structured towards the efferent under the weight of high 
stakes testing.  

 At this time I began to introduce to several postmodern texts (examples: The 
Paper Bag Princess, Munsch, 1980; Maus I, Spiegelman, 1986; The Grey Lady and the 
Strawberry Snatcher, Bang, 1996; Voices in the Park, Browne, 2001;  Black and White, 
MacAulay, 2005; The Wall: Growing Up Behind the Iron Curtain, Sis, 2007) for them to 
consider and they were assigned to each write a postmodern book. As the teacher‐
students worked to ‘figure out’ the postmodern they drew on their developing 
understandings of critical literacy and aesthetic awareness to engage with the texts I 
presented, drawing out the hidden and the silenced, noting positioning through neglect 
or stereotype, and simultaneously beginning to question what might be a text, what 
might count in content literacy. 
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Teacher‐students then worked to create their own postmodern books on 
anything they chose, ideally related to their content areas. As the teacher‐students 
worked to finish their postmodern books, they seemed to lose the sense of their books 
as ‘assignments’ and began to engage in the work from a more aesthetic stance. During 
the presentation and sharing of their books, they voiced an awareness that they didn’t 
care that it was an assignment worth so few points in terms of their grade: they wanted 
to present a powerful and meaning piece. In addition, they noted that there were clear 
links between what might be considered postmodern in text and critical literacy as they 
found themselves developing texts that questioned more and more of what they had, at 
one time, simply accepted.  

The presentation includes teacher‐student work samples and reflections. 
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Abstract: 
College level instructors and professors are confronted with the need to guide and support ELL 

students in their classes across the curriculum areas. Second language learners at the college 

level cannot be generalized by a specific title or classification. ELLs may be   second language 

learners at the college level,   International ESL students, World English speaking students, 

Adult ESL students, Generation 1.5 students, or ESL literacy students (Crandall & Sheppard, 

2004). These students, who arrive in college classrooms with a wide variety of experiences and 

written language proficiency in their first language, may encounter grammatical difficulty 

combined with individually developed linguistic and experiential writing or written rhetorical 

discourse preferences. How can faculty guide and support their ELL students? Is it enough to 

recognize and analyze student difficulties? This paper examines how faculty can use a Tuning 

Protocol to help their ELL students improve their writing and written communication skills. It 

will offer insights into the Scholarship of Teaching and Learning (SoTL), address questions of 

effective teaching and learning, and suggest strategies for mentoring ELL students to write 

successfully in college level classes. 

 

BACKGROUND AND DEMOGRAPHICS: 
The fastest growing demographic population in US schools at both the K-12 and the 

Undergraduate levels are Second Language Learners (Hoffman & Sable, 2006).  According to 

the census data in 2004-2005, approximately 5.1 million or 10.5 percent of the U.S. student 

population are English Language Learners, or ELLs (Short & Fitzsimmons, 2007; Boyson 

&Short, 2003; Kindler, 2002). While ELLs come from all geographical and linguistic 

backgrounds, approximately 79 percent of ELLs nationally are from Spanish-language 

backgrounds (Pearson, 2006; Loeffer, 2007; Capps, Murray, Ost & Herwantoro, 2005) and are 

concentrated in the six states of Arizona, California, Texas, New York, Florida, and Illinois. 

(Padolsky, 2006).   
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Second language learners begin college with a variety of linguistic and experiential 

backgrounds, prior educational experience, native and English language proficiency, language 

dominance, and academic literacy. Students who belong to the Generation 1.5 population, are 

typically US educated ELLs, perhaps born in the US, who come to school as younger students 

and who complete a most of their education in US schools. They are usually not literate in their 

first or home language (Harklau, 2003).  Some ELLs enter school as older students who are 

literate in their first language who have had a variety of writing experiences which have helped 

them develop a discourse pattern that is reflected by their educational backgrounds.  Adults may 

come to the US   with varying degrees of education and background experiences and literacy 

skills in their first language. Typically they begin either ESL courses or intensive English 

program and then continue their education in English at the college level.   

Highly literate and well educated ELLs who have been well educated in their first 

language and who have developed writing and conceptual competencies in academic writing will 

exhibit similar abilities in writing in the second language. This academic language proficiency 

has been promoted as a predictor of academic ability in the second language.  In other words, 

literacy skills can transfer from one language to another and include skills such as 

comprehension, word analysis, reading strategies and writing (Diaz-Rico& Weed, 2005; 

Cummins, 1994; 2000). Writing processes can be applied from one language to another and 

syntactic complexity, personal style and application of known conventions can be effectively 

transferred to writing in the second language (Thomas & Collier, 2002; Cummins, 1994; Edelsky 

1982). In a study by Reid (1990, pg 201) it was shown that the author keeps in mind the “socially 

and culturally appropriate role of the writer, audience expectations, rhetorical and stylistic 

conventions and situational and contextual features of written text in their native language”.  

College faculty across curricula areas will most likely encounter any one of these 

students who are second language learners by one definition or another. The important concept 

for faculty to remember is that there is no “archetype” of an English language learner. As a 

consequence, there is no one method or prefabricated strategy that will help all second language 

learners. The implications for faculty who teach university level writing intensive content classes 

can be overwhelming. There are however, issues pertaining to second language writing that can 

be explored and taken into account when examining students academic writing in a second 

language. The need to be familiar with the dynamics and difficulties of second language learning 
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and the development of academic writing skills is an especially significant topic that needs to be 

tackled by today’s college faculty. 

 

EXAMINING STUDENT WORK: CULTURAL BACKGROUND AND ACADEMIC 

EXPERIENCE  

The first area of discussion is the question of students’ culture and experiences in writing.  

How much do students’ culture and educational experiences impact writing in the second 

language?  Contrastive Rhetoric theory considered writing to be influenced by the patterns and 

preferences of the first language (Connor, 1996).  Early proponents of contrastive rhetoric theory 

contended that writing was a cultural phenomenon and that cultural preferences in L1 writing 

would affect L2 writing. The impact of first language proficiency, experience and culturally 

impacted discourse style is revealed in a study of Chinese writers. In a study by Xing, Wang and 

Spencer (2008) difficulties in writing in English arise not because of grammatical or vocabulary 

errors but rather because of writing patterns that are dissimilar between languages. Other 

research has shown that there is some evidence that conventions and patterns may be related to 

writer’s specific educational backgrounds and experiences or even difficulties in L1 writing 

skills and abilities (Uysal, 2008). In other words, written discourse can be affected by specific 

educational experiences and rhetorical patterns developed in the first language in terms of 

organization (location of thesis statement), placement of main ideas and topic sentences, and use 

of transitions and supporting evidences.   

 Criticisms of contrastive rhetoric have focused on  methodological design flaws, gender 

and ethnic diversity concerns, overgeneralization of  the concept of culture, stereotyping entire 

linguistic populations based on  limited writing tasks, and the fact that contrastive rhetoric 

combined  three important areas: L2 writing, L2 learning and  usage, and culture (Atkinson, 

2004;  Connor, 2003; Matsuda, 1997).  Individual educational factors such as second language 

proficiency and experiences writing in the first language, social context and local expectations 

have also been shown to impact second language writing (Uysal, 2008;  Hirose, 2003; Connor, 

2002). Analysis of writing across cultures has moved beyond a simplistic, narrow view of 

writing transfer or interference between cultural rhetorical preferences. Second language writing 

has become “an interdisciplinary field of inquiry with its own body of knowledge about the 

nature of second language writing and writing instruction” (Matsuda, 2003, p28).  It soon 
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becomes apparent that the intersection of culture, language and experiences are intertwined and it 

is difficult to separate out which of these three factors play a stronger role in helping to shape 

second language learner writing preferences 

 

EXAMINING STUDENT WORK: GRAMMATICAL ERRORS 

Beyond the cultural contrastive rhetoric lies the issue of grammatical errors. Many times, 

students appear fluent in their second language yet struggle with the written language 

conventions that are expected in academic writing courses. An examination of the most common 

grammatical errors can help prepare college instructors as to the kinds of errors they might 

expect to encounter in their students’ writing.  

 Fawcett (2007) compiled a list of the most “common and annoying ELL errors” 

professors might notice in their students’ writing. These included grammatical, syntactical, 

lexical and stylistic errors ones. Among the most common are: verb tense, prepositions, articles, 

count/non-count nouns, subject-verb agreement, word choice, word forms, word endings, 

idiomatic usage, and sentence combining.  

 Knowledge of the key areas of grammatical difficulty is the focus of Folse’s (2009a) ‘Keys” to 

ELL grammar issues. He lists ‘key’ areas that present second language writers the most 

difficulty: the verb ‘be, verb tenses to express time (future, past and present) count and non count 

nouns ‘flowers’ vs. ‘air’), prepositions (at, on, in, etc.), adjective and adverb clauses and 

reductions (i.e. a person who types is a secretary ), word choice (hard, hardly, hardship; sad, 

sadly, sadness,) infinitives and gerunds (‘to write’ vs. ‘writing’), phrasal verbs (make up, run 

into), modals (can, could, would, should etc.), passive voice (‘was painted by Sue ” vs. ‘Sue 

painted’), and conditions (if only, wish clauses).   

 The initial reaction of instructors who are unfamiliar with these areas of difficulty might 

be immediately begin to judge the writing as critically flawed and ignore the content of the 

written work. At the same time, grammatical errors in writing may reduce the readability of a 

written work or hinder the reader’s comprehension of the writing. However, Folse (2009b) states 

that when teachers do not know how to explain grammatical errors when assessing student 

writing, it can have negative consequences. If a teacher writes “Pay attention to your writing”, 

“Awkward sentence structure”, or “These are errors” or simply circles mistakes, it leaves 

students wondering what they did wrong and without a clear understanding of how to correct the 
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error. Clearly, it is incumbent upon all those who read the written work second language writers 

to understand these errors and to make positive inroads into supporting the writer’s improvement 

of the writing task. 

 Folse (2009a), in his analysis of each of the 15 areas of difficulty, points out the 

interference between English grammatical rules and those of seven other languages (Arabic, 

Chinese, French, Japanese, Korean, Russian, and Spanish). In order to understand the kinds of 

errors ELLs are likely to make, these comparisons prove very useful.  For example, if an 

instructor is aware that Arabic does not use the verb “to be” in the present tense, the sentence 

“my dog very small” would be comprehensible and error correction could focus on explicit 

explanation of the use of the verb to be in English and  the writer’s intent and desired message. 

 

RECOGNIZING AND ANALYZING STUDENT ERRORS 

 To discover a pattern in this author’s ELL student writing, a small scale descriptive 

analysis of students’ writing assignments was conducted.  Student writings from three courses at 

the pre-professional level in education undergraduate classes over the course of a year were 

chosen for examination. Samples of a writing assignment, a two to three page autobiography that 

was to reflect on a childhood or adolescent development issue, were examined and analyzed for 

errors and writing difficulties.  

 The written assignments of twelve Spanish speaking ELL students were analyzed to 

identify grammatical errors and to assess the frequency of these errors. The writing samples were 

also analyzed for rhetorical patterns. The rhetorical patterns analyzed included overall 

organization, location of a thesis statement relating to childhood development, placement of 

main ideas and topic sentences, and use of transitions and supporting evidences. Other factors 

considered were their oral proficiency with the second language, and their childhood educational 

background. 

 Of the twelve students, nine exhibited considerable difficulty in maintaining coherence 

and cohesion in their writing.   The simplistic rhetorical patterns that these students demonstrated 

included the way their autobiographies began. Statements such as “I was born in (name of 

country)”, or “My name is XXX” were the usual choice for their introduction to the essay. .   

There were no topic sentences, per se; their topics were not related to any developmental issue   
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and supporting evidences were minimal. Paragraphs were either very short/staccato or 

exceedingly verbose and lengthy with very simplistic vocabulary selection. 

 Based on the content of their papers, it was evident that these students had attained their 

current level of education through personal perseverance and grit, without much support from 

either parents or childhood guardians. Several wrote about the difficulties of school, and several 

shared sad memories of a school experience. Not surprisingly, they were also the students who 

were the least advanced in their second language oral proficiency and English was clearly still a 

difficult language for them to master.   

 The other three students, who oral mastery of English was clearly more proficient, began 

their autobiographies with greater sophistication using related quotes and statements to present 

the main ideas and topic sentence related to an issue of childhood development. Use of 

transitions and supporting evidences was more evident in their writing. These students, based on 

the information from their papers, had experienced, in their words, “exemplary” educational 

backgrounds. One stated that her father was a teacher and many relatives were “highly 

educated”. Another attended parochial schools, “the best quality of education” in his country. 

The third spoke of the emphasis placed on education in her childhood home, calling her parents’ 

view of education “rigid” in the sense that they had high expectations and were determined that 

their children would succeed in school.  

   A clear consistency between the errors found in the students’ writing and the literature 

on the subject were found when grammatical errors were examined. The areas were most errors 

were found were: verb tenses, verb forms, word choice, clause reduction, use of prepositions, 

and sentence construction. A secondary level of errors included such grammatical forms as 

count/non count nouns, determiners and qualifiers (a, an, the/quantifiers, such as many, 

each/possessive adjectives such as my, his, their, etc.), verbs followed by a gerund (ing) or an 

infinitive (to), and phrasal verbs (verbs paired with a preposition).  

Examples of these errors included:  

• Verb tenses:  

o “My father never worry (worried)” 

o “I always feel (felt)” 

• Verb forms:  

o “Things were become worse” 
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o “They putting me in English class”  

• Word choice:  

o “Cloths” for “clothes”; “girth” for “weight” 

o “We procreated children” for “we had children” 

o “They remember my childhood” for “they remind me of my childhood” 

o “She worked strong” for “she worked hard” 

o  “Small  fingernails” (short) 

• Clause reduction:  

o “My social experiences were around my friends, most of which lived with both 

parents, therefore did not have any of the responsibilities I had” 

o  “I felt angry at her, but seemed that my opinions or my problems didn’t count” 

• Prepositions:  

o “In that day I became the first daughter”  

o “I used to dream with new clothes” 

• Sentence construction:   

o “Even though my experiences as a girl in my development were different” 

o My uncles made business (My uncles were businessmen) 

• Count/non count nouns:  

o  “….to talk in the  front of a lot of people” 

o “ He was very responsible and excellent father” 

• Determiners and qualifiers:  

o  “I know teacher is always there….” 

o “House was huge and beautiful” 

• Verbs followed by a gerund:  

o “I didn’t feel good to ask her for paying me a college” instead of ”to pay for my 

college” 

• Verbs followed by an infinitive  

o “She always went to school to meetings and see if everything there was fine.” 

o “I was always told gain not to lose” 

• Phrasal verbs:  

o “But my dream was coming down.” 
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 In reviewing the writing patterns of the twelve ELL students, it appeared that nine 

students exhibited similar rhetorical patterns. The crucial and critical question was whether or 

not these patterns reflect cultural or linguistic patterns. Or, perhaps, were socio-economic factors, 

motivational issues, second language oral proficiency and educational experiences the critical 

criteria that made the difference between those who had more acceptable writing skills? Grabe 

(2003) suggests that consideration must be given to factors such as language and educational 

background knowledge, cognitive processing skills and motivation and social contexts when 

examining second language writing skills. While many of the sentence structure and grammatical 

errors can be attributed to interference from the students’ shared first language, rhetorical 

construction (organization, topic sentences, cohesive transitions, etc) seems to be influenced by 

issues relating to students’ background, experiences and language proficiency. It would appear 

that educational background, oral language proficiency and socio economic background played a 

greater role in students’ ability to write in their second language than did the transfer of cultural 

rhetorical patterns of writing from their first language.  

 This analysis seemed to confirm that there were certain errors that instructors should 

expect and anticipate in ELL writing. Raising instructors’ awareness levels can help address the 

ways these typical errors are handled in ways that help students. However, it left the researcher 

thinking about what specifically could be done to help students improve in their future writing 

activities.  

 
CONSIDERING THE SCHOLARSHIP OF TEACHING AND LEARNING (SoTL) 

Subsequent to the error analysis of student work, the researcher became involved in a 

Scholarship of Teaching and Learning (SoTL) grant which was developed to introduce the use of 

a Tuning Protocol for feedback of student projects and presentations in a content area class. 

Upon further reflection, the researcher decided that the Tuning Protocol could also be examined 

as a strategy to improve ELL or Former ELL writing across curriculum areas.  

SoTL investigates ways of teaching and learning and encourages critical evaluation of the 

pedagogical practice (O’Brien, 2008). It is a way of observing the “big picture” and focusing on   

what is successful and what is not successful in teaching practice. It invites the scholar to 

investigate how and what students are learning, how effective he/she is in teaching and how 

instruction can be improved (Saylor & Harper, 2003). O’Brien (2008) maps out a “compass’ of 

thinking that directs faculty into considering four main concerns with their teaching: What will 
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my students learn and why is it important? Who are my students and how do they learn 

effectively? What can I do to support students to learn effectively? And how do I know if my 

teaching and my students’ learning have been effective?”  

The questions previously raised about troublesome problems and a doorway to learning 

are expounded by O’Brien (2008) who posits that student learning can be divided into three 

areas: ways of thinking and practice; threshold concepts and troublesome knowledge.  O’Brien 

defines ways of thinking and practice as what “students need to learn in order to think critically, 

act appropriately, demonstrate mastery and to contribute to thinking” (p 8).   A threshold concept 

is defined as one that “changes the way students think about the phenomena or area of 

application and opens up a deeper level of thinking” (p 8) and troublesome knowledge is defined 

as those concepts that are “difficult, challenging and troublesome for students”. (p 9). 

In considering the goals of effective teaching and student learning, questions regarding 

the applicability and usefulness of Tuning Protocol began to emerge.  Can examining ELL 

student writing using the metacognitive SoTL compass and the practical strategy of the Tuning 

Protocol lead to genuine student learning? The Tuning Protocol directs the instructor to think 

about what the end goals are for students and why they are important; it encourages instructors to 

think about their students in new ways and to consider background experiences and ways of 

learning. Will the Tuning Protocol have the potential to help ELL students think critically, act 

appropriately in a group setting while receiving feedback, and help the ELL student demonstrate 

improvement in the writing process?  Implementing the Tuning Protocol can alter the way ELL 

students view feedback on errors as it supports the concept of active participation in improving 

student learning through peer interaction and constructive feedback. As such, will using the 

Tuning Protocol encourage deeper thinking about the most difficult aspects of writing for ELLs? 

 
GUIDING AND SUPPORTING ELL WRITING IN COLLEGE LEVEL CLASSES: 

SCAFFOLDING LEARNING USING THE TUNING PROTOCOL 

 College instructors with ELLs in their classes can help ameliorate the frustrations felt by 

students by providing them with the tools to be successful. Second language writers in post 

secondary settings may need specialized assistance in their academic writing endeavors. Cotterell 

and Cohen (2003) suggest that a series of scaffolds must be provided that include focusing in one 

section of the essay at a time, extensive modeling, focusing on language and allowing for regular 
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feedback from peers. They suggest that when students have the opportunity to recycle ideas and 

vocabulary, optimal conditions for writing occur.   Mason (2006) encourages cooperative groups 

where students either work in pairs or in small groups to generate ideas and develop oral 

language skills as a prelude to the written assignment.  

 Using a Tuning Protocol process may help to provide these scaffolds while offering 

students the opportunity to work cooperatively and collaboratively. The Tuning Protocol 

encourages regular feedback from peers, provides the opportunity to recycle ideas, and 

necessitates the use of cooperative group interaction to generate ideas and vocabulary. The 

Tuning Protocol is specifically designed to provide genuine commentary and consistent, clear 

and concrete feedback which has been established as necessary to affect student writing (Ferris, 

2005).    

Understanding and knowing students’ ways of learning effectively is consistent with a 

SoTL perspective on student learning. By establishing and instituting a Tuning Protocol 

framework, instructors can provide for a constructivist framework to teaching and learning in 

their classrooms.  The Tuning Protocol can also be a tool for learning in a socio-cultural context 

since it engages the students in collaborative learning and in ways that learning is a direct 

outcome of participation in a particular social and cultural context (O’Brien, 2008). English 

Language Learners can apply their existing knowledge to their writing and be actively engaged 

in creating new knowledge.   

The Tuning Protocol has been shown to encourage immediate modifications in student 

work as well as long term goals (Gerena, Keiler & Glaser, 2009). Self correction and revision is 

an important metacognitive strategy for ELLs and use of a Tuning Protocol can assist students in 

their metacognitive reflection. Students receive encouragement and peer analysis which leads to 

a more in-depth self evaluation of skills.    

The Tuning Protocol is consistent in the use of effective, analytical questioning which 

can enhance learning as well as enjoyment in a class which can lead to deeper learning for all 

students (Keiler, 2008). It is hoped that participating in Tuning Protocol experiences, students 

would become more self reflective and able to self assess. If this is the case, then ELL writers 

would be prepared to take advantage of self assessment checklists, such as devised by Coleman 

(2003).  Coleman devised a checklist of questions that students can ask themselves while they 

are in the writing process. Questions included in this self revision guide focus on structure 
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(introduction, thesis, sequence, paragraph construction, topic sentence coherence) as well as 

grammatical questions on word choice, verb tense, punctuation and general mechanics.  

Motivation is an important variable in ELL writing development (Frodesen & Holten, 

2003). When students work towards a goal and feedback is provided to assist in progress toward 

achieving that goal, motivation is increased (Oppenheimer, 2001). The Tuning Protocol has the 

potential to increase student motivation because the function of the group is to help each member 

achieve the goal of effective writing. The feedback that is provided, whether warm or cool, is 

understood as a tool for improving student writing. All members of the group are working 

toward the goal of effective student writing. 

Instructors must also find meaningful ways to have ELL students experience relevant and 

authentic assessment of their written work. Authentic assessment of learning is a key issue in the 

Scholarship of Teaching and Learning. To be considered authentic assessment, students need to 

have experiences where assessment of their work is personally relevant to them (Stein, Isaacs & 

Wenger, 1998) and reflects significant learning (Kreber, 2007). The Tuning Protocol can deliver 

both meaningful and relevant assessment of ELL writing.   

 

PUTTING THE TUNING PROTOCOL TO WORK: A PILOT STUDY  

Since almost 50% of the student population at the researcher’s college self identify as 

speakers of other languages, the researcher plans on incorporating and using the Tuning Protocol 

as a way to impact ELL student learning and writing skills in upcoming semesters.  As such, it is 

hoped that the research bears out the expected results of more effective teaching and improved 

student learning. It is hoped that it will be the catalyst for improved students writing and deeper 

levels of thinking and knowledge of English written discourse among ELLs.  

 Looking forward, in order for this strategy to be effective, a process protocol is needed.  

A sample Tuning Protocol has been developed that the researcher expects to use when this 

process is implemented in the next semester’s class (see Appendix A). The protocol organizes   

peer feedback of student writing. Each member of a small group of 3-4 students will participate 

in reviewing each other’s written work. The instructor will act as the facilitator and circulate the 

room while each team discusses the written work. Once the exercise is complete, the writer will 

have an opportunity to revise the written piece before it is submitted to the professor for grading. 
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 It is hoped that the Tuning Protocol will function as a problem-solving tool, geared to 

providing individuals to receive direct and respectful feedback on the problems they present. It 

can also provide the opportunity for the presenter to reflect on the feedback that he/she receives 

from peer assessment.  It is expected that the Tuning Protocol will help ELL students listen to 

and incorporate their peers’ opinions and perspectives, and to examine an area of difficulty from 

other points of view. It will support and necessitate critical thinking analysis and evaluation, 

justification and persuasion, all of which will be developed in an environment of mutual support 

and non offensive feedback (McDonald, Mohr, Dichter, McDonald, 2003). 

It is believed that the Tuning Protocol will be a very effective approach for meaningful 

error correction. The Tuning Protocol will be used to support Folse’s (2009a) recommendations 

for specific techniques for reinforcing ELLs writing and grammatical correctness.  The Tuning 

Protocol will provide ample opportunities for practice by giving students the opportunity to listen 

to feedback on the kinds or errors they need to correct. Providing students with feedback on 

writing assignments will help students to recognize and correct their errors early on in the 

writing process. When students receive meaningful error correction feedback using relevant 

content and context, their learning will be enhanced and broadened.   

 

CONCLUSION 

The results of the literature review and the examination of student writings bring to the 

forefront the need for instructors to consider ELL writing as a complex endeavor.  Instructors of 

both formal writing courses and those who teach content courses that include required written 

assignments need to be aware that ELLs have diverse needs in writing. Whether or not writing 

patterns are culturally developed or are the results of experiential and individual background are 

rendered inconsequential in light of student needs. One way for instructors to help ELL students 

become better writers is to explicitly introduce organizational and rhetorical patterns, and make 

expectations of the writing product clear. Clear and concrete feedback should be provided on all 

aspects of student writing (Bitchener, 2008; Ferris, 2005). Modeling the writing process and 

deconstructing sample articles from academic journals will help student understand the 

expectations of academic writing (Malia, 2006) and may be useful in making an assigned task 

comprehensible.   However, while these suggestions are all supported in practice, are they 
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enough to really affect student learning? This researcher questions whether these strategies, 

isolated and teacher driven, are sufficient to produce real change in ELL writing.  

The Tuning Protocol is a possible intervention to increase student learning and provide 

feedback of effective teaching. When given the opportunity to listen to both positive and 

analytical (critical for the purpose of improvement) feedback of their work, English Language 

Learners will realize that their errors are not overshadowing the content of their written 

discourse. Expected and predictable grammatical errors that are the result of linguistic 

interference can be easily addressed in the group discussion and questioning part of the Tuning 

Protocol process.  As a result of discussion, feedback and heightened self awareness, English 

Language Learners can come to an understanding of the root of their errors and take the 

necessary steps to correct the error for future writing assignments. It is at this point that true 

learning will occur and a transformation in thinking will begin.  
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APPENDIX A 
 

A Tuning Protocol  

 

Each “Protocol” should take about 35-45 minutes. As such, times are approximates and can be 

adjusted as needed. 

1. Students are placed into groups of 3-5.  

2. Each member of the group reads the paper to be assessed. They should make notes on the 

grammatical and organizational quality of the paper. The author or writer waits quietly 

while the others read through the paper (ten minutes). 

3. Immediately after reading, group members may ask the writer (author) clarifying 

questions (five minutes). 

4. Members of the group silently reflect on "warm" and "cool" comments (warm is positive, 

cool is critical, not cruel feedback) they will make and questions they will ask (five 

minutes).  

5. Group members offer the writer “warm” feedback. The writer takes notes and does not 

respond (five –ten minutes).  

6. Group members offer the writer “cool” feedback. The writer takes notes and does not 

respond (five - ten minutes).   

7. The writer discusses what he/she has heard from the group members. This is the 

opportunity for the writer to respond to the warm and cool comments previously offered 

(three -five minutes). 

8. The writer may also offer warm and cool comments to the group. Writer and group 

engage in conversation (three -five minutes).  

 

  
 

 
Based on: Gerena, Keiler & Glaser (2009) and Gerena & Glaser (2009). 
 
Note: The Tuning Protocol should be repeated so that all members have the opportunity to present their work and 
receive feedback. 
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Abstract 
 

Contemporary hegemonic society in Aotearoa New Zealand dictates whether or not 

an individual succeeds academically in mainstream education. Failure prevails for 

those that do not succeed and thus job opportunities are limited. 

 

 In pre European times traditional learning in Aotearoa was a natural way of life for 

Māori (the indigenous people of Aotearoa), however as a consequence of assimilation 

into the dominant western culture, in the 19th Century Māori people almost lost their 

culture and language. Although there has been a revival of the language through 

Māori language immersion programmes such as kohanga reo (pre-school) and kura 

kaupapa (primary school years 1-8) since the nineteen eighties, Maori still remain at 

the bottom of the realm in comparison to the dominant Pakeha (European) western 

culture. 

 

Social work Certificate, Diploma and Degree level bicultural training at Te Wananga 

O Aotearoa, one of Aotearoa New Zealand’s indigenous tertiary institutes, 

encompasses all areas of society and peoples, and is a disciplined and specialised area 

of professional learning and personal growth. This paper will explain what and why   

bicultural learning within a Maori environment has proven successful for those that 

have otherwise failed within mainstream education.  Descriptions of the make-up of 

the tutors and the uniqueness Te Wānanga o Aotearoa offers that makes it a special 

experience for their tauira  (students) are provided. 
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Learning opportunities for tauira who are second chance learners learning within the 

environment of Te Wananga O Aotearoa bicultural Social Work programmes will be 

focussed on.  Programmes are offered not only to Maori, they are offered to Pakeha 

(European) and all other ethnicities. Environments explored will include indigenous 

values that are inherent within Maori culture such as āhurutanga (safe learning 

environment), tuakana/teina (leadership roles), kaupapa (subject/topic), karakia 

(prayer), waiata (song), tino rangatiratanga (absolute integrity), te whakakoha 

rangatiratanga (respectful relationships) and most importantly whānau (family). With 

these newly acquired values, tauira (students) are encouraged and supported to take 

on leadership roles that further boosts their self esteem and growth.  

 

Through accumulated indigenous bicultural learning environments significant 

culmination of the foundation of bicultural social work equips both tutor and learner 

with the knowledge of appropriate quality education that fits with the bi-cultural 

uniqueness of Aotearoa New Zealand. 
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ABSTRACT 
In the last decade wireless technology has gained 
momentum in higher educational institutes worldwide. 
The authors have conducted a web-based survey to 
research the status of wireless networks in higher 
education institutes around the world. This paper is based 
on the findings of the survey results in higher education 
institutes worldwide. A total of thirty-six institutes 
participated in this survey. Three of the institutes filled 
the survey partially and therefore they were discarded. 
Survey results for thirty-three institutes were considered. 
The survey had total of seventeen questions covering 
wide range of topics related to wireless networks at  
higher education institutes only. The survey results 
pertaining to wireless network security have been 
presented in this paper. Most of the earlier studies have 
looked into wireless usage in their own country. This 
survey covers countries across the world. The paper has a 
brief review of different wireless technologies available 
in the market to provide better understanding of the 
survey results. Subsequently survey results of security 
techniques used by the higher education institutes is 
depicted and analysed. 

KEYWORDS: WEP (Wired Equivalent Privacy), WPA 
(Wi-Fi Protected Access), VPN (Virtual Private 
Network), 802.11x, IPsec (Internet Protocol Security). 

 

1. INTRODUCTION 
 

In last decade, wireless technology has gained 
momentum in higher educational institutes around the 
world. Higher education institutes are increasingly 
providing learning material in electronic form. Present 
day students are living in a mobile society. According to 
Paul [11] students will increasingly expect to access their 
institutions network from any place any time. It was also 
suggested by Paul [11] that students themselves are 
fuelling this phenomenon by their technology usage 
habits with their growing preference for laptops. 

There have been number of studies that have looked into 
how wireless technology is being used in higher 
education institutes. Almost all of these studies have 
looked into wireless usage in their own country. Based on 
the research done by the authors, this paper describes the 
measures adopted by higher education institutes 
worldwide. An online survey was conducted for this 
purpose. Countries are listed in background. Prior to 
discussing the survey results authors have summarized 
the different technology available for the wireless 
network security. This summary is followed by survey 
background. Subsequently wireless network security 
survey results have been depicted and the use of different 
wireless protocols and security measures analysed. In the 
following section wireless security and different security 
protocols have been reviewed. 

 

2. WIRELESS SECURITY: LITERATURE 
REVIEW 
 
There are two access levels that can be set-up for wireless 
networks, one network type is secured and the other is 
unsecured (open access). Open access allows any device 
within an access point location to connect to the network 
without security. Networks use various protocols with 
security features to provide secure network. Security is a 
big concern in wireless networking, especially in m-
commerce and e-commerce applications.  Mobility of 
users increases the security concerns in a wireless 
network. Current wireless networks employ 
authentication and data encryption techniques on the 
wireless interface to provide security to its users. The 
IEEE 802.11standard describes wired equivalent privacy 
(WEP) that defines a method to authenticate users and 
encrypt data between the PC card and the wireless LAN 
access point. In large enterprises, an IP network level 
security solution could ensure that the corporate network 
and proprietary data are safe. Virtual private network 
(VPN) is an option to provide remote employee with 
secured access to employers internal network. Since 
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hackers are getting smarter, it is imperative that wireless 
security features must be updated constantly. For better 
appreciation of the survey results, some of the common 
security protocols are reviewed in brief.  

2.1 WEP 
Wired Equivalent Privacy, or WEP, authentication 
scheme requires each frame to be encrypted using an 
RC4 stream cipher that is decrypted upon arrival at the 
access point. It is only good for data sent between access 
points (wired networks don't and can't use WEP [6]). To 
encrypt the data, WEP uses a seed that takes a shared 
secret key (the "WEP key") and combines it with a 24-bit 
piece of data called the initialization vector, or IV. The 
vulnerability is the static shared secret keys. Since keys 
can't be exchanged among access points in the network, 
the same keys are used for extended periods of time. The 
attacker doesn't need long to figure out the key, and once 
the attacker has the key, the network might as well not 
use WEP at all as stated by Erik in a report titled ‘How to 
Avoid Ethical and Legal Issues in Wireless Network 
Discovery”[5]. 

2.2 WPA 
Wi-Fi Protected Access (WPA) is a security standard for 
users of computers equipped with Wi-Fi wireless 
connection [16]. It is an improvement on and is expected 
to replace the original Wi-Fi security standard, Wired 
Equivalent Privacy (WEP). WPA provides more 
sophisticated data encryption than WEP. WEP is still 
considered useful for the casual home user, but 
insufficient for the corporate environment where the 
large flow of messages can enable eavesdroppers to 
discover encryption keys more quickly. WPA's 
encryption method is the Temporal Key Integrity 
Protocol (TKIP). TKIP addresses the weaknesses of 
WEP by including a per-packet mixing function, a 
message integrity check, an extended initialization vector, 
and a re-keying mechanism. 

2.3 WPA-PSK and WPA-Enterprise 
WPA-PSK is a simplified but still powerful form of 
WPA most suitable for small business and home office 
networking [7]. To use WPA-PSK, a person does set a 
static key initially, like with WEP. But WPA uses TKIP 
and automatically changes the keys at a preset time 
interval. This makes it more difficult for hackers to find 
and exploit them. So while there is still a static key, it is 
much more difficult to find and break [7]. 

2.4 VLAN 
The use of VLANs with WLANs is becoming more 
popular [18]. Initially, VLANs were used only on the 
wired side, and all the APs were placed on a single 
VLAN. Many of the enterprise-class wireless devices 
today support VLANs over the RF. This enables a person 

to place wireless devices into different VLANs, all while 
communicating to the same AP [19]. Traditional 
networks use routers to define broadcast domain 
boundaries. Layer 2 switches create broadcast domains 
based on the configuration of the switch. Switches are 
multiport bridges that allow the creation of multiple 
broadcast domains. Each broadcast domain is a distinct 
virtual bridge within a switch [19]. VLANs have the 
same attributes as physical LANs with the additional 
capability to group end stations virtually to the same 
LAN segment regardless of the end station geographical 
locations.  

2.5 RADIUS Severs and Proxy servers  
Most wireless networks provide a connection to the 
Internet. Providing this service can be achieved in two 
ways. One way is open access, direct access, to the 
Internet, another way through an authentication server 
(proxy server). In an authentication environment users 
need to have a user name and password to gain access to 
the Internet. This request is done over a Secure Socket 
Layer (HTTPS) connection where the information is 
encrypted as it is sent over the wireless network to the 
server.   

2.6 HTTPS and SSL  
Hypertext Transport Protocol Secure (https) is the 
protocol for accessing a secure Web server. Using 
HTTPS in the URL instead of HTTP directs the message 
to a secure port number rather than the default Web port 
number of 80 [14]. The session is then managed by a 
security protocol such as SSL. This leading security 
protocol for the Internet was developed by Netscape, SSL 
is widely used to do two things: to validate the identity of 
a Web site and to create an encrypted connection for 
sending credit card and other personal data [13]. 

2.7 Virtual Private Networks (VPN) 
Ciampa in his book on network security [2] writes that 
VPN takes advantage of using public Internet as if it were 
a private network. Initially companies used Intranets, 
with password-protection, only to be used by the 
employees. Now, companies have their virtual private 
network (VPN) to cater remote employees and offsite 
offices. A VPN uses a public network (the Internet) to 
create a private network for connecting offsite offices and 
remote employees. It uses virtual connection from 
business’s private network which is routed through the 
Internet to remote users and remote offices.  

2.8 MAC address filtering 
Bradley in Wi-Fi Home networking [1] explains that 
MAC address filtering feature is commonly available in 
Wi-Fi access points and routers. But this feature is not 
enabled when it is purchased. It needs to be set up. It is 
advisable to turn on or enable this feature to enhance the 
security. Otherwise any wireless clients, if they know the 
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SSID (network name), encryption keys, can join a Wi-Fi 
network. MAC address filtering performs an additional 
check. 

2.9 802.11x 
802.1x is an authentication standard that provides an 
authentication for 802-based LANs [2]. 802.11x is a port-
based network access control. Until a port is 
authenticated, it can only be used to pass traffic 
associated with the authentication process. 
Authentication is managed at a centralized authentication 
server. In addition, 802.11x has an option, abilities, for 
distributing keys. This ability to distribute keys corrects 
the WEP's failings. To carry an authentication message it 
specifies the Extensible Authentication Protocol (EAP). 
EAP can carry number of actual authentication protocols 
(EAP-TLS, EAP-OTP). 
 
2.10 IPsec 
Ciampa [2] describes Internet Protocol Security (IPsec) 
as a set of protocols developed to support the secure 
exchange of packets. It secures the internet Protocol (IP) 
communications by authenticating and encrypting each 
IP packet of a data stream. IPsec also includes protocols 
for establishing mutual authentication between agents at 
the beginning of the session and negotiation of 
cryptographic keys to be used during the session. IPsec 
can be used to protect data flows between a pair of hosts 
(e.g.computer users or servers), between a pair of 
security gateways (e.g. routers or firewall), or between a 
security gateway and a host. "IPsec" is officially 
specified by the Internet Engineering Task Force (IETF), 
including the capitalization of the term. In the following 
section a brief description of the survey background is 
presented. 

3. BACKGROUND 
 

A web-based survey was conducted for this research. A 
total of 11 countries, Australia, Austria, Canada, 
Denmark, Germany, Netherlands, Sweden, South Africa, 
UK, and USA, participated in this survey. Three of the 
institutes filled the survey partially and these hence were 
discarded. Survey results for thirty-three institutes were 
considered. The survey had a total of seventeen questions 
covering wide range of topics related to wireless network 
at the higher education institutes. In this paper authors 
have considered only those questions relevant for 
wireless security. The next section the survey results have 
been discussed. 

4. SURVEY RESULTS 
 

In this section survey results pertaining to wireless 
network security; Wireless Protocols, type of security, 
type of access, is reported. 

4.1 The Protocols 
The survey results of security protocols used for wireless 
network are shown in figure 1. 802.11x and VPN are the 
two most widely used protocols. From the institutes 
surveyed there is a large range of different security 
protocols employed to protect wireless networks. The 
802.11x was used by 64% of all institutes. Virtual private 
network was the second most common with 46% 
reporting they used this standard. WEP was used by 24% 
of all institutes surveyed, MAC filter 16%, IP Sec 12% , 
WPA 9% coming in last while other type of security was 
15%. Other security consisted of dynamic keys, pre-
shared keys; captive portal for guest, one institute 
reported that they have got open access to staff and 
students only through the use of radius server. The 
burden of security falls on the users. The users need to 
enable  antivirus software in their laptops and try to use 
secure protocols like “HTTPS” on their devices for a 
secure connection.  
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Figure 1: The protocols used by the survyed institutes . 
“Other” refers to captive portal for guest, open access, 
dynamic keys and proprietary protocols  

Knight [9], states that it is highly recommended for 
enterprise level networks such as educational institutes or 
business, to use some form of 802.11x authentication as 
it provides a high degree of security when combined with 
Windows 2003 Server’s Active Directory and Remote 
Authentication Dial In User Service (RADIUS). By 
looking at figure 1 from the survey a majority of the 
institutes use 802.11x protocols indicating that most 
institutions are having a high degree of security by 
combining with Microsoft RADIUS server [9].  A large 
number of the institutes (45%) prefer to use VPN (Virtual 
Private Networks), a private network over a shared public 
networks like the Internet or the backbone of some 
network service provider to provide a secure link [3]. 
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Although IPsec provides enhanced security the survey 
shows that only 12% of the institutions use IPSec, to 
provide a better security with VPN. Internet Protocol 
Security Protocol (IPSec) provides enhanced security. 
IPSec was created to add security services to the IP 
protocol. IPSec provides additional support to PPTP and 
L2TP delivering data privacy, integrity, and 
authentication [3].  

Security is the number one concern for most engineers 
and scientists considering wireless [8]. According to [12], 
while WEP is the most frequently used security measure, 
many institutes feel that WEP doesn’t provide strong 
security. The reasoning behind this is that WEP did not 
prevent unauthorized access well [8]. WEP is insufficient 
for the corporate environment where the large flow of 
messages can enable eavesdroppers to discover 
encryption keys more quickly [15]. With this easy to 
discover encryption keys, 24% of the institutes surveyed 
still use the WEP for the protection of the wireless 
network. Authors suggested that VPN and 802.11x are 
the two potential solutions for the future. In the following 
section the results of other type of security measures 
practised by the institutes are reported. 

4.2 Type of Security 
As shown in Figure 2, education institutes adopted 
multiple security measures to ensure a more secure 
wireless network at the campus. From the institutes 
surveyed most popular form of security was through the 
use of user credentials provided by the institute in the 
form of user name and password, which was taken up by 
85% of the institutes as shown in Figure 2 . Education 
institutes preferred to use the authorised user’s access as 
indicated in Figure 2.  The other type of common security 
method was disabling of guest logins to prevent 
unauthorised users entering the wireless network and 
putting the wireless network and the users at a risk of a 
hacker. As shown in Figure 2 36% of the institutes 
locked out the guest logins for wireless. 
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Figure 2: Shows the type of security in use by the 
surveyed tertairy institutions.  

Some of the access points have a feature whereby the 
power of the WLAN transmitter could be lowered to 
reduce the range of the signal [4]. Although it's usually 
impossible to fine-tune a signal so precisely that it won't 
leak outside out of the business, with some trial-and-
error it can often limit how far outside the premises the 
signal reaches, minimizing the opportunity for outsiders 
to access to the WLAN [4].  
 
12% of the institutes also implemented the reducing 
range method so that the coverage of the wireless is up to 
a certain area. It does involve some trial-and-error to 
setup as reported by Earthweb [4]. 

Surveillance cameras were used by 6% of the institutes 
only, to crosscheck the users who used the wireless in 
certain areas if and when needed. 15 % of the institutes 
also reported to use other methods such as registered 
devices through the use of most common MAC-filtering, 
location monitoring with tracking resolution and 
VLANS. 

MAC- Filtering is a technique by which the network can 
trace by the hardware address exactly which node is 
attempting access to the network. Filters are set up to 
prevent intruders entering the trusted network [5]. All the 
MAC address except the trusted ones, are denied access 
to the network and by keeping track of the MAC address 
along with hardware models and serial numbers will 
assist in good record keeping as well as network security 
[5]. It is recommended by Eric [5] that each MAC 
address to be used on the WLAN should be recorded and 
configured on the AP for permissions to access the 
network, which has the capability and is furthest from the 
trusted network 

Considering that recommendation, it would be tedious for 
the IT person to record all the MAC addresses in the 
appropriate APs at the beginning of each semester, when 
the enrolment numbers are at the peak. And if there is a 
human error in entering the MAC address, it would not 
only disallow the user access to the wireless but also 
become a headache for the IT personnel to fix it. The data 
collated from this survey clearly shows that majority of 
the institutions surveyed do not prefer to use MAC-
filtering for the security of their wireless. 

VLANS are also used by a few institutes for security 
purpose. VLANS will require additional hardware to 
segment traffic between (students and guest) VLANs, for 
example, an IT administrator must install two APs at each 
location throughout an enterprise WLAN network [19]. 
These security measures increases the cost of 
implementing the VLANS a little and also the managing 
of the VLANS, by adding different users, to appropriate 
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VLANS can be tedious in the initials days. In the 
following section the survey result of how users gain 
access to the institutes’ wireless network is discussed. 

4.3 Gaining Access to the Wireless 
The Figure 3 shows how education institutes have set-up 
wireless for their users to gain access to the wireless 
service; open access or devices needed to be setup by IT 
personnel. Out of all institutes surveyed only 36% of 
networks allowed open access where no setup was 
required connecting to the wireless network. The users 
can easily connect to the wireless but to get inside the 
wireless network and use the services, user credentials 
are required.  
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Figure 3: All institutions type of access to the wireless 
network.  Open access is where no secuirty protocols are 
used by the network. Setup required is when wireless 
devices need to be registered 

Although, open access may give the feeling that it is less 
secure, looking at the literature reviews, setting up 
devices using MAC-filtering is not a very secure method 
of gaining access since it is very easy to spoof the MAC 
address [10]. As soon as the device gets off the network, 
the hacker can gain access using the spoofed MAC 
address [13]. Also if the device is stolen and is not 
reported to the appropriate authorities to act on by 
removing the MAC address from the access point, the 
hacker can again gain access to the wireless network 
since there are now programs available on the net to 
monitor the wireless network and get the details such as 
user name and password.  There are many techniques to 
tackle issues pertaining to wireless network security. As 
seen from the analysis of the survey results that no single 
technique can provide 100% security. In the following 
section we conclude the survey findings.  

5. CONCLUSION 
 

Educational institutes have considerable amount of 
sensitive data and information that needs to be kept 
secure. The security of the wireless network is crucial for 
integrity of data. While data is being transferred through 
wireless network, it is vulnerable (if no encrypted) out in 
the open air. Therefore, it is obvious that wireless 
network needs to be secured. There are many different 
techniques of authentication; fortification and secure 
settings are available to secure the wireless network. In 
this paper the survey results clearly show that education 
institutes are very well aware of the seriousness of 
wireless security issues. The institutes have taken 
multiple measures to insure wireless network security. 
64% of the surveyed institutes use 802.11x, highly secure 
protocol for their wireless network. VPN also seems to be 
quite popular with 45 % of the institutes opting for it. 
Besides using different security protocols the institutes 
have taken additional measures to enhance their wireless 
network security such as authorised access, use of 
surveillance camera, guest login disable (wireless 
network) etc. It is very encouraging to see that most of 
the education institutes have recognised the need for 
wireless network security and are taking ample measures 
to keep their wireless network safe and secure. Since 
hackers are getting smarter, it is imperative that wireless 
security features are updated constantly It is also 
suggested that since the technology keeps changing 
wireless security needs to be upgraded appropriately. 
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Abstract 
 

In recent years, Outcomes-Based Learning (OBL) is gaining increasing popularity in many 
parts of the world. Since 2008, OBL has been formally promoted among all higher 
education institutions in Hong Kong by the University Grants Committee (UGC) of Hong 
Kong. A key concept of OBL is that teaching should be driven by outcomes that are 
desirable in students, and that greater clarity in relation to what is to be achieved simply 
involves adjusting teaching and assessing. This paper reports on an ongoing project on 
Outcomes-Based Learning in the English Department at the Hong Kong Institute of 
Education (HKIEd). First, the development of a set of Programme Learning Outcomes for 
the Bachelor of Education (English Language) Programme at HKIEd will be introduced. 
Second, the design of course intended learning outcomes will be discussed. Third, the 
adjustment of teaching and assessing strategies to align with the learning outcomes will be 
illustrated in a sample course. It is hoped that this paper will inspire some thoughts on how 
effective teaching and learning among students in higher education institutions can be 
achieved through the outcomes-based learning approach. 
 

 
Introduction 
 
Historical background of Outcomes-Based Learning 
Outcomes-Based Learning (OBL) has a long history and it is most well known as a reform 
tool in the school sector and has been promoted as outcomes based education in countries 
such as the United States, Australia and South Africa. In the last century, a growing sense of 
America as a “nation at risk,” a nation whose educational system was failing, had led to a 
demand for concrete proof of student achievement as well as more avenues for citizen input 
and teacher evaluation. The concerns inherent in these ideas and related concepts, such as 
Ralph Taylor’s (1949) notion of educational objectives and Glaser’s (1963) argument for 
criterion-referenced measurement, were addressed in the modern version of outcomes based 
education. 
 
Educational change in the twenty-first century 
Facing the twenty-first century, higher education has moved from the limited preserve of the 
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few to mass education, so the ways in which quality is considered have changed. The stake 
society now has in higher education has meant a greater desire and need for more 
accountability. One element of accountability concerns quality. Until recently, the 
assessment of quality was based primarily on terms of inputs and processes: intentions and 
efforts, procedures and feedback, spending and time. Recently and internationally, there has 
been an increasingly specific focus on outputs: goals and ends, products and results. The 
questions asked of our educators are often “what are our children learning, how well are 
they learning it and how do we know that they are learning it?” 
 
Outcomes-based Approach: The Hong Kong UGC’s Initiative 
The University Grants Committee (UGC) of Hong Kong published the “To Make a 
Difference; To Move with the Times” document, which we call the “Roadmap document”, 
in January 2004 (Hong Kong University Grants Committee, 2004). It contains the agreed 
role statements of each institution. A recurrent theme in each of the statements is that all 
institutions should “pursue the delivery of teaching at an internationally competitive level in 
all the taught programmes that are offered.” The UGC’s goal is simple and straightforward – 
improvement and enhancement in student learning and teaching quality and this explains 
why the UGC wishes to promote the outcomes-based approaches. This is particularly 
relevant when all institutions are planning major changes in their curricula under the 
“3+3+4” framework (3 years of junior high school, 3 years of senior high school, and 4 
years of university studies). Clear understanding and articulation of what students should 
achieve facilitates the design of an effective curriculum and appropriate assessments to 
measure achievement, and the planning of the learning process for individual students. This 
provides the context of HKIEd’s development of a new undergraduate curriculum adopting 
the OBL approach in preparation of the implementation of the 334 curriculum starting in 
2012. 
 
Literature Review 
 
What are Outcomes? 
Spady (Brandt, 1992) defines an outcome as the culminating demonstration of learning. It is 
about what someone will actually do. The key concept is that outcomes are not content, but 
performances. Spady further states that an outcome is a demonstration of learning that 
occurs at the end of a learning experience. It is a result of learning, and a demonstration of 
knowledge, competence, and “orientations” – the attitudinal, affective, motivational and 
relational elements that also make up of a performance (Spady, 1994). Therefore, an 
outcome is, in fact, a culminating demonstration of the entire range of learning experiences 
and capabilities. It occurs in a performance context that directly influences what it is and 
how it is carried out which is an actual demonstration in an authentic context 
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These definitions seem to bear some similarity to the idea of objectives. OBE has much in 
common with Ralph Tyler’s objectives model (Tyler, 1949), which specifies that the 
curriculum for a course should be developed from a statement of principles (which became 
known as objectives) and describe how students’ behaviour should change as a result of the 
learning experience. The discussion is now complicated by different sources using the 
words “outcome”, “objective”, and ‘goal” to mean different things, or sometimes the same 
things. Daziell and Gourvanec (2003) contribute to the confusion by claiming that OBE is a 
teaching and learning strategy that makes explicit to every student the goals or objectives of 
their education. 
 
William (2004) defines the characteristics of outcomes: they should be achievable and 
assessable; instruction should make a difference; they should be essential to all learners; 
they should be transparent and fair; and they should indicate where learners have not 
achieved, and reflect the result of learning, not process. Meanwhile, Spady makes it clear 
that outcomes should state what students can do when they exit the system; outcomes for 
particular parts of a course are checkpoints along the way to some larger exit outcome 
(Brandt 1992). 
 
The advocates of OBE, like Spady and Marshall, agree that an outcome is a successful 
demonstration of learning that occurs at the culminating point of a set of learning 
experiences. Moreover, they apply four key principles to the design, delivery, 
documentation, and decision-making work of schooling (Brandt 1992): 
 Ensure clarity of focus on outcomes of significance: This means that all activities 

(teaching, assessment, etc) are geared towards what we want students to demonstrate. 
 Design down from ultimate outcomes: This means designing the curriculum from the 

point at which you want students to end up. 
 Emphasize high expectations for all to succeed: This means getting rid of the bell-curve 

and all students should achieve at the highest level.. 
 Provide expanded opportunity and support for learning services: This means expanding 

the ways and number of times kids get a chance to learn and demonstrate a particular 
outcome. 

 
To sum up, outcomes are of high-quality, culminating demonstrations of significant learning 
in context. In fact an outcome is not a grade or a score, but the end product of a clearly 
defined process that students carry out. For many OBL practitioners, student learning 
outcomes constitute the ‘ends’ of an educational process, and that curriculum, instruction, 
organizational structures, resourcing etc. should be the ‘means’ by which those ends are 
achieved. They also agree that clearly defined and publicly-stated learning outcomes 
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provide the focus for schools to construct their curriculum.  
 
Defining Outcomes-Based Learning 
Outcomes-Based Education has sparked differences of opinion, which lead to different 
people defining the term differently. The evolution of OBE can be traced to the emergence 
of the objectives movement led by Ralph Tyler in the early 1950s (Brady, 1996), which 
emphasized the importance of beginning the process of curriculum design with precise 
objectives, followed by the selection of content, method and assessment strategies. In 
mid-1990s, one interpretation in the United States of OBE is that decisions about teaching 
should be driven by outcomes that are desirable in students, and that greater clarity in 
relation to what is to be achieved simply involves adjusting teaching and assessing. Another 
interpretation involves outcome-driven education systems that redefine traditional 
approaches to accountability by making schools more accountable for demonstrating student 
mastery of outcomes. 
 
For Spady (1988) outcome-based education means organizing for results: basing what we 
do instructionally on the outcomes we want to achieve. It is therefore not a program, but a 
way of designing and documenting instruction in terms of intended goals and outcomes. In 
an Outcome-Based Education workshop organized by the Australian Curriculum Studies 
Association in 1993, Spady defined Outcomes-based education as focusing and 
organizing a school’s entire programmes and instructional efforts around a set of clearly 
defined outcomes which we want all students to demonstrate when they leave school. He 
specifically pointed out that Outcomes-based education is NOT a programme, a package, a 
technique, or an event. Instead, it is a transformational way of doing business in education. 
 
To Kullas (1994), OBE is a process that focuses on what is to be learned-- the outcome. The 
outcome is a demonstration of “learning”. It is what the student is to know or do. The 
process involves “sticking” with the student until he or she learns the outcome. In other 
words, OBE cares about individual student success. OBE teachers, who insist on student 
success, strive for student achievement at each student’s individual learning level. 
 
Spady & Marshall (1991) shared some common views. They stated that Outcome-based 
Education (OBE) was founded on three basic premises: 

  All students can learn and succeed (but not on the same day and in the same way). 
  Success breeds success. 
 Schools control the conditions of success. 

 
Other interpretations and definitions of outcome-based education (Glatthorn, 1993; Hansen, 
1989; Abrams, 1985) include further structuring by indicating the fundamental importance 
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of testing, and state or imply the need for grouping to accommodate individual differences. 
The following is a summary of these interpretations: 
 Developing clearly defined outcomes that all students must demonstrate. 
 Designing teaching/learning activities that ensure the demonstration of these outcomes. 
 Monitoring individual student progress on the basis of demonstrated performance. 
 Utilizing criterion-referenced assessment both to monitor progress and to group 

students. 
 Providing remediation for students who do not achieve the outcomes quickly, and 

enrichment for those who do. 
 
To summarize, the focus of OBE involves specifying what the students are expected to learn 
and then collecting the evidence that this has occurred which is a very accountable process. 
The teacher, the school and the system are expected to publicly state what is important for 
students to learn and to be able to support these assertions with evidence that this has 
occurred. In this connection, it changes the focus to what is achieved rather than what is 
provided. Therefore, curriculum, instruction and assessment will need to be changed with 
the implementation of OBE. 
 
Positive Aspects of Outcome-based Education 
In contrast to traditional methods, the OBE model defines learning not by what students 
have been taught, but by what they can demonstrate they have learned. As Chester E. Finn, 
Jr. (1990) explains, under the new definition, education is the result achieved, the learning 
that takes root when the process has been effective. This system of education is not 
organized according to time constraints; instead it is based on what outcomes students 
should be able to demonstrate before leaving the system. These outcomes are not based on 
narrow content requirements, but on a school’s vision of what a student needs to possess in 
order to succeed in the twenty-first century. 
 
According to Spady (1994, 1998) and many others, OBE is an idea whose time has come. 
This system has been gaining popularity because it offers a way to address the school goals, 
combining accountability concerns with increased school autonomy. In addition, OBE 
strives to increase student effectiveness and to ensure success for all children. With OBE, 
the teachers, by using learning outcomes, crystallize their real intentions by imposing the 
need to make vague ideas more explicit. On the other hand, students focus on what is to be 
learned by knowing, in advance, the outcomes. They are encouraged to learn more “depth” 
and fewer unconnected “facts”. The emphasis is placed on developing quality 
problem-solving skills rather than memorizing a given quantity of information.  
 
 

2010 HICE Proceedings - Page 1606



OBL: A Way to Change 
The model of OBL was developed in Australia in the 1990s based on attempts to specify 
learning outcomes in a broad range of occupations and professions. For example, by 
specifying entry level occupational competencies, entry to occupations and professions 
could be controlled or at least regulated. The identified competencies could also be used as 
the basis for trade or professional education both at the entry level and for ongoing 
professional development. It is true that there are different interpretations of how 
outcome-based learning operates or should operate. However, once committed to OBL, the 
implementation process needs to be carefully planned before the project is initiated. 
Moreover, change is inevitable and necessary because more functional instructional 
strategies continue to evolve. The changes should be understandable, based on solid needs 
and research, comfortable for all stakeholders. Everyone needs to be involved, including 
teachers, parents and students, especially students, who are the most affected yet least 
consulted group when change is implemented. This also involves a potentially dramatic 
change in schooling, as the emphasis shifts from a process based on inputs to one focused 
on outcomes. It is more likely that while outcomes will become the focus, and will therefore 
govern assessment and reporting, the changes in the organization and delivery of content 
and method will be modest.   
 
The integration of curriculum, teaching and assessment requires a shift from a transmission 
mode of instruction to a process of facilitation model that focuses on outcomes rather than 
relative performance. It places more emphasis on student responsibility for performance and 
learning and less on the teacher as the main holder of expertise. The unmistakable message 
about the introduction of OBL is that schools need to change, teaching must change and 
learning must change. The way teaching and learning are delivered needs to be rethought, 
and assessment must reflect the achievement of outcomes and the development of students. 
 
The Outcomes-based Learning (OBL) Project 
As we can see from the literature, the idea of OBL is far from new. This means that we can 
draw on past lessons and experiences when creating an OBL approach that will meet the 
ends of our students. At the Hong Kong Institute of Education, the English Department 
started an Outcomes-based Learning Project aiming at implementing OBL in the Bachelor 
of Education (English Language) programme. The Project period is from 2 September 2008 
to 31 December 2009, lasting for 16 months. It is conducted by the OBL Project Team 
which consists of five members from the Department, a project consultant, Prof. Tony 
Liddicoat from the University of South Australia, and a full-time research assistant. 
 
Project Objectives 
The Outcomes-based Learning Project has the following objectives: 

1. Help the Institute to work out a set of Generic Outcomes for all HKIEd students 
studying the Bachelor of Education (Hons.) Programme; 

2. Draft a set of programme level outcomes for the BEd (English Language) 
Programme based on literature review and surveys; 
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3. Carry out 2-3 case studies, building OBL into the teaching of 2-3 selected courses; 
4. Evaluate the effectiveness of the pilot study. 

 
Project Survey 
An outcome is a culminating, demonstration of learning and most people will agree 
culminating happens when a student exits the educational system entirely and we refer this 
as an ‘exit outcome’. The ‘exit outcomes’ express the broad educational goals toward which 
the schools design their programmes and reflect, cognitive, affective, psycho-motor and 
personal goals for learners. Based on the principle to ‘design down’, suggested by William 
Spady, we first conducted a survey to find out what qualities the prospective employers and 
colleagues think the freshly graduated English Language teachers need to have before 
designing the ‘exit outcomes’ of the B.Ed (EL) Programme. 
 
Design of questionnaire 
When designing the survey questionnaire, besides literature review, we also made references 
to the ‘Professional Standards for Accomplished Teaching of Languages and Cultures’ from 
the Australian Federation of Modern Language Teachers Associations (2005), the ‘National 
Standards for Foreign Language Education: Preparing for the 21st Century’ from the US 
Department of Education and the National Endowment for the Humanities and the 
‘European Profile for Language Teacher Education – A Frame of Reference’. By the end of 
October 08, with the advice from the Project consultant, the questionnaire (due to limited 
space, the full questionnaire is not included here) was finalized with 30 multiple choice 
questions, with 4 options (A: Most Important, B: Important, C: Less Important & D: Not 
important), which focused on the following areas: 
 
 English proficiency 
 Communication skills 
 Character & moral responsibility 
 Competence & professional excellence 
 Critical & creative thinking and problem-solving skills 
 Ability to make sound judgment and decisions 
 A global perspective 
 Social responsibility 

 
The above focus items were basically derived from the 4 “Cs” learning framework of the 
HKIEd: 
 
 Character & moral responsibility 
 Competence & professional excellence 
 Cultivation of wisdom and intellectual engagement 
 Civic-mindedness and social responsibility 

 
Conduction of survey 
In early November 08, 50 secondary schools and 50 primary schools in Hong Kong were 
randomly selected for sampling. Five copies of questionnaire with covering letters were sent 
to each school by mail and the respondents from each school included the school principal, 
one to two English Panelchair and two to three experienced English teachers, depending on 
the situations of the schools. A total number of 500 copies of questionnaires were sent to 
100 schools in Hong Kong. The respondents were given six weeks to complete the survey 
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forms and were asked to return them either via mail or fax by mid December 08. To ensure 
high return rate of the questionnaires, the research assistant did the follow-up work by  
making phone calls to the school principals to make sure they received the questionnaires 
and to seek their cooperation in the survey. Then, phone calls were also made to the English 
panelchairs to seek their cooperation and to remind them to pass on the questionnaires to the 
experienced English teachers. The most important of all was to remind them to return the 
questionnaires by the deadline in mid December 08. 
 
Data analysis and results 
By early January 09, 295 copies of questionnaires were collected, with a return rate of 59%. 
The respondents were from 42 secondary schools and 42 primary schools, constituting 84% 
of the selected schools. The next step was to conduct the data analysis. By using the 
software of SPSS, the percentage of total importance, the mean and the standard deviation  
of the 30 statements in the questionnaire were resulted. When comparing the top ten 
statements in these three tables, we may draw the conclusion that all the respondents mostly 
agreed that the freshly graduated English Language teachers need to: 

1. have knowledge of learner development appropriate to the level at which they teach 
and apply this knowledge in all aspects of their teaching. 

2. be able to use their knowledge of English language and culture in social and  
classroom contexts. 

3. tailor programs to best suit learners’ particular needs. 
4. cater for the diversity of abilities among their students 
5. encourage learners to accept responsibility for their own learning. 
6. scaffold learners’ learning and English language development through appropriate  

classroom interaction, negotiation, teaching strategies, activities, materials and  
assessment. 

7. be open to new ideas and developments in their professional work 
8. use their knowledge of English in order to promote learning in ways which are  

appropriate for learners in context. 
9. use a range of methodologies for languages and cultures teaching, taking into  

consideration the learners, the learning context, curriculum goals, and the aspect  
of language being taught. 

10. establish trust between teacher and learners which fosters an empathetic view of self 
and others. 

 
To our delight, the above findings mostly aligned with the existing programme aims of B.Ed 
(EL) Programme and these were used to inform the design of the Programme Learning 
Outcomes (POs) for the B.Ed (EL) Programme. 
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Developing the Programme Learning Outcomes (POs) of B.Ed (EL) Programme 
Upon completion of the Project survey report, the drafting of the Programme Learning 
Outcomes of the B.Ed (EL) Programme was conducted from February to March 09. At this 
stage, the drafting was based on: 
 

 results of the OBL Project survey  
 literature review of learning outcomes for English major programmes in different 

universities around the world 
 the existing programme aims of the B.Ed (EL) programme 
 the Institutional Generic Outcomes 
 Prof. Liddicoat’s list of possible programme level learning outcomes based on a 

review of all the outlines of the courses offerred in the programme 
 

When this was completed, it was sent to the members of the Department for review and 
comments. Meanwhile in early March, the Project team members met with the OBL 
consultants from Alverno College of the United States and sought their advice on the drafted 
POs. On receiving their comments, the drafted list was refined by the Project Team. Once 
again, the comments from the colleagues of the Department were sought and the amended 
list was sent to the Project consultant, Prof. Liddicoat for advice. During Prof. Liddicoat’s 
second visit to the Institute in mid April 09, the drafted POs was discussed and finalized in a 
meeting of the Project Team. At the end of April 09, the final version of the POs (Table 1) of 
the B.Ed (EL) programme was sent to the colleagues for their reference and further 
comments. 
 
Table 1: HKIEd BEd (EL) Programme Learning Outcomes 
Bachelor of Education (English Language) Programme Learning Outcomes 
 
Students who graduate with a B.Ed. in English Language from the Hong Kong Institute of 
Education will be able to: 
 
Subject Knowledge 

 PO-SK1: analyze and articulate the structures and functions of the English language 
system; 

 PO-SK2: critically appreciate and respond to English prose, fiction, drama and poetry 
from multicultural sources, and various genre features of print and non-print, and 
computer-mediated texts, spoken and written; and 

 PO-SK3: use appropriate spoken and written English to communicate in social and 
professional contexts. 
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Subject Professional Knowledge 
 PO-SPK1: use their knowledge of English language and culture in social and 

classroom contexts to promote English language learning in ways which are 
appropriate for learners in context; 

 PO-SPK2: apply theories of first and second language learning, and the underlying 
concepts of strategy use, learning styles and individual learner differences to promote 
English language learning in Hong Kong schools; and 

 PO-SPK3: exercise critical thinking and problem-solving skills for the professional 
development of their skills in curriculum design, planning, teaching and assessment. 

 
General Characteristics 

 PO-GC1: demonstrate awareness of the main ethical, moral, social and cultural issues 
related to teaching English in Hong Kong schools; 

 PO-GC2: recognize the importance of students’ home languages and language varieties 
and build on these as a foundation for learning English; and 

 PO-GC3: demonstrate a general knowledge of the changing English speaking world 
and of the world at large. 

 
 
After finalizing the POs, the Project Team also tried to map this with the Institutional 
Generic Outcomes (Table 2). Table 3 shows how the POs are mapped on to the Institutional 
Generic Outcomes.  
 
 
Table 2: HKIEd Generic Outcomes 

The Hong Kong Institute of Education 
Generic Outcomes with Examples of Descriptors 

 
 Problem Solving  

   Be able to:  
 Identify problems  
 Gather information 
 Analyze problems  
 Evaluate solutions  

 
Critical and Reflective Thinking  

 Apply critical reasoning to issues through independent thought and informed 
judgment  

 Evaluate opinions, make decisions and to reflect critically on the 
justifications for decisions  

  Be able to judge situations/actions/decisions  
 Be self reflective  
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Creative and Innovative Thinking  
�    Challenge new and old ideas  
�   Practice risk-taking  
�    Apply creative and innovative solutions to existing and emerging problems.  
�    Initiate or solicit new ideas, implement decisions and cope with uncertainties. 
�    Aesthetic appreciation and creative expression  
 
Ethical Understanding and Decision Making  
�    Demonstrate a knowledge and respect of ethics and ethical standards  
�    Be able to value and promote truth, honesty, and ethical standards.  
�    Can exercise initiative and responsibility, taking action and engaging others  

to make a positive difference for the common good.  
�    Treat people well  
 
Effective Communication  
�    Articulate and express one’s self  
�    Can express knowledge, ideas and opinions in their professional field, both  

orally and in written form, with confidence, fluency and clarity.  
�    Be able to engage effectively and appropriately with information and  

communication technologies  
�    Be able to actively listen and respond to the ideas of other people.  
 
Social Interaction Skills  
�    Build positive relationships with others  
�   Be able to interact effectively with others in order to work toward a common 

outcome  
�    Show capacity for tolerance and mutual respect of others, resolving conflict  

and the negotiation of outcomes.  
�    Demonstrate general human understanding including empathy, sensitivity  

and cooperation  
 
Global perspective and Multi-cultural Competence  
�    Show an understanding of social and civic responsibility  
�    Show tolerance for and appreciation of cultural and intellectual diversity  
�    Can function effectively and constructively in a global environment and in a 
            variety of complex situations.  
�    Be able to appreciate diversity of communication styles employed by  

individuals from different national and cultural backgrounds. 
 
 

Table 3: Mapping out POs with HKIEd Generic Outcomes 
 PO- 

SK1 
PO- 
SK2 

PO- 
SK3 

PO- 
SPK1

PO- 
SPK2

PO- 
SPK3

PO- 
GC1 

PO- 
GC2 

PO- 
GC3 

1. Problem 
solving 
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2. Critical & 
Reflective 
Thinking 

         

3. Innovation and 
Creativity 

         

4. Ethical 
Understanding 
and Decision 
Making 

         

5. Communication 
Skills 

         

6. Social 
Interaction 
Skills 

         

7. Global 
Perspective & 
Intercultural 
Awareness 

         

 
During the Staff Retreat of the Department held on 26 June 09, the Project Team shared with 
the colleagues on the rationale behind the drafting of POs and how to map the POs onto the 
courses of the B.Ed (EL) Programme. After the Staff Retreat, the Department colleagues 
were asked to complete the mapping of POs onto individual courses by the end of July 09. 
However, due to the term break, the changing teaching allocation and the uncertainty of the 
course allocation of the second semester of 2009-2010, only the mapping of POs onto the 
courses offered in the first semester of 2009-2010 was completed. 
 
Designing the Course Intended Learning Outcomes (CILOs) 
Courses for Pilot Study 
Among the courses offered in the Bachelor of Education (English Language) Programme, 
three categories can be identified: i) linguistic courses; ii) literature courses; and iii) 
methodology courses. When selecting courses for pilot study, the Project Team intended to 
have at least one course from each category. With the cooperation of the colleagues, four 
course coordinators had promised to join the pilot study. These four courses are: 

i) linguistic courses: “Introduction to Language Studies” & “Vocabulary Studies” 
(both conducted in the first semester of 2009-2010) 

ii) literature course: “Introduction to Literary Studies 1” (conducted in the second 
semester of 2009-2010) 
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iii) methodology course: “Secondary ELT methods 1: Developing Oracy Skills” 
(conducted in the second semester of 2009-2010) 

 
The process of designing the Course Intended Learning Outcomes (CILOs) 
The course coordinators of the piloting courses first needed to review the individual course 
outline before drafting the CILOs of individual courses. The basic principles underlying the 
drafting of CILOs are that the Programme Learning Outcomes (POs) must be addressed. At 
the same time, when designing teaching and learning activities, the CILOs also need to be 
addressed. Finally, the assessment tasks should align with the CILOs as well. 
 
When the course coordinators had finished the first draft of the course outlines, they had to 
map the POs onto the drafted CILOs to ensure there was an alignment between the CILOs 
and the POs. After that, they had a discussion with Prof. Liddicoat, the Project consultant, to 
refine the individual course outlines. During the discussion, Prof. Liddicoat would help 
review and give advice on the drafted course outlines, focusing on the alignment between 
the CILOs and the teaching and learning activities and the assessment tasks. Moreover, the 
rubric for assessment criteria for each assessment task was also discussed and the emphasis 
was that each assessment task should have specific assessment criteria. When the discussion 
was over, the course coordinators would make relevant amendments and finalize the 
individual course outlines.  
 
Having gone through the above process, the piloting course outlines can be used and 
distributed to the students so that they may have a better understanding of the intended 
learning outcomes of the individual courses, thus enhancing the effectiveness of teaching 
and learning. As an example, the following are the intended learning outcomes of one of the 
pilot courses ‘Introduction to Language Studies’: 
 
Course Intended Learning Outcomes (CILOs)  
Upon completing this module, students will be able to:  
CILO1 analyse and articulate the nature, structures and functions of English language as a rich and 

complex system (PO-SK1); 
CILO2 apply principles of language to the specifics of the English language system (PO-SK1); 
CILO3  demonstrate a clear understanding of the roles and value of different varieties of English 

and their uses (PO-GC3); 
CILO4  demonstrate high level of English academic literacy in speaking, writing and online 

contexts (PO-SK3); 

CILO5  work collaboratively in an effect way to develop English academic literacy and subject 
knowledge. (PO-SK3) 
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These CILOs have all been mapped onto different Programme Learning Outcomes, such as 
PO-SK1 or PO-GC3 (see Table 1). Through careful mapping, all the POs are reflected in 
different courses, and all CILOs contribute to certain POs. In this way, we can ensure that 
after completing all the courses in the programme, students will be able to achieve the 
intended programme learning outcomes. 
 
The adjustment of teaching and assessing strategies to align with the Learning Outcomes 
After finalizing the Course Intended Learning Outcomes, it is crucial that the teaching and 
learning activities are adjusted so that they help the students to achieve these outcomes. For 
example, if one of the learning outcomes of a course is collaborative learning, it is necessary 
to design activities such as group projects and group oral presentations. Likewise, if another 
learning outcome is to demonstrate high level of academic literacy, then it is crucial to ask 
students to carry out online and offline academic reading, write literature reviews, and carry 
out other activities related to academic writing, such as studying referencing rules. 
 
At the same time, the assessing strategies must also be revisited and if necessary revised so 
that they are aligned with the learning outcomes. In the past, when lecturers took the 
objective-oriented approach, it is often found that some of the learning objectives are not 
addressed by any of the assessment tasks. When taking the OBL approach, we need to adjust 
the assessment tasks to ensure that all the learning outcomes have been addressed by the 
assessment tasks to some extent. Without doing so, it will be highly problematic to show 
whether students have achieved certain learning outcomes by the end of a course. 
 
When constructing assessment tasks to align with learning outcomes, we followed a set of 
guiding questions and a number of steps, as illustrated below: 
 
Programme: B. Ed (English Language) 
Course: Introduction to Language Studies 
Which Course Intended Learning Outcomes will you work with? 

 CILO1  analyse and articulate the nature, structures and functions of English language as a 
rich and complex system; 

 CILO2  apply principles of language to the specifics of the English language system;  
 CILO4  demonstrate high level of English academic literacy in speaking, writing and online 

contexts; 
 

Step 1: Identify Components/ General Criteria 
 What does this outcome mean? 

 Application of theories in analyzing and evaluating multiple texts; 
 High level of English academic literacy; 
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Develop some general criteria that describe your expectations for student performance of 

this outcome. 
1. Clear articulation of theories; 
2. Critical evaluation of theories; 
3. Appropriate application of theories in analyzing and evaluating multiple texts; 
4. High level of English academic literacy skills. 

 
Step 2: Design an Instrument or Process – Use the GRASPS model (see below) 
 

 Goal: 
To obtain a clear overview of the study of linguistics through participating in a 
student-authored wikibook project; 
Gain high level of English academic literacy skills 

 Role: 
Students being the authors of an academic textbook, taking the responsibility of 
writing different chapters in groups based on the content of the course. 

 Audience: 
Group members will peer-edit one another’s section in the corresponding chapter; 
and present their chapter to others for comments. 

 Situation: 
Students need to carry out a careful literature review on an assigned topic through 
intensive academic reading, and write collaboratively chapters for an academic book 
together. 

 Product/Performance /Purpose: 
Well referenced book chapters based on course topics to demonstrate a clear 
understanding of linguistic topics and high level of academic reading and writing 
skills 

 Standards and Criteria for Success: 
See below 
 

Step 3: Develop Specific Criteria 
 Further refine the criteria from the GRASPS process, creating a single point, analytic 

rubric with either 3 or 4 levels of performance. Spell out typical things you’d expect to 
see at each level, leaving some room for additional issues that emerge. 
 

Inadequate Emerging Proficient Advanced
Omitted Omitted 1. Addressing the key concepts related to the course 

(CILOs 1 & 2). 
2. Demonstrating a clear understanding of topics 

Omitted 
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introduced in the chapter (CILO 1). 
3. Being able to apply theories appropriately in 

analysing multiple texts (CILO 2). 
4. Clear organization, introduction and conclusion 

(CILO 4). 
5. Accurate grammar (CILO 4). 
6. Following academic writing style appropriately 

(CILO 4) 
7. Clear understanding of the referencing system 

(CILO 4). 
 
Having designed or revised the assessment tasks, it is important to come up with a set of 
criteria which address the CILOs directly. It is also important that all the CILOs are 
addressed somewhere by the criteria designed for different assessment tasks. As a result, we 
can ensure that all the course intended learning outcomes are measured and evaluated after 
students complete all the assessment tasks. 
 
The above description is a brief account of how an OBL framework is developed at both 
programme and course level. Currently we are piloting OBL in a number of courses 
mentioned above, and the results of the pilot study will be reported in our next paper. 
 
Conclusion 
OBL is gaining popularity in many parts of the world, especially in the case of Hong Kong. 
What attracts the educators and the education policy makers is that OBL helps learners to 
focus on clearly defined learning outcomes, and they know what exactly they can do after 
completing a course. This makes learning more student-centred. For teachers, instead of 
focusing on what they want to teach, now they need to think from the learners’ perspectives 
and focus on how they can help the learners to achieve the intended learning outcomes in an 
effective and efficient manner. To implement OBL successfully, it is essential to first come 
up with a set of generic outcomes at the institute level, and then develop a set of programme 
learning outcomes which map onto the generic outcomes properly. At course level, it is 
important to design course intended learning outcomes based on the programme learning 
outcomes, and ensure that the teaching and assessing strategies are closely aligned with 
these course intended learning outcomes. These are all crucial preparation work before we 
can implement OBL successfully. At programme level, this process of restructuring the 
whole teaching and learning framework is very beneficial, as it helps the programme team 
see clearly what kind of graduates they are going to produce, and what measures they need 
to take in order to produce such graduates. At the same time, the students will know exactly 
what they can do after completing a prgoramme, and thus it helps them to make decisions 
more easily when choosing a programme, and after graduation they can demonstrate to their 
future employers the various learning outcomes they have achieved. This clarity of focus 
will guide us to further improve the quality of teaching and learning. 
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Abstract  

This paper presents an application of Augmented Reality for improving spatial abilities of engineering 

students. An augmented book called AR_Dehaes has been designed to help students to develop 

their spatial ability by using a collection of visualization exercises that are described in the following 

pages. These exercises are organized in five levels, proposing different tasks whose objective is to 

oblige students to create mental images of selected objects. Preliminary results of a validation study 

with Mechanical Engineering freshmen students at La Laguna University (Spain) indicate that this 

augmented reality training has a positive impact on students' spatial ability. 
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1. Introduction 

University teaching in Europe is currently immersed in a major process of change arising from the 

creation of the European Higher Education Area [3]. This process is not designed to lead to a 

“standardisation” of higher education in Europe, but rather seeks to create a common and 

comparable system among all European countries. 

The new teaching model entails a methodological change in education, shifting from a teacher-

centred model to one that places greater importance on the work of the student.  

According to this teaching model, the new Spanish engineering qualifications will have to provide 
students with “spatial vision capacity and a command of the techniques of graphic representation, 
using both conventional methods of metric geometry and descriptive geometry on the one hand, and 
by applying computer aided design on the other.” [4] 

These contents are considered a basic capacity to all engineering qualifications so the engineers 

should have a command of the principles and techniques of graphic representation and the CAD 

tools that nowadays support design activities. Also, it is important to note that it is the first time that 

the development of spatial vision capacity is explicitly cited in the new regulation of engineering 

studies in Spain. 

Developing spatial skills in engineering students is directly related with the professional success of 

their work [1] [2]. This capability can be described as the ability to picture three-dimensional shapes 

in the mind’s eye. Acquiring this skill can be done through an indirect process by means of 

Engineering Graphics subjects (this is a common approach in European universities) where students 

perform sketching tasks and, create and read orthographic and axonometric projections [5] [6]. 

However, there is another approach based on the development of specific training to develop spatial 

abilities [2]. 

The methodologies used to improve spatial skills may differ, depending on the area of application 

(pen and paper sketches, isometric sketching, multi-media platforms, on-line platforms, video games, 

virtual reality, augmented reality, specific software, physical materials, etc.). Contents such as 

descriptive geometry, orthographic views, three-dimensional modelling, etc, have been used in 

engineering in order to improve the spatial abilities of students [7] [8] [9]. 

In the following section, we describe the content of a didactic toolkit (AR_Dehaes) based on 

augmented reality technology. AR_Dehaes currently is under development, but preliminary validation 

with its first version shows that AR_Dehaes is an effective tool for developing spatial abilities in 

students. 
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2. Description of the didactic content.  

AR-Dehaes is a didactic toolkit that provides to the students a set of different kinds of exercises to 

train spatial abilities by means of an augmented book. 

The AR-Dehaes toolkit is composed by a software application, an explanatory video, a notebook and 

an augmented book. 

 The software application contains the three dimensional virtual models. These models will be 

visualized on the computer screen when fiducial markers are received by the webcam. 

 The explanatory video has duration of six minutes (Fig. 1). It explains the theoretical contents 

of orthographic views and freehand sketching. 

 The notebook contains questions and exercises that have to be solved by the students (Fig 

2). 

 The augmented book that provides fiducial markers of virtual three dimensional objects (Fig 

2). The students can turn, move or bring the notebook to the webcam. They will then be able 

to see different perspectives of the virtual model and complementary information for exercise 

resolution (Fig 3). 

 

  
Fig. 1 Screen explanatory video.   Fig. 2 Notebook and Augmented Book 

   
(a) (b) (c) 

Fig. 3 Students using AR_Dehaes (a), monitor screen (b),  projection screen (c). 
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The training is made up of five levels and each one has several types of exercises. 

Description of “level 1” exercises. 

Level 1 is designed for a two hours session.  In this level, the students have to identify surfaces and 

vertexes on both orthographic and axonometric views of a three-dimensional virtual object, which is 

created on the augmented book.  

Task 1.1. 
Identification of surfaces. Orthographic 
views.  

 

(10 exercises) 

   

Task 1.2. 
Identification of surfaces. Axonometric 
projection. 
 
 (10 exercises) 

  

Task 1.3.  
Identification of vertexes.  
 
(6 exercises) 
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Description of “level 2” exercises. 

Level 2 is also expected to be completed in two hours. In this level, the students have to identify 

orthographic views of the virtual three dimensional models from the exercise book. 

Task 2.1. 
Identification of orthographic 
views. 
 
(12 exercises) 

  

Task 2.2. 
Identification of wrong 
orthographic views. 
  
(15 exercises) 

  

 

Description of “level 3” exercises. 

Level 3 is dedicated to the identification of spatial relationship between objects. This is carried 

out by means of “recount” exercises, where students are asked to identify how many object are 

in touch with one selected. Also there are exercises about the selection of the minimum number 

of views to completely define an object. This level is expected to be completed in two hours.  

Task 3.1.  
Recount  
 
(9 exercises) 

  

2010 HICE Proceedings - Page 1623



Task 3.2. 
Selection of the minimum 
number of orthographic 
views to define an object.  
 
(10 exercises) 

   

 

Description of “level 4” exercises. 

Level 4 has greater difficulty than the previous ones. There are exercises where the students 
have to sketch a missing orthographic view, knowing two orthographic views of a model. In a 
second stage, using the virtual model as the only input, they have to sketch all the orthographic 
views. The duration of this fourth training session is two hours, as the previous ones. 

Task 4.1. 
“Missing view” exercises.  
 
(12 exercises) 

    

Task 4.2 
Orthographic views 
sketching.  
 
(10 exercises) 
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Description of “level 5” exercises. 
 

Level 5 exercises are the most difficult ones for students, because they require a greater 
level of spatial ability.  Students are provided with three orthographic views of each object, 
and they have to build in their minds the corresponding three-dimensional model and then 
draw a freehand perspective of it. Students have one hour to complete six exercises, 
without any virtual model help.  

Task 5.1. Perspective sketching. 
  
(6 exercises) 

 

 

Preliminary results and future work 

Preliminary results provided by faculty members that participated in a first validation study perceived 

a very positive and receptive attitude by students. Learning and teaching procedures have to evolve 

to take into account the high technological profile that most of students show when entering the 

university. In some cases, outdated teaching methods create a barrier for some students that are 

accustomed to interact with modern technological gadgets and computers. In the context of courses 

related to technical drawing and design, this represents a serious handicap to engage them in tasks 

based on classic pen and pencil exercises. Augmented reality is a cost-effective technology to 

provide students with attractive contents with respect to paper books, giving new life to classical 

paper and pencil exercises.  

Once developed a first version of AR_Dehaes, it is expected to carry out a validation and usability 

study in order to analyze the impact on this didactic content on a selected group of engineering 

students. The idea is to create a remedial course based on AR_Dehaes for those students with 

underdeveloped spatial ability, in such a way, that during the first weeks of the academic term, these 

students will receive specific training to develop their spatial ability, with the objective that these 

students reach a level in their spatial ability similar the rest of their classmates.   
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Abstract: The main purpose of this article is to describe the interaction process that took place in an English 
as a Foreign Language (EFL) classroom at a public high school in the province of Alajuela, Costa Rica. This 
article examines some theoretical background knowledge in regards to the interaction in the language 
classroom. The ethnographic method, which belongs to the qualitative paradigm, was used to conduct this 
study. Some of the techniques and the instruments used were the non-participant observations, the use of a 
questionnaire, interviews, and personal diaries. Triangulation was applied in order to make valid the 
interpretation, results, and recommendations. The study determined that the teacher- student interaction and 
student-student interaction is based on a question and answer pattern. The teacher regulates and limits 
students` participation through the use of different activities which do not stimulate meaningful learning. 
Students interact among themselves by using Spanish. The study also suggests to varying the classroom 
activities to enhance students` learning.  
 

Key words: INTERACTION/ ENGLISH/ HIGH SCHOOL/ ETHNOGRAFIC/ QUESTION AND ANSWER  
 
 
1. Introduction  

What do you consider of importance in order to develop a language class 
successfully? As a language teacher I believe it is a must to provide our students with the 
necessary input to let them develop their cognitive abilities to their best. I consider 
knowing our students and their interests an important aspect to be concerned about if we 
think on the nature of human learning. The teacher’s competence in the foreign 
language, the methodology, techniques, and activities educators use along the classes 
are of dramatic importance, too. More and more aspects related to the language-learning 
process could be added to the endless list of key components that play an important role 
in our classes and it would be needed more than one article to analyze them thoroughly. 
However, it is a good start for language teachers to state clearly the elements they 
consider essential to the learning process and the ones they should devote special 
attention to in an attempt to provide all learners with the best conditions to stimulate a 
successful teaching atmosphere. It is by combining the different elements mentioned 
above that teachers can limit the kind of interaction that occurs in the language 
classroom. When planning the language lesson, teachers should consider the possible 
methodology they will use, the technique they should apply as well as the specific 
activities they will introduce to cover a topic. Thus, a teacher might choose Total Physical 
Response Method by James Asher (1982), which is based on the listening and physical 
responding of students, to teach certain commands such as stand up, sit down, open the 
door, close the door, among others. Later, the teacher might consider the steps to follow 
as introducing one command at a time, having students listening observing the teacher, 
and later on, having them performed the commands, as well as giving others different 
commands to be performed, too. A game such as “Simon says” can be used as an 
activity to engage pupils in the process and to provide them with the necessary input to 
learn the language. Nevertheless, not all the methodologies, techniques, and activities 
language teachers use in the classroom promote an active participation of the learners 
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and an interactive process to assure the completion of the language learning 
successfully.  
 
2. Literature Review  

Human interaction has been defined as a process whereby two or more people 
engage in reciprocal action. This action may be verbal or nonverbal (Celce-Murcia, 
1987). Thus, for the purpose of teaching a language, teachers mainly focus on the verbal 
interaction or communicative interaction (Cummins, 1994) without separating the 
nonverbal interaction that is present at an early phase and which has been called the 
silent period (Ventriglia, 1992). In this sense, there is a certain misconception in regards 
to the silent period due to the fact that students are normally expected to take an active 
role in the language class and to show mastery of the language when they perform the 
commands or tests; however, if the students do not achieve the expected behavior, it can 
be misunderstood that the students are not acquiring the language. This can be one 
major reason to avoid paying attention only to elicited performance of students at an 
early stage during the language learning process but to the quality of the comprehensible 
input (Green, 1993) we are providing them with. This comprehensible input refers to 
understanding oral and written forms (Swain, 1986) of the foreign language and can be 
better understood by analyzing the Input ( Krashen, 1985).  

Another important issue related to our discussion deals with some of the factors 
that benefit or affect the students’ interaction in the language classroom. Among these 
factors we can mention the personality factors (Brown, 1980) such as the intrinsic or 
extrinsic motivation, self- esteem, empathy, anxiety, the extroverted and introverted 
students’ personality types (Manchur, 1996; Green, 1993 ), sociocultural factors as 
students’ attitudes (Champeau, 1989) as well as the culture within the classroom. In 1997, 
Xiao Haozhang found that one major reason why some students were able to monopolize 
the group discussions was related to the affective factors. While the introverted students 
remain quiet, the extroverted ones are likely to be talkative and learn better in this kind of 
discussions. Building upon the idea that “ human behavior relies on reciprocal interactions 
among thoughts and beliefs, behaviors, and environmental factors” (Shunk & Zimmerman, 
1997, p. 35), it is the teacher’s role to encourage the combination of these factors to 
facilitate knowledge.  

The interaction that occurs in the English as a Foreign Language ( EFL) 
classroom or English as a Second Language ( ESL) classroom is considered of great 
importance during the learning process.  

Merely putting students in groups isn´t enough. Student interaction needs to be 
structured to match instructional goals. In the ESL/ EFL classroom, developing 
proficiency in reading, writing, listening, and speaking the target language, as well as 
acquiring knowledge of culture, are core instructional goals. Student interaction also 
needs to be structured so that the many benefits of peer-interactive approaches can 
come about (Ilola, Matsumoto & Jacobs, 1989, pag. 12)  
Richards (1994) has pointed out that a considerable amount of time is used in the 
interaction process while learning a second language. Also, he has mentioned that “a 
great deal of time in teaching is devoted both to interaction between the teacher and the 
learners, and to interaction among the learners themselves” (Richards, 1994, p.138). 
Teachers spend hours during each school year trying to provide the students with the 
necessary input for them to be able to communicate using the foreign language. 
However, there is a large number of EFL classrooms (Norman and Sprinthall, 1990) 
which seems to be the remarkable participation of teachers and the considerable 
absentness of students interventions during the class.  
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Interaction can be described depending on the dominant type of interaction that is taking 
place in the English classroom (Celce-Murcia, 1989). Thus, we need to consider the 
teacher-dominated, teacher-centered, and student-centered classrooms. The teacher-
dominated classroom is the one where the teachers spend most of the time talking, and 
the students participation is very limited. The teacher-centered classroom is the one where 
the teacher is controlling the students participation through some classroom activities and 
students have the chance to participate. Finally, the student-centered classroom is the one 
where the students can participate more actively. Besides, they can direct and develop the 
classroom activities by interacting among themselves and where the teacher is a facilitator 
of the learning process. It is easy to distinguish the kind of interaction that is taken place in 
our classroom and label it under one of the three kinds briefly described earlier. This 
simple reflective action can help us avoid the controlled dominant practice developed by 
the teacher to promote a quality interactive process where the students and the teacher 
learn together through the use of a good selection of interactive class activities (Larsen-
Freeman, 1987; Ilola, Matsumoto & Jacobs, 1989).  

In the United States, researchers in the educational field have pointed out that in 
the last century most of the classroom activities relied on memorization by asking 
students to learn by heart without reflecting on the learning process. The difference 
between rote and meaningful learning (Ausubel, 1968) is significant and a central topic to 
discuss when attempting to improve the teaching process.  

That is rote learning involves the mental storage of items having little or no 
association with existing cognitive structure… Meaningful learning, on the other hand, 
may be described as a process of relating and anchoring new material to relevant 
established entities in cognitive structures (Brown, 1980, p. 79)  
A study of classroom interaction (Norman and Sprinthall, 1990) further substantiated 
question- and- answer as the predominant approach to teaching in this country. Research 
studies carried out few years ago (Norman and Sprinthall, 1990), in high school and 
elementary - school classrooms from kindergarten to sixth grade, demonstrated that the 
interaction patterns in the classrooms have not changed much in relation to the interaction 
that used to occur almost a century ago. The first two assertions obtained by the study of 
classroom interaction showed that teachers did most of the talking (70 %) and that their 
talk consisted of questions. In 1978, Carol Harmatz carried out another study about 
interaction in the language classroom which suggested that probably most language 
teachers are aware of the danger of talking too much and feel they are reasonable 
conscientious in avoiding this and striving continually to stimulate student utterances. Yet, 
in our investigation, teachers produced about two- thirds of all utterances in class ( 
Baddock, B.J., & Flagg, L.M., 1983, p. 30).  

One of the very interesting aspects that affects the interaction in the English 
classroom is been called the teacher’s interaction zone (Richards, 1994). The teacher’s 
interaction zone is explained as the state when teachers give consciously or unconsciously 
more chances to some students to interact than others. Thus, the teacher’s action zone is 
specified by those students with whom the teacher normally enters into eye contact and 
the ones to whom the teacher addresses questions. Also, these students usually take an 
active role in the language class.  
 
3. Ethnographic Method  

Qualitative research has provided guidelines on how to proceed (Nunan, 1997; 
Crabtree and Miller, 1992) through the development of a research by collecting the data 
and analyzing it inductively as a way to understand the situation the researcher is 
studying. The qualitative paradigm in order to study has different methods to develop a 
research. In this exploratory study, the ethnographic was has chosen the ethnographic 
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method (Spradley, 1979; Agar, 1980) , which belongs to the qualitative paradigm, to study 
interaction in the English as a Foreign Language classroom. Some of the techniques and 
the instruments used were the non-participant observations, the use of a questionnaire, 
interviews, and personal diaries.  

According to Fetterman (1989) questionnaires are the most formal and rigid form of 
exchange in the interviewing activity. When a person fills out a questionnaire, there is no 
verbal exchange or clarification with the researcher. Thus, he has pointed out that 
interviews is the ethnographer’s most important technique for gathering data. Interviews 
explain and put into a larger context what the ethnographer sees and experiences. Indeed, 
it requires verbal interaction and language is the commodity of discourse.  
 
3.1 Research Method  
3.1.1 Participants  

This study was carried out in one ninth graders group at an academic public high 
school in the province of Alajuela. This study involved a total of 33 students: 16 male and 
17 female students.  

In any qualitative research, the inquirer has to get access to the school and the 
classroom as well. Access to schools and classrooms is not something that one can take 
for granted (Eisner, 1991, p.171). Thus, the researcher asked the principal and the 
English teacher for permission to develop this study. The inquirer explained the purpose 
of the study and the way it was going to be achieved. This study was conducted during 
the month of April, 1999. 

  
3.1.2 Techniques and instruments  

Since the purpose of this study was to describe objectively the interaction in this 
EFL classroom, it was important to use reliable methods to collect the data. According to 
Elliot W.Eisner (1991) objectivity is to see things the way they are. To see things the way 
they are is to experience or know them in their ontological state. This is called ontological 
objectivity, or veridicality. In the best of all worlds, we seek veridicality in both perception 
and understanding (Eisner, 1991, p. 43)  

The techniques applied were four: observing, interviewing, questioning, and note-
taking. The instruments used to develop this study were chosen by the researcher 
according to the needs of the students. Some of the instruments used by the researcher 
were pencil, paper, questionnaire format, observation diaries, tape recorder, and a 
camera.  

The first technique used was observation specifically -participant observation 
(Montero-Sieburth, 1993). The group was observed six different times. The amount of 
time for each observation varied from forty to eighty minutes. These observations were 
carried out on Tuesdays and Fridays. Special attention was paid to the interaction 
between the teacher - students, and students - students. At the same time, the 
researcher used the note-taking technique (Agar, 1980) to write down some important 
comments about what was happening during the class period.  

Later on, the questioning technique was applied to collect information from the 
students and the teacher about the way they interact. Six students were asked to answer a 
questionnaire to provide information related to the interaction process. These students 
were chosen by the inquirer according to their academic achievement in the English class. 
Two of these students showed a high proficiency level of the target language. Two other 
students showed an average mastery of the language. Finally, the last two students 
showed a significant need to improve their skill in the study of the foreign language. 
Finally, the teacher was interviewed informally in his work.  
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Triangulation (Eisner, 1991) was applied in order to make comparisons and 
assertions about the interaction in the English classroom. As it is well known, triangulation 
makes valid the results, interpretation , assertions, and recommendations that the inquirer 
will state. Thus, for the purpose of this study, the data collected through the application of 
the techniques was classified in patterns and divided into three different results from the 
observation, the questionnaire, and the interview.  
 
4. Results  

This section will present the data collected through the observation, questionnaire, 
and interview. The first part will enclose the results of the observations carried out. Then, 
the results of the questionnaire given to the six students will be presented in part two. The 
third part will contain the results of the interview of the English teacher.  
 
4.1 Observation results  

The observation gave the inquirer a view of the way the teacher and the students 
interacted. However, the researcher sometimes asked the teacher questions in regards 
to the class development. The questions were asked during certain moments when the 
teacher would approach the inquirer. At the same time, the teacher approached the 
inquirer to comment on the kind of activity she was developing. Among the most 
important outcomes derived from the observation are:  

 1. The English teacher called on the students sitting in the middle and the back of 
the classroom more often than the ones to the right and left.  

 2. The teacher called on the students who master the language a little more than 
those students who were trying to “catch up” with English.  

 3. Teacher - student interaction was done through questions and answers.  
 4. The teacher addressed the whole class or individuals to answer questions.  
 5. The teacher usually paid attention to the students who stood often during the 

class and to those who walked around the classroom.  
 6. The teacher did not interact with the students who were talking and misbehaving. 

For the purpose of this study, talking means exchanging information not related to 
the English subject.  

 7. Most of the students participated in the English class when the teacher called on 
them but few students volunteered themselves to participate.  

 8. All the students used Spanish to communicate with the teacher when they asked 
something or made a comment.  

 9. The teacher normally dominated the interaction within the classroom as well as 
the choice of activities.  

 10. The teacher called on students by using a group list.  
 
4.2 Questionnaire results  

A questionnaire with 12 items was applied to six students. The inquirer took the 
information which was relevant according to the research question about interaction. In 
this case the questionnaire was applied because of the difficulty of interviewing the 
students. What follows are the patterns obtained as a result of the questionnaire.  
Patterns  

 1. Students said it is important to learn English.  
 2. Students stated it is more important to learn how to speak English than to learn 

how to write it.  
 3. Students affirmed that the teacher usually brings games and different activities to 

the English class.  
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 4. Students preferred the activities in which they could interact among themselves.  
 5. Students mentioned that their relationship with the teacher was appropriate in 

other words “normal“.  
 6. Most of the students said that the teacher sometimes took them into account to 

participate.  
 7. Some students pointed out that their participation in the English classroom is 

very active. Other students affirmed their participation passive.  
 8. All the students wanted to participate more in the English class.  
 9. All the students wanted the English class to be more active that it was until that 

moment.  
 
 
4.3 Teacher’s interview results  

Throughout the development of this study, the teacher was asked questions 
related to the classroom interaction. The interview was carried out at the end of the 
observation period in order to wrap up with very important information. No recording was 
used due to the fact that the teacher did not want to be recorded.  
Assertions  

 1. The teacher stated that the group is clearly divided into small subgroup which 
influences negatively the way students interact and the way they learn. In other 
words, students whose academic achievement is excellent interact among 
themselves, giving few or none opportunities to exchange information and interact 
with other students whose academic achievement is not that good.  

 2. The teacher consciously interacted more often with those students who sit in the 
back of the classroom as well as the students sitting at the far right and left of the 
classroom.  

 3. The teacher affirmed that the students who sit in the back try to avoid 
participation. That is why he calls on them very often.  

 4. The teacher asked students questions to check if they understood what had 
been taught.  

 5. The teacher brought different interactive activities to have her students 
interacting among themselves. Some of these activities were different games, 
puzzles, songs, and videos.  

 6. Some activities required students to interact among themselves. Some others 
required them to interact with the teacher. Also, students had to work on a task 
individually and then shared what they previously discussed with the rest of the 
class.  

 7. The teacher mentioned that her relationship with the students is good.  
 8. For the most part, the interaction that took place in the English class is between 

the teacher and the students. It sometimes occurred among students only.  
 9. The teacher asserted that she had to direct the English class by asking many 

questions in order to check if the students were understanding what was being 
taught.  

 10. The teacher said that using a lot of activities in the English classroom would 
take too much time and she needed to cover some units every term.  

 11. The teacher liked to interact with all the students, but sometimes she paid no 
attention to the students who are misbehaving.  

 12. The teacher used the group list to call on the students as a way to interact with 
them.  
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5. Analysis of the results  
The analysis states clear information that can contribute to the enrichment of the 

teaching and learning process in English language classrooms. The patterns of analysis 
shown below are based on all the information gathered through the observations, the 
questionnaires, the interview, and note-taking.  
Patterns:  

 1. The teacher interacted with most of the groups by asking and answering 
questions. She also used games, conversations, dialogues, puzzles, and songs. 
However, she hindered use of a wide variety of activities because of time factors.  

 2. The students were motivated to learn English because they believed it was very 
important for their lives. Also, they considered the teacher provided interesting 
activities that involve them in the learning process.  

 3. The students interacted with the teacher individually; however, they sometimes 
had the chance to interact among themselves.  

 4. The teacher’s action zone included the back seats as well as the right and left 
row seats.  

 
5.1 Recommendations  

This study describes the interaction that occurred in a group of ninth graders at a 
public high school. Some reasonable implications of the findings in this study for all EFL 
teachers in Costa Rica are offered.  
1. It is necessary to provide opportunities to interact with the teacher and students. If 
teachers want to avoid a teacher-dominated classroom, they have to reorganize the 
activities developed in the classroom. It would be convenient to orient the language 
classroom to cooperative learning groups (Jeffrey, 1984; Richard-Amato, 1988; Jacobs & 
Hall, 1994), collaborative groups (Damon & Phelps, 1988), and peer interactive learning 
activities. Throughout the use of activities such as brainstorming and problem-solving (Al-
Arishi, 1994), role play, simulations (Hyland, 1993), and discussion, among others, we will 
motivate students to learn in a more engaging way. This kind of activities can provoke a 
very positive attitude towards language learning since they resemble real life events and 
stimulate critical thinking skills. However, it is the teacher’s role determine when and how 
to use these activities. Another useful technique to promote active students` participation 
is to learn all of the students` names (Celci-Murcia, 1989). This may be a very difficult 
practice to follow if we take into account there are around 30 to 40 students in each 
classroom at public high schools in Costa Rica although it is not an impossible task to 
achieve.  
2. This study highlights the importance of reflecting upon the teacher’s role and students` 
role in the language classroom. While teachers should be facilitators of experiences and 
knowledge, students should be active constructors of their knowledge. The idea is to 
reflect upon what Pablo Freire (1970) once described as banking and libertarian 
education.  

Banking education involves the act of depositing. The student is an empty 
depository and the teacher is the depositor. The students receive, memorize, and 
repeat. There is no real communication. The role of the student is a passive one, a 
sort of disengaged brain. On the other hand, in libertarian education the teacher and 
the students are partners (Richard-Amato, 1988, p. 33)  

3. Teachers should avoid the question and answer pattern as a way of checking 
students` progress. Rather, they should look for some performance assessment 
techniques ( Rudner & Boston, 1994) such as group projects, oral presentations, 
constructed-response questions, demonstrations, simulations, debates, among others, 
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that can be used to encourage students construct meaningful learning experiences while 
applying critical thinking skills. Asking and answering questions limits interaction in the 
language classroom since there is no further commentary about the topic. Having 
students asking and answering questions does not assure they are learning or acquiring 
the language for they are following a routine and still do not understand the use of the 
grammatical structure.  
4. Time is an essential part of the learning process all teachers have to learn to deal with. 
Most of the activities that involve active participation among students use up a lot of time. 
Thus, language teachers need to reorganize the classroom activities so that they make a 
good use of time . Little by little, teachers can include activities such as role plays, 
information gaps (Larsen-Freeman, 1987), cooperative learning groups, small group, and 
pair work. These activities can be used not only to present a topic but also to assess 
students’ progress. 
5. Students must be persuaded to interact positively and effectively in the language 
classroom. As seen in this study, most of the students felt motivated about learning 
English which is one major advantage for them to acquire new structures. “It is 
recognized that students’ feelings and attitudes can promote or deter language learning. 
As a result, teachers attempt to create the kind of environment in which the possibility of 
negative affect arising is minimized” (Larsen-Freeman, 1987).  
6. It is essential to remind teachers to make error-corrections (Hahn, 1987; Klassen, 1991) 
in a very careful way so that the students feel comfortable at the remarks made by the 
teacher and not frustrated at the attempt to use the target language. It seems sometimes 
that students are afraid of making errors and so they do not risk to participate.  
7. Language teachers must reflect upon improving their knowledge of the all aspects 
related to the teaching of English (Prodomou, 1991). To accomplish this, teachers should 
work together to gain hints from colleagues to solve problems and plan different research 
projects to study learners and attitudes.  
 
6. Conclusion  

As language teachers, we usually center our attention toward providing 
explanations while the students remain in silence. During a language class, many 
language teachers might have felt that they spent a considerable amount of time doing 
the talking and encouraging the students to participate rather than listening to students 
and helping them to cope with their weaknesses.  

Teachers need now to be more conscious of the usefulness of applying and varying 
different teaching methodologies, techniques, and activities to promote students' active 
participation. Based on recent studies (Tsui, 2001) on students' interaction learners' 
participation increases when pair work and group work tasks were assigned. This kind of 
activities help students exchange information to obtain comprehensible input while they 
are engaged in constructing meaningful experiences to achieve academic success. 
There are many activities teachers can use to lower students' affective filter (Krashen, 
1981) and help them learn. Some of these activities were mentioned in this study, but it is 
the educator who, based on the students' abilities, needs, and interests, will choose the 
ones that apply to students' situation.  

Science helps us to be informed in contributing to our understanding of learning 
and of  

language, but it is the artistic aspect of teaching that requires us to uniquely interpret and 
apply the scientific information in making choices for any given situation (Larsen-
Freeman, 1987, p. 9)  

Although this study determined serious deficiencies in the language classroom 
which refer to the teacher-dominated classroom, question-answer interaction patterns as 
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well as the use of a few interactive activities to foster a non-threatening environment, 
positive teacher's attitude can help diminish the weakness found. A reflective teaching 
approach (Arnold, 1991; Al-Arishi, 1994) would give language teachers hints to overcome 
the everyday problematic situations they deal with in the classroom. Once teachers are 
conscious of the way they are carrying their teaching, they will be able to make the 
necessary turns to bring the ship back to shore.  
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Abstract (Introduction) 
Globalization has been an international buzzword for a number of years, always 
associated with the demand for economic growth and the increasing 
interdependency of the developed industrial countries. Globalization should also 
become a buzzword in higher (teacher) education. While a lot of programmes require 
the student to spend some time abroad, there are still all too many which do not.  
As the president (vice-chancellor) of a German University of Education, I would like to 
make a plea for more international and intercultural learning in higher education. In 
many countries, those students who study a foreign language are requested or even 
required to spend at least three months abroad in the country of their language. But 
that still means that the vast majority of students miss out on the experience of the 
foreign country, of the foreign university system and – above all – of the foreign 
language. Learning at least a bit of a foreign language and spending some time in a 
foreign country not only invaluably broaden the students’ horizons and help them 
become more independent, mature individuals, but also make them better aware of 
their own culture in an international context. 
 
Globalisation  
There is no area in everyday life that does not feel the impact of globalisation. This 
concerns politics and economics just as much as fashion, sports, the media, 
computers and, perhaps most importantly, the Internet. Globalisation in the field of 
economics has been fought in massive demonstrations around the world, whenever 
international summits occurred. Globalisation in the media is, however, perhaps even 
more present in our everyday lives. Media coverage connects us world-wide to 
centres of conflicts, to wars and natural disasters. But does this mean that people 
understand each other better, that they really learn about different peoples’ 
assumptions, beliefs, values, that they are informed about what constitutes their 
religion and religious convictions? Probably not. 
Just as people are connected with the world through media coverage they are – 
maybe even more so – linked to the world through the Internet. The Internet gives us 
the illusion that there is nothing in the world that is not immediately accessible or 
available. No area of information is exempt. Whatever information we need, we surf 
the net. But do we really understand the ideology behind some of the information? 
Let me give an example: Germany is highly sensitive to right wing extremist 
propaganda, understandably so because of the Hitler era and its extremist right wing 
regime. Right wing parties are closely observed in Germany to monitor whether they 
violate the German constitution. But in other countries right wing extremists may 
freely publicize and propagate their racist ideas on the net, and this information is of 
course accessible in Germany too, much to the concern of politicians and others. 
This can easily lead to mutual distrust and misunderstanding about the freedom to 
propagate racist and – in German eyes – politically dangerous contents of this kind.  
Another brief example: Airports and big cities around the world have come to look 
more or less the same these days: the same chain stores (clothes, shoes, 
entertainment, to name but a few) wherever you go and a decline in any kind of 
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individuality in appearance. But this sameness on the surface should not deceive the 
tourist or business visitor to assume that underneath the surface differences in 
mentality and culture have disappeared. These are just two examples of many that 
demonstrate how much globalisation has increased our need for an intercultural 
understanding that cannot develop out of nothing: the need for intercultural education 
is greater than ever. 
 
Intercultural Education 
Intercultural education is receiving wide interest and has become a buzzword in all 
fields of education in Germany. Intercultural teaching and learning are concerned 
with the fact that each country, each ethnic group, each people have their own 
history, their own culture. The understanding of culture is a very broad one here and 
covers more than what is generally accepted, namely literature, music, fine arts and 
the philosophy of a country. It has come to cover a people’s or country’s or ethnic 
groups’ assumptions, beliefs and values as well as the way these are expressed in 
everyday life. These are much harder to grasp than the areas just mentioned. It has 
been suggested that literature, music and fine arts as related matters and visible 
cultural manifestations of a people are referred to as “objective culture” or “Culture 
writ large” (Bennett, 3), whereas assumptions, beliefs and values are referred to as 
“subjective culture” or  “culture writ small” (ibid.).   
Of the various models suggested by Robert Gibson in his book International 
Business Communication, namely the “iceberg, onion and tree” models (16 f.), I think 
the iceberg model is the most useful: manifest cultural aspects like literature, music, 
fine arts, behaviour, clothing, food make up the visible part of the iceberg, which 
accounts for only about 1/7 of the total iceberg, but meanings, beliefs, attitudes, 
values, which are just as, if not more important,  are below the water so to speak, and 
make up 6/7 of the iceberg. This metaphor is a very powerful one because it 
illustrates how much of any people’s culture is in point of fact invisible. And this may 
help clarify how easily misconceptions are formed and misunderstandings occur. 
Language is our tool to communicate with other people. And here English has 
become the global lingua franca. That means that English-speaking people move 
around the entire world using their mother tongue, whereas non-English speaking 
people avail themselves of some kind and degree of English to communicate with 
other people who speak English either as their mother tongue or also as their second 
or foreign language.  
The problem here is that a language is not just a tool for communication, but more 
importantly, a “system of representation for perception and thinking” (Bennett, 13). 
Our view of the world, our concepts and categorizations are formed by our language: 
it shapes and directs our view of reality. Thus using English as a foreign language we 
may be able to communicate on the surface, but underneath our view of the world, 
which is represented in our mother tongue, guides our way of thinking. And this 
overlay of two conceptual worlds cannot help but lead to misunderstandings, when 
we use an English term which in our own language has very different connotations. A 
relatively harmless example is university academics trying to share their experiences 
with teaching formats: they may use the words “lecture, seminar, course, class, unit” 
and each may contain different schemata for the speakers, which elude the listeners. 
Or do we speak of “tertiary”, “post-secondary” or “higher education”? Each concept 
may have a slightly different meaning depending on the educational system. If the 
people involved realize at all that the connotations attached to the words mentioned 
differ widely, at best laborious clarifications ensue. If not, they are talking about two 
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different things without realising it. It is an awareness of these differences that is vital 
for intercultural education.  
 
Intercultural Learning in Higher and Teacher Education 
Can higher and teacher education do without intercultural learning? I don’t think so: 
with more and more international mobility and with academics having business and 
other contacts throughout the world, it seems to me absolutely mandatory for 
students to learn about other cultures. Within Europe, crossing borders is a matter of 
course, perhaps with the exception of Britain, which still prides itself on its position 
somewhat apart from the other European countries and still explicitly differentiates 
between Britain and Europe.  
In 2010, crossing borders in Europe no longer involves different currencies with the 
Euro being legal tender in many western European countries, but it still means 
another language and above all another culture. In spite of the political process of 
growing together and the political intentions of making Europe a unified confederation 
of states, difference in cultures do and will and should prevail. And that means 
visitors have to acknowledge that everyday life may be different: everyday behaviour, 
traffic morale, public transportation, tipping in various places, habits of greeting, 
habits at meals, the meals themselves may be different. Some of these are 
mannerisms, which are beautifully described and commented on by Peter Collett in 
his book Foreign Bodies. A Guide to European Mannerisms. His thesis is: 
“Mannerisms are important because they form the basis of social exchanges that 
take place between people, and because they can very easily give rise to 
misunderstandings between people from different cultures.” (1) 
Let me give two examples, both about German behaviour as perceived by other 
nationalities. A couple of years ago I listened to a radio programme, in which 
Americans in Berlin who had been living in Germany for a long time were 
interviewed. An American woman said: “When you are invited to dinner in Germany, 
make sure to be there on time, better 5 to 8 instead of 5 past 8. Germans want you to 
be punctual.” 
Another example – also from a radio programme - is the observation of an Italian 
journalist, who had also been living in Germany and had written a book about the 
Germans. He complained in a humorous way about the Germans’ behaviour at 
cashiers in shops, who took painfully long to count out their copper coins in order to 
pay the correct price, whereas he – at pre-Euro times with the Italian lira in mind – 
was used to paying in notes not caring about coins. He therefore berated what he 
perceived to be German small-mindedness. These days – I hasten to add – this 
journalist would think twice about handing out Euro bank notes as freely as he once 
did lira.  
What is behind these observations is the notion of clichés, which may become 
prejudices. Clichés form easily about other peoples’ outward appearance, behaviour, 
language and manners. They may become prejudices when they develop into 
general verdicts on an ethnic group. They may be positive, but it is usually a lot more 
likely that they are negative. Prejudices, once formed, are hard to eradicate, and 
experiments in social sciences have shown that even first-hand information or films 
can help overcome prejudices only for a brief period of time; then the old prejudices 
will prevail again. When I broached this subject with my students in a course, they all 
vehemently denied having prejudices at all. They each prided themselves on a totally 
unprejudiced mind, because they knew that they – as students of English – should 
free themselves of any negative attitudes about other ethnic groups. It required quite 
an effort in an awareness-raising process to make them realize and acknowledge 
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that all human beings have their prejudices and need cultural generalizations in order 
to systematise or compartmentalise all the many impressions made on them. We can 
virtually not live without generalizations because they are part of our tools for coping 
with this multitude of impressions and experiences. 
Being aware of one’s clichés and prejudices makes one a lot more careful when 
dealing with foreigners. Another example: Germans, when invited to dinner or to a 
party, tend to bring their host some small gift such as a bottle of wine, flowers or 
some sweets. When my husband and I were first invited by friends in Australia, we 
did not know if that is the case in Australia too. So we brought boxes of Germans 
chocolates, with the apology that this is a habit and thought polite behaviour in 
Germany. We were glad to learn that the sweets were highly welcome, but we felt it 
necessary as Germans to give some sort of explanation for our behaviour. 
All of this should play some role in higher and teacher education. The idea cannot be 
to learn about the idiosyncrasies of the Americans or the French or the Australians, 
but to learn about manifest as well as subtle differences in human behaviour, in 
assumptions, beliefs and values inherent in an ethnic group. Nowadays there are 
numerous publications describing and actually teaching ethnic and cultural 
differences. The US American publisher Intercultural Press in Yarmouth, Maine is 
specialised in publications which centre on such differences and how to overcome 
them. One field is differences in business negotiations. The Japanese have a 
different negotiation style from the Americans, the Americans differ from the 
Germans, and the Germans differ from the Spanish. Knowing about and 
acknowledging these differences can contribute to the outcome of the negotiations, 
and that holds true for success just as well as for failure.  
But intercultural learning is more than just that. It is the awareness of the inherent 
difference in peoples and acknowledging the fact that I may not know enough about 
a partner or visitor to do him or her justice. It is the inherent acknowledgement and 
tolerance of differences, it is the awareness that I may behave somewhat 
unorthodoxly in some situation or – by the same token – perceive my foreign 
partner’s behaviour or comments to be somewhat unusual or unexpected. I cannot 
be expected to change my behaviour completely or totally adapt to the others’ views 
or ideas, but there should be mutual acknowledgment of the otherness of the other 
person. What is the most effective path to grasping this “otherness”? One is learning 
at least one foreign language. 
 
Foreign Languages 
Most students who enrol for higher education programmes will have had one foreign 
language in secondary school. For this group of German secondary school students, 
two foreign languages are mandatory with English taking the leading role across the 
country. Most students also learn French, some learn Latin, a few ancient Greek, and 
more and more students learn Spanish, which is in the process of overtaking French.  
There are small countries in Europe like Luxemburg, where three languages are 
learnt on an average, or others like the Netherlands or Sweden, where at least two 
foreign languages are learnt at school. The reason is obvious: the smaller the country 
is, the more the need for foreign languages is felt in order for the inhabitants to make 
themselves understood and to ensure a voice on the international stage. 
Conversely and sadly, but perhaps understandably, it seems to be especially the 
English speaking countries where foreign languages play a minor to even marginal 
role in high school. The consequence is that students who have graduated from high 
school and go on to university or some other institution of higher education have 
never really learnt a foreign language. The necessity to learn one seems very low in 
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view of the fact that they can watch TV programmes with countless politicians or 
leading figures in economics, the fine arts or other walks of public life who speak 
enough English to give interviews and bring their messages home to the interviewer 
or audience at large. In the eyes and ears of the viewers, the illusion may persist that 
the whole world speaks English, and so there seems to be hardly any point in 
learning another language if one is a native speaker of English. The temptation is 
great to assume that all these speakers of English as a second or foreign language 
know enough about the natives’ culture or rather cultures (English, Irish, US-
American, Canadian, Australian etc.) to avoid cultural blunders. This somewhat naive 
assumption is based on that 1/7 of the iceberg above water. 
If we remember the other 6/7, we realise that at least one foreign language should be 
learnt by every student who enrols for any University programme, or rather, should 
have been learnt before entering University. I talked to an Australian Frenchman and 
language instructor at Edith Cowan University in Perth, WA who told me that German 
is in his eyes the most underrated foreign language in Australia, given the economic 
and cultural power of the country. In the whole of Perth with around 1.6 million 
inhabitants and more than 30,000 people of German origin, there are 39 high schools 
that teach French, but only 8 where German is taught.  
Edith Cowan University, the largest teacher training University in WA with around 
23,000 students, has a French Department, but not a Department of German.  And 
this colleague went on to say that the university gives bonus points to students who 
come to his programme with one foreign language, which means that they start the 
programme at post beginners’ level. He would really like to see one foreign language 
firmly established in every high school as part of the mandatory programme. In a mail 
he wrote: “Our bonus is simply a temporary measure for our high school students in 
WA because languages are basically options here, and there is little incentive for 
them to learn another language. Our high school students are not on a level playing 
field with other countries in the world as they are essentially monolingual.” 
By the same token, a school choir of an independent school in Perth came to Europe 
in July 2009 on a tour to Germany and Austria to give concerts, and they started at 
my University. After returning home they asked their principal who had accompanied 
them to introduce German at their school. 
Whoever has learnt a foreign language knows not only about the language learning 
process and that it takes some time and, indeed, effort, but, more importantly, learns 
about a foreign culture. Since our language determines our views of reality, learning 
another language offers opportunities to put on a different pair of glasses, so to 
speak, and look at “reality” or whatever we take for it, with fresh eyes. Our language 
determines our social contacts, how we establish them and keep them up. Learning 
another language opens up new horizons, offers new ways of interacting, of 
socializing, of communication. This holds true even for neighbouring states. Learning 
another language offers the first and most important opportunity to find out about the 
differences in peoples, to acknowledge the fact that one’s own view of the world is 
just one of many possible ones, and, consequently, to put it and thus oneself into 
perspective. This seems to me to be a prerequisite for teachers these days who more 
often than not have students from multiple ethnicities in their classes. 
 
Courses in Intercultural Learning 
Varying views of the world can themselves be the object of scholarly investigation 
and discourse, which opens the field of formal intercultural learning. Courses in 
intercultural learning can help develop an awareness of two possible ways of 
behaviour: adaptation and assimilation. 
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Adaptation is the process “whereby one’s worldview is expanded to include 
behaviour and values appropriate to the host culture” (Bennett, 26). Adaptation 
therefore means a broadening of one’s views, an enrichment that would not be 
possible to develop without any contact to people from other countries or contact with 
other countries, for that matter. 
Assimilation, on the other hand, “seeks to replace one’s original worldview with that 
of the host culture” (ibid.). Both reactions may constitute parts of a process by which 
a person reacts to another culture, and both make an impact upon that person’s 
identity. It is the idea of questioning one’s own identity, one’s attitudes, beliefs and 
values that can open a person to intercultural learning experiences. All this does not 
mean giving up one’s own identity; it is the awareness that counts. And this 
awareness-raising for interculturalism, for cultural differences can and should be 
taught at university level, not by way of theoretical lectures, but through stages of 
experiential learning.  
Intercultural learning does not mean that one completely adapts one’s habits and 
views to the foreign country to which one may be going, but that one is aware of the 
similarities and, above all, of the differences, and acknowledges them, like some 
French colleagues did at my university, when they came for a one-day conference 
and we had lunch together. I had selected the meal and the wines carefully, all of 
which they dutifully praised at the end, but – with a twinkle in their eyes - said they 
had missed the baguette. 
 
International/Overseas Experiences, International Practicum 
The logical consequence of the two desiderata mentioned above is a mandatory stay 
abroad as part of any undergraduate programme. This, I understand, is already the 
case with a lot of business study or dual degree programmes, but not in teacher 
training programmes. And it is still only a fraction of all students enrolled who actually 
stay abroad for studying purposes for three months or longer. Learning a foreign 
language has to have a purpose, just as an intercultural course does. So both should 
naturally lead up to a stay abroad. 
My long experience at various Universities has taught me that there is no other 
experience at university that helps students in literally growing up like going abroad.  
The originally shy ones become more forthcoming. The dependent ones (on parents 
or a friend) become more independent. The ethnocentric ones become less so.  
They literally learn to see the world with different eyes. They are exposed to another 
culture and – within it – to another university culture, which often means a culture 
shock. When they are abroad, German students often experience the much stricter 
regulations, including very regular attendance in classes, homework, constant 
monitoring and greater workload in general, as being quite different from their own 
system. Consequently their schemata change. They come to see the advantages of a 
strictly regulated study programme as opposed to the more liberal German system. 
At the same time as they put both into perspective, they revise their ideas about 
Germany, they come to see their own educational system, their own country with 
different eyes, even if this just means they understand and appreciate the system in 
their own country better. They may experience a reverse culture shock on coming 
home, but their analytical intercultural competences help them overcome it.  
The same holds good for any internship at a school in another country, which we 
encourage very much at my University. Observing lessons and teaching themselves 
at a school abroad opens students’ eyes to differences in school systems, different 
philosophies of what constitutes good lessons, and teachers’ roles.  
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In this way the students not only profit from just learning the language and 
functioning within a different university or school system, but they come home as 
different persons, aware of cultural differences, more aware of their own position, 
more knowledgeable about the host country, and – at the same time – about their 
own country, because comparing and contrasting necessarily leads them to evaluate 
their own country from a more enlightened perspective. And they invariably come 
home with memories of personal encounters and very often with friendships which 
have changed their lives. 
 
Conclusion: Thoughts on Teacher Education 
Let me finish with a closer look at teacher education. Students who train to become 
foreign language teachers in Germany are urged or even required to spend some 
time abroad in the country of the language chosen. And they return in the way I have 
just described. But the others in all likelihood stay at home and finish their degree 
without having had comparable experiences. My vision is that any student who is 
enrolled in some teacher training programme should be required to spend some time 
at a university in another country or do some teaching practice there. This does not 
necessarily mean that the programme abroad requires them to learn a foreign 
language, desirable though that is. I know, for example, that students of Edith Cowan 
University in Perth spend some time at a partner university in Michigan, US, where 
language is not a problem. German students could spend some time in Austria or the 
German part of Switzerland. The underlying idea is to give them a chance to immerse 
themselves in another culture, to learn about differences in school or university 
systems, about differences in teaching methodologies and learning styles. 
If students in teacher training programmes did that as part of their undergraduate 
programme, there would not only be a lot more knowledge about similarities and 
differences, about assets and disadvantages of other university programmes or 
philosophies of education of other countries, but there would also be a lot more 
understanding – the international understanding that has to be the goal of any 
teacher education if we are going to move forward toward genuine, positive, human 
globalisation in the 21st century.   
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Abstract 
 
As undergraduate institutions develop and evolve into research universities with 

graduate programs, the faculty at these institutions needs to expose their students to a 
research culture even at the undergraduate level. One challenge that instructors face in 
incorporating research into the curriculum is the composition of undergraduate classes. 
This is further aggravated at metropolitan universities where the percentage of non-
traditional students tends to be relatively higher. For example, upper division classes in 
Economics at undergraduate teaching institutions/colleges are typically a mixture of 
traditional and non-traditional Juniors and Seniors, and thus, some students are familiar 
with technical writing and data analysis, having taken some econometrics and statistics 
classes, while some are not. To overcome the afore-mentioned challenge, I have 
incorporated an embedded research component to my Urban Economics course since 
Spring 2008. I require the entire class of approximately 25-30 students to work on group 
research poster projects which they then present at the Annual Boise State University 
Undergraduate Research Conference held every year in April. In this presentation, I 
discuss my experience in supervising student teams of varying levels of academic 
aptitude as well as observations on the student performance and outlook on 
undergraduate research. I also address what constitutes ‘undergraduate research’. Lastly, 
I develop a grading metric/template for undergraduate research projects/papers in Social 
Sciences, namely, Economics which itemizes the characteristics that instructors value, 
making grading of research output/content fair and unambiguous.   

 
Keywords: Undergraduate research; course-embedded research; grading metric 
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Abstract 
The Post Graduate Certificate in Education (PGCE) has, as a result of the Bologna 
agreement, been subjected to a ruling that that to remain as a postgraduate (rather than 
‘professional graduate’) certificate, it must contain a significant amount of work at Masters 
(‘M’) level. The Bologna Process (1999) created an agreed equivalency of pathways for 
academic work across the European Union. The ruling took effect from the cohort which 
started in September 2007.  
Most institutions offer 60 credits at Masters level (a third of a full qualification) via either 
two 30 credit or three 20 credit modules. The majority of trainees will therefore have the 
opportunity to obtain a third of a Masters qualification and an excellent grounding for them 
to continue in their induction year and with subsequent professional development. 
This study looks at the impact of M level work on initial teacher trainees from one HEI in 
secondary schools. It focuses on the perceptions of mentors in schools and investigates if 
M level study has improved or adversely affected trainee teachers and their classroom 
practice. 
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Distance and Adjustment: Addressing the Acculturation  

Needs of English language Learners  
 

In 2008 a catastrophic cyclone struck the nation of Myanmar with unrelenting force. The 
citizens of Myanmar, formerly known as Burma, were devastated during the massive storm and 
its aftermath. The ensuing reluctance on the part of the oppressive ruling party shocked the world 
as offers of aid in the form of food and medical care were routinely declined. The tight control 
over the media, both foreign and domestic that was exercised by the government of Myanmar 
made it difficult if not impossible to assess the extent of death, destruction, and subsequent 
deprivation left in the wake of the storm. 

Yet the destruction and desolation paled in comparison to the cruel treatment already enacted 
against the Karen and Chinn Burmese by the ruling party in Myanmar. Having been targeted for 
extinction, many fled to refugee camps in countries of first asylum where they sought protection 
from the United States High Commissioner for Refugees (UNHCR).  

In 2008, 60,108 refugees were lawfully admitted to the United States. More than 60% of the 
new arrivals arrived from Burma (now Myanmar), Iraq, and Bhutan. The greater part of refugees 
resettled in the U.S. were under the age of 25, and 36% were under the age of 18. The states of 
California and Texas received the largest portion of refugees. Other states that accepted 
substantial numbers of refugees included Florida, New York, Michigan, and Arizona. Almost 
one-half of all new refugees were resettled in one of those six states. Several cities in the United 
States, including the Dallas- Fort Worth Metroplex, have become centers for new arrivals. In fact 
newcomers consisting of immigrants, refugees, and political asylees now comprise one in every 
seven students in the Dallas Independent School District (Hernandez & Jacobson, 2008). Other 
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cities such as San Antonio, Houston, New York, and Los Angeles reflect similar demographics 
as they continue to be new arrival centers. 

During the 1980’s and early 1990’s the major groups that were resettled included refugees 
from Vietnam, Cambodia, and Laos, followed by those from Cuba and Haiti. Very large 
numbers, more than 100,000, were resettled each year throughout that time period. The U.S. 
State Department tended to support resettling refugees in large enclaves in cities designated as 
primary resettlement sites. This practice allowed refugees to access rather large support groups 
with whom to relate and associate. Resettlement agencies such as Catholic Charities and Church 
World Service were more likely to cluster services near densely populated, cohesive refugee 
communities.  

In recent years a variety of factors have combined to force changes in refugee resettlement. 
New trends point to a focus on resettling smaller groups from a larger variety of countries. This 
change alone has created several exceptional challenges for resettlement agencies and school 
districts which must find interpreters to assist with a greater assortment of languages.   

In addition there has been an impact on newcomer students and their families who have 
arrived in the U.S. only to find small or non-existent groups of their own countrymen to advocate 
and assist with adjustment. A more detrimental result may be an increased social distance 
between new arrivals and mainstream U.S. American society.  

Schumann (1978) has suggested that learning a new language is actually part of a larger 
acculturation process. According to Schumann eight features affect social distance, including 
social dominance, integration pattern, or the extent to which intermingling occurs, enclosure or 
encapsulation, cohesiveness, size of the group of learners, cultural congruence, or similarities of 
the new target culture to the heritage culture of new arrivals, the attitude toward members of the 
cultural group of the target-language, and intended length of stay in the new host country 
(Freeman and Freeman, 2001).  Which of Schumann’s suggested factors will enhance or inhibit 
second language acquisition and acculturation for newcomer English language learners? How 
may a teacher mediate the early effects of refugee resettlement on the acculturation process of 
newcomer students in U.S. public schools? 

During the presentation the possible impact of new trends in refugee resettlement on 
teaching and learning in the bilingual, ESL, or regular education classroom will be explored, 
particularly in relationship to Schumann’s social distance model of acculturation. In addition 
potential auxiliary school-related outcomes of changes in refugee resettlement will be discussed 
in detail.   

 
Educators can powerfully support their newcomer students by being familiar with their 

needs and previous lives and cultures, and by being knowledgeable of the impact of the refugee 
experience on acculturation and second language acquisition. The strongest welcome that an 
educator can provide is the gift of accurate information coupled with time, patience, and an 
understanding of how to mediate early acculturation experiences so that newly arriving refugee 
students and their families may successfully adjust to the new lives of freedom and safety they 
wish to pursue.  

 

2010 HICE Proceedings - Page 1648



 

References 

 

Freeman, D.E., & Freeman, Y.S. (2001). Between worlds: Access to second  

language acquisition. Portsmouth, NH: Heinemann. 

Hernandez, M., & Jacobson, G. (2008, June 8). Hard road to the finish.  
Dallas Morning News, p. A19. 
 

Schumann, J. (1978). The pidginization process: A model for second  

language acquisition. Rowley,MA: Newbury House. 

 

2010 HICE Proceedings - Page 1649



 
Investigations of Copyright Issues in “Fair Use” Applications  

Hikyoo Koh, Ph. D 
Professor 

Computer Science Department 
Lamar University 

Beaumont, Texas 77710 
E-Mail: hkoh@my.lamar.edu 

Abstract 
 
US Copyright Laws provide “Fair Use” as an exception to copyright infringements as it allows 
people to copy copyrighted materials without the consents of the copyright owners for certain 
designated purposes such as education, news reporting, comments and research. Due to many recent 
technological advances that include the widespread use of WWW and Internet and also due to the 
very nature of software, we have more concerns about the abuse of this exception. 
In this paper we investigate some critical issues involved in assuring that a fair use of computer 
software, in fact, is fair as computers are ubiquitous in every aspect of our daily lives and abuse of 
the Fair Use is so tempting, prevalent and can so easily go unnoticed. In doing so, we will first 
analyze and convince ourselves of  merits and underlying principles of  two rather contrasting 
philosophical viewpoints of ethics: Deontology and Utilitarianism, which we hope should serve the 
purposes of teaching the importance of ethical judgments needed for choosing the most ethical 
professional behaviors under any given circumstances. This is followed by examinations of some 
copyright related or intellectual property related clauses in two computing professional codes of 
ethics: (1) ACM (Association for Computing Machinery) Code of Ethics and Professional Conduct 
and (2) Software Engineering Code of Ethics and Professional Practice. We present some measures 
for preventing such abuses along with some recent controversial developments on fair use as these 
developments certainly suggest feasible prevention measures concluding by suggesting two topics for 
future study: (1) investigating how to clearly separate expressions (which US Copyright Laws 
protect) from ideas themselves which expressions used  are supposed to convey (which US Copyright 
laws do not protect) along with courts’ recent trends towards this separation and (2) investigating 
the correlationships between limitations of fair use and those of freedom of speech or that of 
expressions by DMCA (Digital Millennium Copyright Act). 
 
A. gments. 
 

Deontology and Utilitarianism: Philosophical Foundations for Ethical Jud

omputers have a central and growing role in commerce, industry, government, medicine, 
y direct 

tems, 

e, 

in 

n many aspects, human conducts are regulated by existing regulations and statutes of the society 

ability 
e 

C
education, entertainment and society at large. Software engineers are those who contribute b
participation or by teaching, to the analysis, specification, design, development, certification, 
maintenance and testing of software systems. Because of their roles in developing software sys
software engineers have significant opportunities to do good or cause harm, to enable others to do 
good or cause harm, or to influence others to do good or cause harm. To ensure, as much as possibl
that their efforts will be used for good, software engineers must commit themselves to making 
software engineering a beneficial and respected profession.  Because of this, students majoring 
Computer Science or Information Science need to learn ethical foundations in general and 
professional ethical codes in particular. 
 
I
and the country. However, these regulations and statutes certainly do not cover all possible 
situations and cases that can occur for many reasons including the reason of our human’s in
to foresee or predict all possible cases that can occur. Because of this, our ethical conducts need to b
determined  by our ethical judgments in more cases than otherwise especially where relevant laws or 
regulations lack or where existing laws and/or regulations conflict, which is why our ability to make 
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the most ethical judgments is so critical.  In order for us to be able to make such important ethical 
judgments under any given situations we believe that we need to uphold a firm and coherent belief 
in some intrinsic elements and principles underlying all ethical conducts we may take. And such 
believes can best be fostered by mastering well-established philosophical viewpoints on ethics. 

 
Arguably, we can think that there are two contrasting and complementing philosophical foundations 

 

On the other hand, utilitarianism advocated by British philosophers such as Jeremy Bentham and 
 

lthough these two schools of thought are rather contrasting, at least they both have the common 

or from one 

ly 

e believe that we need to teach students to become computing professionals that as computers are 

cisions 

B.  Some Copyright Related Clauses in Professional Codes of Ethics. 

.1  Professional Characteristics 

efore examining some computing professional codes of ethics dealing with issues related to the 
 

ion 

. Advanced Expertise and Efficacy. 
 

ated skills and theoretical knowledge in exercising judgments that 
re not entirely routine or susceptible to mechanization, which is the source of professional 

the 

2. 

for ethical judgments, among others: Deontology and Utilitarianism. Deontology pioneered by such 
great philosophers as Immanuel Kant and George Wilhelm Hegel teaches us that humans have the 
blessing of being capable of deciding what is right to do out of our coherent sense of duty to do the 
right things. Therefore, as long as one keeps track of one’s duty to do the right things and as long as
one does not lose one’s mind, ethical conducts are simply natural and automatic consequences 
anticipated and nothing else really matters. [1,2,3] 

 

John Stuart Mill teaches us that it is the consequence of actions that decides what is right or wrong.
And in this case, the consequence of actions is by and large measured by the total happiness or 
pleasures that are brought by the result of one’s actions. [2,3,4]  
 
A
aspect of universalism in that there are some general universal principles that guide the 
determination of what is right and what is wrong which do not change from time to time 
society to another. And, more importantly, they can be combined for us to come up with a unified 
list of universal principles for guiding our ethical judgments as they can complement each other on
if we exercise a little bit of wisdom in objectively applying some guiding principles to real life 
situations. 
 
W
getting more and more widely used in every aspect of our life they will face more and more 
situations where they need to make ethical decisions and that they can make the best such de
when they focus on both their sense of duty in getting a job done in the right way and overall benefit 
of the society resulting from their ethical behaviors based upon their ethical judgments.  

 

 
B
 
B
intellectual properties in general and copyright protection in particular, it is instructive to reflect
upon some general characteristics of professions that underscore the importance of professional 
ethical judgments. Professions are those forms of work involving advanced expertise, self-regulat
and autonomy, and concerted service to the public general. [2,3,5,6,7] 
 
1

Professions require sophistic
a
efficacy which enables them to affect the way we live. This power of efficacy requires a 
corresponding responsibility to ensure appropriately responsible exercise of the efficacy for 
overall benefit of the general public. 
 
Self-Regulation and Autonomy 
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      ro  Well-established societies of professionals are allowed by the public to play a major
ion to the profession, drafting codes of ethics, enforcing standards of 

onduct, and representing the profession before the public and the government.  

3. 

     The profession serves some important public good such as medicine directed toward protecting 
and promoting health, law toward protecting the public’s legal rights and softwa

oftware solutions to solve problems or promote the quality of our life. 
   

Thi  
responsibilities identifies elements of commitments to ethical professional conducts for computing 

ustice. 
It contains many, but not all, issues professionals are likely to face. Section-1 outlines fundamental 

rs in 

the 
violation of professional ethical standards. 

nsideration of 
fundamental principles, rather than reliance on detailed regulations. 

 

: 

reements is prohibited by 
law in most circumstances. Even when software is not so protected, such violations are contrary to 

r authorization. 
Unauthorized duplication of materials must not be condoned. 

of intellectual property. Specifically, 
one must not take credit for other's ideas or work, even in cases where the work has not been 

Imperative 2.8:  Access computing and communication resources only when authorized to do so. 

le in 
setting standards for admiss
c

 
Service to Public General. 
 

  
re engineering 

toward providing s

B.2  ACM (Association for Computing Machinery) Codes of Ethics and Professional Conduct 

s Code, consisting of 24 imperatives formulated as statements of personal and professional

professionals under the broad principles of   equality, tolerance, respect for others, and equal j

ethical considerations, while Section-2 addresses additional, more specific considerations of 
professional conduct. Statements in Section-3 pertain more specifically to individuals who have a 
leadership role. Principles involving compliance with this Code are given in Section-4. 

The Code is supplemented by a set of Guidelines, which provide explanation to assist membe
dealing with the various issues contained in the Code. It is expected that the Guidelines will be 
changed more frequently than the Code. 

The Code and its supplemented Guidelines are intended to serve as a basis for ethical decision 
making in the conduct of professional work. Secondarily, they may serve as a basis for judging 
merit of a formal complaint pertaining to 

It is understood that some words and phrases in a code of ethics are subject to varying 
interpretations, and that any ethical principle may conflict with other ethical principles in specific 
situations. Questions related to ethical conflicts can best be answered by thoughtful co

We note that two out of  the eight Imperatives under the General Moral Imperatives and one out of
eight Imperatives under the More Specific Professional Responsibilities are about the protection of 
intellectual properties and copyright, which are stated in what follows

Imperative 1.5:  Honor property rights including copyrights and patent. 

Violation of copyrights, patents, trade secrets and the terms of license ag

professional behavior. Copies of software should be made only with prope

Imperative 1.6:  Give proper credit for intellectual property. 

Computing professionals are obligated to protect the integrity 

explicitly protected by copyright, patent, etc. 
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Theft or destruction of tangible and electronic property is prohibited by imperative 1.2 - "Avoid 
harm to others." Trespassing and unauthorized use of a computer or communication system is
addressed by this imperative. Trespassing incl

 
udes accessing communication networks and 

computer systems, or accounts and/or files associated with those systems, without explicit 
ms 

so long as they do not violate the discrimination principle. No one should enter or use another's 
authorization to do so. Individuals and organizations have the right to restrict access to their syste

computer system, software, or data files without permission. One must always have appropriate 
approval before using system resources, including communication ports, file space, other system 
peripherals, and computer time. 

B.3   Software Engineering Code of Ethics and Professional Practice 

This Code emphasizes the professional's obligations to the public at large. This obligation is the final 
arbiter in all decisions. “In all these judgments concern for the health, safety and welfare of the 
public is primary; that is, the ‘Public Interest’ is central to this Code.” The primacy of well being 
and quality of life of the public, in all decisions related to software engineering, is emphasized 
throughout the Code.  

The Code contains eight Principles related to the behaviors of and decisions made by professional 
software engineers, including practitioners, educators, managers, supervisors and policy makers, as 
well as trainees and students of the profession. The Principles identify the ethically responsible 
relationships in which individuals, groups, and organizations participate and the primary 
obligations within these relationships. The Clauses of each Principle are illustrations of some of the 
obligations included in these relationships. These obligations are founded in the software engineer's 
humanity, in special care owed to people affected by the work of software engineers, and in the 
unique elements of the practice of software engineering. The eight principles are (1) PUBLIC (2) 
CLIENT AND EMPLOYER (3)  PRODUCT  (4)  JUDGMENT  (5)   MANAGEMENT  (6)  
PROFESSION  (7) COLLEAGUES and (8) SELF.   

Clauses related to intellectual properties and copyright include: 

1. Four clauses out of Principle-2 (Client and employer) 

2.02. Not knowingly use software that is obtained or retained either illegally or unethically. 
2.03. Use the property of a client or employer only in ways properly authorized, and with the client's 
or employer's knowledge and consent. 
2.04. Ensure that any document upon which they rely has been approved, when required, by 
someone authorized to approve it.                                                                                                                     
2.06. Identify, document, collect evidence and report to the client or the employer promptly if, in 
their opinion, a project is likely to fail, to prove too expensive, to violate intellectual property law, or 
otherwise to be problematic. 

2. One clause out of Principle-3 (Product) 

3.13. Be careful to use only accurate data derived by ethical and lawful means, and use it only in 
ways properly authorized. 

3.  One clause out of Principle-5 (Management) 

5.09. Ensure that there is a fair agreement concerning ownership of any software, processes, 
research, writing, or other intellectual property to which a software engineer has contributed. 
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C.  Fair Use as an Exception to Copyright Infringements. 
 

ne of the rights accorded to the owner of copyright is the right to reproduce or to authorize others 
to reproduce the work in copies or phonorecords.  This right is subject to certain limitations 

 of the more important limitations is 

on 107 of the copyright law. 
ection 107 contains a list of four distinct purposes for which the reproduction of a particular work 

hether 

e is of commercial nature or is 

4. the effect of the use upon the potential market for or value of the copyrighted work.  

ringement may be unclear and not easily defined. There is 
es that may safely be taken without permission. 

. 
mples of activities that courts have regarded as fair use over the years include: “quotation 

passages in a scholarly or technical work, for illustration or clarification of the author's 

 portion of 

ed 

C.1   Fair Use: What it is for [9,10,11] 
 
O

specified in sections 107 through 118 of the Copyright Act . One
e doctrine of “fair use.” th

This doctrine has been codified in secti
S
may be considered “fair.” These purposes include criticism/comment, news reporting, teaching, and 
scholarship/research. Section 107 also sets out four factors to be considered in determining w
or not a particular use is fair: 

1. the purpose and character of the use, including whether such us
for nonprofit educational purposes;   

2. the nature of the copyrighted work;  
3. amount and substantiality of the portion used in relation to the copyrighted work as a whole; 

and  

The distinction between “fair use” and inf
no specific number of words, lines, or not
Acknowledging the source of the copyrighted material does not substitute for obtaining permission
Some exa
of excerpts in a review or criticism for purposes of illustration or comment”; “quotation of short 

observations”; “use in a parody of some of the content of the work parodied”; “summary of an 
address or article, with brief quotations, in a news report”; reproduction by a library of a
a work to replace part of a damaged copy”; “reproduction by a teacher or student of a small part of 
a work to illustrate a lesson”; “reproduction of a work in legislative or judicial proceedings or 
reports”; and “incidental and fortuitous reproduction, in a newsreel or broadcast, of a work locat
in the scene of an event being reported.”  
 
It is noteworthy that copyright protects the particular way an author has expressed himself and that 
it does not extend to protect any ideas, systems or factual information conveyed in the work.  
 
C.2   Easy Abuse of Fair Use clause 

 
Computer Software Protection Act of 1980 amended the Title-17 to include software among 
works to be protected. The unique characteristics of software make its unauthorized copying 
so quick easy and hardly noticeable. In addition, those in teaching profession may find it very 
tempting to make unauthorized copying of software under the false pretense of Fair Use as teaching 
is specified as one of the purposes for which Fair Use is applicable. For example, copying a software 
and having the copied software installed in just one computer and letting that computer be used by a 
unspecified group of students may not be qualified as a fair use even if it is strictly for educational 
purposes because it may violate the factor #4 given above: that is doing so may exceed the 
reasonable extent as far as the effect of the use upon which the potential market for or value of the 
copyrighted work is concerned. We believe that in this case it is more appropriate to restrict the 
access to this one computer that has copied software installed to a specified group of students rather 
than to any students by adopting a controlled access system such as a logon procedure allowed to 
registered user accounts only. As an another example, when multiple copies are made and 
distributed to students in a class, the instructor should make every possible effort to assure that 
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those students who get a copy are not going to let others access or use the copy they are given by the 
instructor. For this to become an assurance, mutual trust and respect between the instructor and 
students cannot be overemphasized. 
 
C.3   Controversies over Fair Use [11] 

Until the 1990s, the greatest risk of infringement faced by copyright owners came from competito
Only competitors had the resources, such as printing presses, to duplicate and distribute protected 
works in large numbers. When personal computers became widely available, however, the situatio
changed because computers stored in

rs. 

n 
formation in the binary digits of computer code. End users of 

opyrighted works were suddenly able to reproduce copyrighted material digitally and to send the 
rough the Internet. To combat unlawful copying of their 

works in this environment, some copyright owners began to use various protective measures. For 

 

 
e 

 Online (AOL) and the Microsoft Network (MSN), from being found 
guilty of infringement when users of their service post infringing materials or send them in e-mail. 

 

l 

 
ternet service providers (ISPs) reveal the names of users who have engaged in alleged 

violations of the law.  

. 
File 

f 

In 2003 the recording industry began directly suing individuals who share copyrighted music over 

In an ongoing battle to curb Internet piracy, the music and entertainment industries also pursued 
 

c
material instantly all over the world th

example, some encrypted their works to make copying impossible. Others required that users enter 
a password to view or download a work. However, some users were able to bypass or circumvent 
these protective measures. 

In response to this problem, Congress adopted the Digital Millennium Copyright Act (DMCA) in 
1998. This complicated law makes it illegal to defeat measures that control access to copyrighted
works. It also forbids selling or distributing devices that defeat copy control mechanisms. Several 
motion picture studios used DMCA to shut down a Web site that posted computer code showing how
to defeat the copy protection software of DVDs. Another portion of DMCA protects Internet servic
providers, such as America

This protection is only available, however, if the service provider cooperates with the copyright 
owners by removing the infringing materials when they receive notice of the infringement. A third
part of DMCA makes it illegal to remove copyright information, such as the name of the author, 
from a work.  

Some consumer groups have criticized DMCA, claiming that it takes away some of the traditiona
rights of users of copyrighted works. For instance, making it illegal to circumvent access controls 
might make it impossible to quote from a work in a critical review, conduct that is traditionally 
protected under the fair use doctrine. They also argue that its provisions might lead to invasions of 
privacy. This argument is based on various provisions of the DMCA allowing copyright owners to
demand that In

Another well-known copyright controversy in the digital age has involved peer-to-peer file sharing
This is the process of exchanging files—usually music files—with other people over the Internet. 
swapping can violate the copyright laws if the people sharing files are making unauthorized copies o
protected works without permission and without paying. However, it proved very difficult for 
copyright owners to stop this behavior.  

the Internet. The industry had some modest success in obtaining fines from college students and 
other individuals. Although these suits may have deterred many people from engaging in illegal file 
swapping, they also resulted in negative publicity for the record industry. In addition, individual 
suits proved inefficient, as millions of users download billions of files each month.  

the commercial services that make file sharing possible. The file-sharing services often claimed that
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they did not know about and could not monitor the activities of their users, and thus should not be 
held responsible for the actions of those users.  

Some courts agreed with that argument. However, in 2001 several record companies succeeded in a 
e 

 infringement when individuals used their 
technology to illegally download copyright-protected music and movies over the Internet.  

lawsuit against the music file-sharing service called Napster. In 2005 the Supreme Court handed th
entertainment and recording industries a crucial victory in a unanimous decision in Metro-Goldwyn-
Mayer Studios Inc. v. Grokster, Ltd. The Court ruled that two file-sharing services, Grokster and 
StreamCast Networks, were liable for copyright

C.4  Prevention of  Abuse of Fair Use 
 
While the DMCA tends to provide added protections for copyright owners by way of protection 
term extension and the anti-circumvention provisions as pointed out in C.3 above, we believe that 
there still exist more elements of abuse of fair use due to the very nature of software as mentioned in 
C.2 above. 
Needless to say, the best way to prevent fair use abuse comes from ethical decision making of all 
software end users in strictly adhering to the specified purposes for which fair use is intended. In 
doing so, software end users need to put the interests of the copyright owners or software owners 
above their own interests. 
The next best way is to adopt very strict interpretations and applications of the four factors that 
section 107 of the Copyright Act provides to consider in determining whether or not an intended fair 
use, in fact, constitutes a case of fair use. 
We believe that of the four factors, “amount and substantiality of the portion used in relation to the 
copyrighted work as a whole” is the most controversial in the case of software copying. That is 
because it is most likely that a software  is being copied in its entirety as partial copying of a software 
seems to serve no or little purpose. So, a question arises about whether or not a total copying  of  a 
software invariably exceeds the permissible amount and substantiality to be considered as a case of 
fair use. Unless software copying for educational purposes excludes the actual execution of the 
copied software for educational demonstration purpose, we must conclude that this factor should be 
“No Factor” that is not to be considered at all when it comes to software copying as a case of fair use. 
  
A point of interest somewhat related to these factors is “conflicts of interest” which we believe are  
more often than not  the hidden source of rather intentional unethical decision makings. And, 
needless to say, the adverse effects of such intentional unethical decisions will propagate for the 
worse as once having made such decisions one may try to hide ill-advised motivations behind such 
decisions. We believe that the best policy here is to avoid any real or perceived situation where one 
may have to face conflicts of interest at all, to begin with. 
 
D.  Conclusion and Future Studies. 
 
D.1  Concluding Remarks 
 
In this paper we investigate some critical issues involved in assuring that a fair use of computer 
oftware, in fact, is fair as computers are ubiquitous in every aspect of our daily lives and abuse of 

nd can so easily go unnoticed despite some added protection 
echanisms of copyright owners provided by DMCA. In doing so, we first analyze and convince 

derlying principles of  two rather contrasting philosophical viewpoints of 
thics: Deontology and Utilitarianism, which we hope should serve the purposes of teaching the 

er 

 
Ethics and Professional Conduct and (2) Software Engineering Code of Ethics and Professional 

s
the Fair Use is so tempting, prevalent a
m
ourselves of  merits and un
e
importance of ethical judgments needed for choosing the most ethical professional behaviors und
any given circumstances. This was followed by examinations of some copyright related or 
intellectual property related clauses in two computing professional codes of ethics: (1) ACM Code of
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Practice. Next we present some measures for preventing such abuses along with some recent 
controversial developments on fair use as these developments certainly suggest feasible prevention 
measures. Our suggested prevention measures include (1) software end users’ conscientious effor
to strictly and rigidly adhere to those allowable purposes for which a fair use is granted, (2) a need 
for software end users to place the interests of the copyright owners or software owners ab
own interests and (3) an adoption of very strict interpretations and applications of the four factors 
listed in the Copyright Laws  to consider in determining whether or not an intended fair use inde
constitutes one such case. 

 
D.2  Future Studies 
 
US copyright laws distinguish between the expressions of ideas and ideas themselves as these laws 
protect the former but not the latter.  However, this intended distinction is not always that clear. 
And software is no exception in this regard.  It will be instructive and intriguing to explore some 
recent trends in court deci

ts 

ove their 

ed 

sions regarding this somewhat subtle or even ambiguous distinction when 
it comes to software copyright protection or more precisely the way software is expressed.  

hile the fair use doctrine developed without explicit reference to the First Amendment, it clearly 
e 

 

 the 
rounds that it stifles the freedom of speech and freedom of expression as it limits the applications of 
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W
alludes to the importance of freedom of expression. As Justice David Souter once wrote, the fair us
doctrine "permits and requires courts to avoid rigid application of the copyright statute when, on
occasion, it would stifle the very creativity which that law is designed to foster." [11]   
 
And people subscribing to this view-point very vigorously oppose to the DMCA probably on
g
the fair use.  
Hence, based upon these view-points, it will be very challenging to investigate the extent to which 
DMCA limits people’s access to copyrighted materials as a case of fair use and also the extent to 
which these limitations, in turn, stifles freedom of speech and that of expressions, if any
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F. Appendix:  Excerpts of two computing pro

F.1   ACM (Association for Computing Machinery) Code of Ethics and Professional

Contents & Guidelines 

1. General Moral Imperatives.  
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2. More Specific Professional Responsibilities.  
3. Organizational Leadership Imperatives.  

with the Code.   
5. Acknowledgments.  

1. GEN

1.1   Co i ll-being. 

This principle concerning the quality of life of all people affirms an obligation to protect 
he diversity of all cultures. An essential aim of computing 

professionals is to minimize negative consequences of computing systems, including threats to health 
s, computing professionals must attempt to 

ensure that the products of their efforts will be used in socially responsible ways, will meet social 

1.2   Avoid harm to others. 

ciple prohibits use of 
computing technology in ways that result in harm to any of the following: users, the general public, 

ful actions include intentional destruction or modification of files and 
programs leading to serious loss of resources or unnecessary expenditure of human resources such 

 design and 
implementation. 

 
od of any 

thers. If system features are misrepresented to users, coworkers, or supervisors, 
the individual computing professional is responsible for any resulting injury. 

1.5   Honor property rights including copyrights and patent. 

Violation of copyrights, patents, trade secrets and the terms of license agreements is prohibited by 
s not so protected, such violations are contrary to 

professional behavior. Copies of software should be made only with proper authorization. 
 

4. Compliance 

ERAL MORAL IMPERATIVES. 

ntr bute to society and human we

fundamental human rights and to respect t

and safety. When designing or implementing system

needs, and will avoid harmful effects to health and welfare. 

In addition to a safe social environment, human well-being includes a safe natural environment. 
Therefore, computing professionals who design and develop systems must be alert to, and make 
others aware of, any potential damage to the local or global environment.  

"Harm" means injury or negative consequences, such as undesirable loss of information, loss of 
property, property damage, or unwanted environmental impacts. This prin

employees, employers. Harm

as the time and effort required to purge systems of "computer viruses." 

Well-intended actions, including those that accomplish assigned duties, may lead to harm 
unexpectedly. In such an event the responsible person or persons are obligated to undo or mitigate 
the negative consequences as much as possible. One way to avoid unintentional harm is to carefully 
consider potential impacts on all those affected by decisions made during

To minimize the possibility of indirectly harming others, computing professionals must minimize 
malfunctions by following generally accepted standards for system design and testing. Furthermore,
it is often necessary to assess the social consequences of systems to project the likeliho
serious harm to o

1.3   Be honest and trustworthy. 

1.4   Be fair and take action not to discriminate. 

law in most circumstances. Even when software i

Unauthorized duplication of materials must not be condoned.
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1.6   Give proper credit for intellectual property. 

Computing professionals are obligated to protect the integrity of intellectual property. Spec
one must not take credit for other's ideas or work, even in case

ifically, 
s where the work has not been 

explicitly protected by copyright, patent, etc. 

1.7   Respect the privacy of others. 

2.  MORE SPECIFIC PROFESSIONAL RESPONSIBILITIES. 

2.1   Strive to achieve the highest quality, effectiveness and dignity in both the process and products 

2.4   Accept and provide appropriate professional review. 

2.5   Give comprehensive and thorough evaluations of computer systems and their impacts, 

lities. 

2.8   Access computing and communication resources only when authorized to do so. 

Theft or destruction of tangible and electronic property is prohibited by imperative 1.2 - "Avoid 
munication system is 

addressed by this imperative. Trespassing includes accessing communication networks and 
licit 

authorization to do so. Individuals and organizations have the right to restrict access to their systems 

ce, 

formation systems that enhance the 
quality of working life. 

r and authorized uses of an organization's computing and 
communication resources. 

1.8   Honor confidentiality. 

of professional work. 

2.2   Acquire and maintain professional competence. 

2.3   Know and respect existing laws pertaining to professional work. 

including analysis of possible risks. 

2.6   Honor contracts, agreements, and assigned responsibi

2.7   Improve public understanding of computing and its consequences. 

harm to others." Trespassing and unauthorized use of a computer or com

computer systems, or accounts and/or files associated with those systems, without exp

so long as they do not violate the discrimination principle (see 1.4). No one should enter or use 
another's computer system, software, or data files without permission. One must always have 
appropriate approval before using system resources, including communication ports, file spa
other system peripherals, and computer time. 

3. ORGANIZATIONAL LEADERSHIP IMPERATIVES. 

3.1   Articulate social responsibilities of members of an organizational unit and encourage full 
acceptance of those responsibilities. 

3.2   Manage personnel and resources to design and build in

3.3   Acknowledge and support prope
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3.4   Ensure that users and those who will be affected by a system have their needs clearly 
articulated during the assessment and design of requirements; later the system must be validated to 
meet requirements. 

 policies that protect the dignity of users and others affected by a 
computing system. 

4.1   Uphold and promote the principles of this Code. 

s of this code as inconsistent with membership in the ACM. 

nes were developed by the Task Force for the Revision of 
the ACM Code of Ethics and Professional Conduct. This Task Force was organized by 

 SIG Discretionary Fund. This Code and the 
supplemental Guidelines were adopted by the ACM Council on October 16, 1992. 

3.5   Articulate and support

3.6   Create opportunities for members of the organization to learn the principles and limitations of 
computer systems. 

4. COMPLIANCE WITH THE CODE. 

4.2   Treat violation

This Code and the supplemental Guideli

ACM/SIGCAS and funding was provided by the ACM

F.2   Software Engineering Code of Ethics and Professional Practice 

Software Engineering now has its own code of ethics. The Code has been adopted by both the ACM 
and the IEEE-Computer Society, having gone through an extensive review process that culminated 
in the official unanimous approval by the leadership of both professional organizations in 1998. We 
begin this article with a discussion of the major changes that took place between version 3.0 
(distributed widely via the CACM and IEEE-Computer) and version 5.2 the current approved 
version and then discuss the purpose of the code and its future.  

The Code emphasizes the professional's obligations to the public at large. This obligation is the final 
arbiter in all decisions. “In all these judgments concern for the health, safety and welfare of the 
public is primary; that is, the ‘Public Interest’ is central to this Code.” The primacy of well being 
and quality of life of the public, in all decisions related to software engineering, is emphasized 
throughout the Code. For example, the whistle blowing clauses (6.11-6.13) describe obligations for 
protecting the public when their well being is threatened by defective software development and 
describe steps to meet those obligations. 

The Code contains eight Principles related to the behavior of and decisions made by professional 
software engineers, including practitioners, educators, managers, supervisors and policy makers, as 
well as trainees and students of the profession. The Principles identify the ethically responsible 
relationships in which individuals, groups, and organizations participate and the primary 
obligations within these relationships. The Clauses of each Principle are illustrations of some of the 
obligations included in these relationships. These obligations are founded in the software engineer's 
humanity, in special care owed to people affected by the work of software engineers, and in the 
unique elements of the practice of software engineering. The Code prescribes these as obligations of 
anyone claiming to be or aspiring to be a software engineer. 

EIGHT PRINCIPLES 
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Principle 1 PUBLIC Software engineers shall act consistently with the public interest. In particular, 
software engineers shall, as appropriate: 

Principle 2 CLIENT AND EMPLOYER Software engineers shall act in a manner that is in the best 
interests of their client and employer, consistent with the public interest. In particular, software 
engineers shall, as appropriate: 

2.02. Not knowingly use software that is obtained or retained either illegally or unethically. 
2.03. Use the property of a client or employer only in ways properly authorized, and with the client's 
or employer's knowledge and consent. 
2.04. Ensure that any document upon which they rely has been approved, when required, by 
someone authorized to approve it. 
2.06. Identify, document, collect evidence and report to the client or the employer promptly if, in 
their opinion, a project is likely to fail, to prove too expensive, to violate intellectual property law, or 
otherwise to be problematic. 

Principle 3 PRODUCT Software engineers shall ensure that their products and related 
modifications meet the highest professional standards possible. In particular, software engineers 
shall, as appropriate: 

3.13. Be careful to use only accurate data derived by ethical and lawful means, and use it only in 
ways properly authorized. 

Principle 4 JUDGMENT Software engineers shall maintain integrity and independence in their 
professional judgment. In particular, software engineers shall, as appropriate: 

Principle 5 MANAGEMENT Software engineering managers and leaders shall subscribe to and 
promote an ethical approach to the management of software development and maintenance. In 
particular, those managing or leading software engineers shall, as appropriate: 

5.09. Ensure that there is a fair agreement concerning ownership of any software, processes, 
research, writing, or other intellectual property to which a software engineer has contributed. 

Principle 6 PROFESSION Software engineers shall advance the integrity and reputation of the 
profession consistent with the public interest. In particular, software engineers shall, as appropriate: 

Principle 7 COLLEAGUES Software engineers shall be fair to and supportive of their colleagues. In 
particular, software engineers shall, as appropriate: 

Principle 8 SELF Software engineers shall participate in lifelong learning regarding the practice of 
their profession and shall promote an ethical approach to the practice of the profession. In 
particular, software engineers shall continually endeavor to: 
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Abstract 
 
A critical area for the application of instructional design methods is science education.  Instructional  
 
design strategies were developed to incorporate hands-on activities and real-world examples in order  
 
for science teachers to effectively model problem-solving strategies.  Further, computer-based  
 
instruction and cooperative learning activities have been used to improve student outcomes in science.   
 
The purpose of this study was to use data from the Trends in International Mathematics and Science  
 
Study 2007 (TIMSS 2007) assessment to identify relationships between student computer use,  
 
classroom instructional strategies, and student beliefs about their science learning and science  
 
achievement test scores of students in the United States and Korea.  Because of the complex sampling  
 
design of the TIMSS 2007 assessment, jackknife variance estimation procedures using replicate  
 
weights were used to compute appropriate standard errors for each variable included in the study.   
 
Multiple regression procedures were used to simultaneously examine the relative contributions of each  
 
variable toward the explanation of science achievement test scores.  There were several significant  
 
findings from this study.  Students in both Korea and the United States who indicated that they  
 
frequently used computers at home and at school also showed high levels of science achievement.   
 
Further, students who frequently used computers for schoolwork in science were more likely to earn  
 
high science test scores.  Students in Korea and the United States who earned high science test scores  
 
reported that they frequently worked problems on their own and memorized science facts and  
 
principles.  These findings emphasize the importance of examining student technology use, their  
 
beliefs about science, and classroom practices when considering factors associated with science  
 
achievement outcomes. 
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     A critical area for the application of instructional design methods is science education.  For  
 
instance, instructional design strategies can be used to develop methods for improving student  
 
outcomes in science (Ozdilek & Ozkan, 2009).  Models have been designed to include cooperative  
 
learning activities and practical examples for teaching ninth-grade students about microorganisms  
 
(Khalil, Lazarowitz, & Hertz-Lazarowitz, 2009).  Similarly, instructional design strategies were  
 
developed to incorporate hands-on activities and real-world examples in order for science teachers to  
 
effectively model problem-solving strategies (Chang, 2008).  Several types of classroom experiences  
 
have been used to promote student learning in science.  Authentic learning strategies may be used to  
 
develop connections to learning material (Hume & Coll, 2008).  Practical experiments in science  
 
lessons can be effective for developing student knowledge (Abrahams & Millar, 2008).  Further,  
 
computer-based instruction and cooperative learning activities have been used to improve student  
 
outcomes in science (Altiparmak & Nakiboglu Tezer, 2009; Kablan & Erden, 2008).  These results  
 
indicate that numerous instructional approaches can be integrated into an instructional design  
 
framework for effective teaching and learning in science. 
 
     Recent international assessment findings have indicated that students in Korea have scored  
 
significantly above international averages on science achievement (Martin, Mullis, & Foy, 2008).   
 
Consequently, several studies have examined factors associated with science teaching and learning in  
 
Korea.  Three roles that were used by science teachers in Korea were identified from a case study of  
 
classroom instruction (Oh, 2005); those activities included the presentation of science knowledge to  
 
students through multiple strategies, coaching to facilitate science achievement, and scaffolding.   
 
Further, findings from a linguistic analysis of middle school science instruction in Korea indicated that  
 
teachers used specific patterns of communication to effectively mange the classroom activities (Ha &  
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Song, 2009).  Similarly, results from observations of high school classrooms in Korea suggested that  
 
group activities were used and students effectively engaged in cooperative learning (Lee, Fraser, &  
 
Fisher, 2003).  In addition, cooperative group discussions have been used to improve student  
 
persistence on science problems (Kim & Oh, 2002).  Recent results from an assessment of high school  
 
science classrooms in Korea indicated that the use of laboratory experiments was positively related to  
 
student attitudes toward science (Fraser & Lee, 2009).  Finally, computer-based science instruction has  
 
been used to positively influence science outcomes for seventh-grade students in Korea (Kang,  
 
Scharmann, Noh, & Koh, 2005).  These results indicate that several teaching strategies are used to  
 
improve science outcomes for students in Korea. 
 
     Research studies have used data from the Trends in International Mathematics and Science Study  
 
(TIMSS) assessments to identify factors associated with student outcomes in science.  For instance,  
 
findings from the TIMSS 2003 assessment indicated that student motivation and learning resources at  
 
home (books and computers) were significant predictors of science achievement for eighth-grade  
 
students in Estonia and Lithuania (Mikk, 2007).  In addition, an analysis of data for eighth-graders in  
 
Bulgaria who participated in the TIMSS 2003 assessment indicated that the highest science  
 
achievement test scores were earned by students who used computers in about half of their science  
 
lessons (Antonijevic, 2007).  With respect to laboratory activities, it was found that moderate time  
 
spent on student experiments (about half of science lessons) was positively related to achievement test  
 
scores for students in Slovenia (Pavesic, 2008).  Similarly, elementary-school students in Japan who  
 
frequently conducted experiments and worked problems on their own during science lessons also  
 
tended to earn high achievement test scores (House, 2008).  It has also been found that eighth-grade  
 
students in Korea who showed high levels of science achievement reported that they frequently related  
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what they were learning in science to their daily lives and worked in small groups on experiments  
 
during their science lessons (House, 2007).  Considering student interest in science, House, (2009a)  
 
found that students in Korea who expressed interest in a science career indicated that they frequently  
 
worked independently on science problems and designed experiments during science lessons.  Further,  
 
students in Korea who related science material to their daily lives expressed greater interest in learning  
 
science (House, 2009b).  Finally, findings from the TIMSS 1995 assessment indicated that the use of  
 
specific classroom teaching strategies affected attitudes toward science for students in Korea  
 
(Papanastasiou & Papanastasiou, 2004).  These results indicate that data from the TIMSS assessments  
 
can be used to examine relationships between instructional strategies and student outcomes in science. 
 
     The purpose of this study was to examine relationships between computer use, classroom  
 
instructional strategies, and science achievement of eighth-grade students in the United States and  
 
Korea.  There were two reasons for examining students from these two countries.  First, international  
 
assessment results have indicated that students in Korea tend to score above international averages on  
 
science achievement.  Second, this study was intended to build upon previous TIMSS research on the  
 
science achievement of students in these two countries (House, 2007).  Finally, this study was designed  
 
to investigate these relationships using data from the recently released TIMSS 2007 assessment and to  
 
assess these relationships for national samples of students who were participants in a comprehensive  
 
international assessment of educational contexts and achievement. 
 

Methods 
 
The TIMSS 2007 Assessment 
 
     The TIMSS 2007 assessment included students at the end of the fourth and eighth grades (Olson,  
 
Martin, & Mullis, 2008).  Several procedures were used to select the schools in the United States and  
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Korean samples.  Considering the sample of students from the United States, stratifications were made  
 
according to school type (public/private), geographic location, and minority status (above/below 15%  
 
minority students).  In addition, special education students and disabled students in regular classes  
 
were excluded from the sampling.  This procedure resulted in a total of 300 schools in the total sample  
 
and 239 schools that actually participated in the TIMSS 2007 eighth-grade assessment.  With respect to  
 
the sample of eighth-grade students from Korea, initial stratifications were made by province,  
 
urbanization (urban, suburban, rural), and gender (boys, girls, coeducational).  Schools that were  
 
excluded from the sampling included very small schools, geographically inaccessible schools, and  
 
physical education middle schools.  Students who were functionally or intellectually disabled were also  
 
excluded from the assessment.  This procedure resulted in 150 schools in the total sample and all of  
 
those schools participated in the TIMSS 2007 assessment. 
 
Students 
 
     Students included in these analyses were from the TIMSS 2007 eighth-grade samples (13-year- 
 
olds) from the United States and Korea.  There were 6,853 students from the United States and 4,113  
 
students from Korea who completed all of the items regarding classroom instructional strategies and  
 
computer use that were examined in this study. 
 
Measures 
 
     The effects of computer activities, classroom instructional activities, and self beliefs on science  
 
achievement test scores were examined in this study.  With regard to teaching strategies, students  
 
indicated how frequently the following activities were used in their science lessons: “How often do  
 
you do these things in your science lessons?” (1) We make observations and describe what we see, (2)  
 
We watch the teacher demonstrate an experiment or investigation, (3) We design or plan an experiment  
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or investigation, (4) We conduct an experiment or investigation, (5) We work in small groups on an  
 
experiment or investigation, (6) We read our science textbooks and other resource materials, (7) We  
 
memorize science facts and principles, (8) We use scientific formulas and laws to solve problems, (9)  
 
We give explanations about what we are studying, (10) We related what we are learning in science to  
 
our daily lives, (11) We review our homework, (12) We listen to the teacher give a lecture-style  
 
presentation, (13) We work problems on our own, and (14) We begin our homework in class.  On each  
 
of these items, students indicated the frequency of each activity as: (1) never, (2) some lessons, (3)  
 
about half the lessons, or (4) every or almost every lesson. 
 
     Considering computer activities, students reported how frequently they used computers in the  
 
following ways.   Students reported whether or not they used a computer in several specific places:  (1)  
 
I use a computer at home, (2) I use a computer at school, and (3) I use a computer elsewhere (public  
 
library, friend’s home, internet café).  In addition, students reported how frequently they used a  
 
computer for schoolwork in science as: (1) never, (2) a few times a year, (3) once or twice a month, (4)  
 
at least once a week, or (5) every day.  Students also reported how much time they spent before or after  
 
school using the internet or playing computer games as: (1) no time, (2) less than one hour, (3) one to  
 
two hours, (4) more than two hours but less than four hours, or (5) four hours or more. 
 
     With respect to students’ beliefs about science and their abilities, student responses to six specific  
 
measures were examined: (1) I usually do well in science, (2) Science is more difficult for me than for  
 
many of my classmates, (3) I enjoy learning science, (4) Science is not one of my strengths, (5) I learn  
 
things quickly in science, and (6) Science is boring.  On each of these items, students indicated their  
 
level of agreement as: (1) disagree a lot, (2) disagree a little, (3) agree a little, or (4) agree a lot. 
 
   The dependent measure examined in this study was each student’s score on the TIMSS 2007  

2010 HICE Proceedings - Page 1668



                                                                                                                                  Science Achievement 
                                                                                                                                                                  8. 
 
International Science test.  Statistical procedures have been developed to estimate student proficiency  
 
by generating plausible values for each student based on responses given because students in the  
 
TIMSS 2007 assessment were given relatively few test items in each specific content area (Foy, Galia,  
 
& Li, 2008).  Plausible values provide estimates of the performance of each student as if they had  
 
taken all possible items on the test; five plausible values were computed for each student because of  
 
error in the generation of the imputed proficiency score values.  The dependent measure for this study  
 
was the average of the five plausible score values computed for each student.  The TIMSS 2007  
 
science assessment included four primary science content areas: biology, chemistry, physics, and earth  
 
science. 
 
Procedure 
 
     The TIMSS 2007 assessment employed a two-stage stratified cluster sample design in which  
 
schools were sampled during the first stage of sampling and classrooms were sampled during the  
 
second stage.  Consequently, statistical procedures for complex sampling designs must be used in order  
 
to reduce the possibility of underestimation of the error and spurious findings of statistical significance  
 
(Olson, Martin, & Mullis, 2008).  Jackknife variance estimation procedures using replicate weights  
 
were used to compute appropriate standard errors for each variable included in this study.  This  
 
technique produces estimates of the population means and the standard errors of those estimates.  A  
 
further advantage of the jackknife replication statistic is that it provides population estimates rather  
 
than findings from a single sample and increases the generalizability of the findings (Ang, 1998).  For  
 
this study, multiple regression procedures were used to simultaneously examine the relative  
 
contribution of each computer activity, science belief variable, and classroom instructional strategy  
 
toward the explanation of science test scores.  In each instance, analyses were conducted separately for  

2010 HICE Proceedings - Page 1669



                                                                                                                                  Science Achievement 
                                                                                                                                                                  9. 
 
the entire sample of students from each country. 
 

Results 
 
Descriptive Statistics 
 
     Descriptive statistics for each mathematics belief variable, classroom instructional activity, and  
 
science achievement test scores for the entire samples of students from both countries are presented  
 
in Table 1.  It is important to note that those values are not descriptive statistics for the samples of  
 
students from the United States and the Korea.  Rather, for each variable estimates of the  
 
population means and standard deviations are presented.  It is also important to note that data  
 
from complex sampling designs are collected from sampling units that are clustered (such as  
 
geographically distributed schools) and students within the same school have higher probabilities of  
 
being sampled.  Consequently, statistical analyses that are used to produce unbiased variance  
 
estimates consider the design effect; the degrees of freedom associated with each statistical test are  
 
determined by the number of sampling units for each country rather than the number of students that  
 
were actually included in each national sample.  Those degrees of freedom were consistent for all  
 
statistical tests (both correlations and multiple regression analyses) used in this study. 
 
Relationships Between Computer Activities, Science Beliefs, 
Classroom Instruction, and Science Achievement 
 
     Findings from the multiple regression analysis of relationships between computer activities and  
 
science achievement test scores are presented in Table 2.  Considering the national sample of eighth- 
 
grade students from Korea, five computer activities significantly entered the multiple regression  
 
equation.  Students who earned high science test scores reported that they frequently used a computer  
 
at home and at school.  Similarly, students who frequently used a computer for schoolwork in science  
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also tended to earn high science test scores.  However, two computer activities showed significant  
 
negative relationships with science achievement.  Students who earned low science test scores reported  
 
that they frequently used the internet before or after school and played computer games before or after  
 
school.  Further, the overall multiple regression equation that assessed the joint significance of the  
 
complete set of computer activities was significant (F(6,143) = 36.65, p < .001) and explained 8.0% of  
 
the variance in science achievement test scores for adolescent students in Korea.  With respect to the  
 
national sample of students from the United States, four computer activities significantly entered  
 
the multiple regression equation.  Students who showed high levels of science achievement reported  
 
that they frequently used computers at home and at school.  In addition, students who indicated that  
 
they used a computer for schoolwork in science also tended to earn high test scores.  Conversely,  
 
students who frequently used the internet before or after school were more likely to earn low science  
 
test scores.  Finally, the overall multiple regression equation that included the computer set of  
 
computer activities was significant (F(6,143) = 53.23, p < .001) and explained 7.3% of the variance in  
 
science test scores for eighth-grade students in the United States. 
 
     Results from the multiple regression analysis of relationships between classroom instructional  
 
activities, science beliefs, and achievement test scores of eighth-grade students in Korea are  
 
summarized in Table 3.  Two science belief variables significantly entered the multiple regression  
 
equation.  Students who showed high levels of science achievement tended to express the belief that  
 
they usually did well in science.  Conversely, students who reported that science was not one of their  
 
strengths also tended to show lower science achievement test scores.  With respect to classroom  
 
instructional strategies, eleven variables significantly entered the multiple regression equation.   
 
Students who earned high science test scores reported that they frequently worked problems on their  
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own and listened to the teacher make a lecture-style presentation during their science lessons.  Further,  
 
students who indicated that they frequently memorized science facts and principles and used scientific  
 
formulas and laws to solve problems also tended to show high levels of science achievement.   
 
Similarly, students who earned high science test scores reported that they frequently read their science  
 
textbook and other resource materials during their science lessons.  More frequent use of activities that  
 
allowed students to be engaged and made connections with real-world examples (students made  
 
observations and described what they saw and they related what they learned in science to their daily  
 
lives) were positively related to science test scores.  Four instructional activities showed significant  
 
negative relationships with science achievement test scores.  Students who showed lower levels of  
 
science achievement indicated that they frequently watched the teacher demonstrate and experiment or  
 
investigation and designed or planned an experiment themselves.  Further, students who spent more  
 
time during science lessons reviewing their homework or who began their homework in class tended to  
 
show lower science test scores.  Finally, the overall multiple regression equation that assessed the joint  
 
significance of the complete set of science belief variables and classroom instructional strategies was  
 
significant (F(20,129) = 81.60, p < .001) and explained 34.8% of the variance in science achievement  
 
test scores for eighth-grade students in Korea. 
 
     Findings from the multiple regression analysis of relationships between science beliefs, classroom  
 
teaching activities, and science test scores of eighth-grade students in the United States are presented in  
 
Table 4.  Four science belief variables significantly entered the multiple regression equation.  Students  
 
who earned high science test scores reported that they learned things quickly in science and usually did  
 
well in science.  However, students who showed lower levels of science achievement tended to feel  
 
that science was not one of their strengths.  Similarly, students who expressed negative comparisons of  
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themselves to other students (science is more difficult for me than for many of my classmates) also  
 
tended to earn low science test scores.  Considering classroom instructional activities, eight variables  
 
significantly entered the multiple regression equation.  Students who showed high levels of science  
 
achievement reported that they frequently memorized science facts and principles and worked  
 
problems on their own during science lessons.  Further, students who frequently conducted  
 
experiments and engaged in cooperative learning activities (worked in small groups on an experiment  
 
or investigation) also tended to earn high science test scores.  Four classroom instructional strategies  
 
showed significant negative relationships with science achievement.  Students who earned low science  
 
test scores indicated that they frequently read their science textbooks or other resource materials during  
 
their science lessons.  In addition, students who showed lower levels of science achievement indicated  
 
that they frequently planned an experiment or watched the teacher demonstrate an experiment during  
 
their science lessons.  Interestingly, students who reported that they frequently related what they were  
 
learning in science to their daily lives also tended to earn low science test scores.  Finally, the overall  
 
multiple regression equation that included the complete set of science belief variables and classroom  
 
instructional strategies was significant (F(20,129) = 37.40, p < .001) and explained 16.9% of the  
 
variance in science achievement test scores for eighth-grade students in the United States. 
 

Discussion 
 
     There were several significant findings from this study.  Students in both Korea and the United  
 
States who indicated that they frequently used computers at home and at school also showed high  
 
levels of science achievement.  Further, students who frequently used computers for schoolwork in  
 
science were more likely to earn high science test scores.  However, students in both countries who  
 
indicated that they frequently used the internet before or after school also tended to earn low science  
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achievement test scores.  In addition, students in Korea who reported that they frequently played  
 
computer games before or after school also earned lower science test scores.  With regard to classroom  
 
instructional activities, students in Korea and the United States who earned high science test scores  
 
reported that they frequently worked problems on their own and memorized science facts and  
 
principles.  Conversely, students in both countries who reported that they frequently watched their  
 
teachers demonstrate experiments or investigations and designed experiments themselves also earned  
 
low science test scores.  Finally, it was noted that the use of homework activities during science  
 
lessons was not significantly related to achievement for students in the United States; students in Korea  
 
who reported that they frequently engaged in homework activities during science lessons (reviewed  
 
their homework and began their homework in class) showed lower levels of science achievement. 
 
     An interesting finding from this study was the relationship between cooperative learning activities  
 
(worked in small groups on an experiment or investigation).  In this instance, there was a significant  
 
positive relationship between the use of cooperative learning activities and achievement test scores for  
 
students in the United States while the relationship was not significant for students in Korea.  Previous  
 
studies have found cross-cultural differences in relationships between cooperative learning and science  
 
achievement outcomes.  For instance, it was noted that students in the United States who participated  
 
in the TIMSS 2003 assessment earned higher test scores when cooperative learning activities were  
 
used frequently in their science lessons (House, 2007).  However, other research findings indicated that  
 
the use of cooperative learning was negatively related to mathematics achievement test scores for  
 
students in Japan and Chinese Taipei (House, 2001, 2002).  Consequently, further research is needed to  
 
identify specific academic areas and grade levels for which cooperative learning activities are most  
 
effective. 
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     These results identify several computer activities, classroom instructional practices, and science  
 
beliefs that were significantly related to science achievement test scores for eighth-grade students in  
 
the United States and Korea.  Further, they extend previous findings because student beliefs and  
 
instructional strategies were simultaneously examined.  In addition, they findings are based on large  
 
national samples of students from cross-cultural settings who participated in a comprehensive  
 
assessment of educational contexts and science and mathematics achievement.  Finally, these results  
 
provide a number of directions for further study.  For instance, additional research is needed to  
 
determine if these relationships would be noted for students from other countries and for mathematics  
 
achievement.  Similarly, further research is needed to examine these relationships for students at other  
 
grades levels such as elementary school.  Finally, additional qualitative research is needed to examine  
 
specific facets of independent learning and computer use that are positively related to student  
 
achievement outcomes. 
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Table 1 
Descriptive Statistics 
__________________________________________________________________________________ 
 
Computer Activity/                                                                        Korea                      United States 
Science Belief/Classroom Instructional Strategy                  Mean             SD            Mean           SD 
__________________________________________________________________________________ 
 
I usually do well in science                                                   2.332           0.743            3.209         0.825 
Science is more difficult for me than  
     for many of my classmates                                               2.317           0.830            1.993        0.959 
I enjoy learning science                                                         2.444           0.852            2.918        0.986 
Science is not one of my strengths                                        2.660           0.857            2.252        1.061 
I learn things quickly in science                                            2.308           0.773            2.895        0.934 
Science is boring                                                                   2.349            0.883           2.298        1.063 
 
Use a computer at home                                                        1.974           0.160            1.921        0.270 
Use a computer at school                                                       1.331           0.470           1.763         0.425 
Use a computer elsewhere (public library,  
     friend’s home, internet café)                                             1.528           0.499           1.619         0.486 
Use a computer for schoolwork in science                            2.485           1.008           2.429         1.079 
Use the internet before or after school                                   2.753          1.188            2.172         1.236 
Play computer games before or after school                          2.937          1.011            3.162         1.237 
 
We make observations and describe what we see                  2.183          0.780            2.970         0.893 
We watch the teacher demonstrate an experiment  
     or investigation                                                                  2.502          0.842            2.811          0.953 
We design or plan an experiment or investigation                 1.992          0.764            2.580          0.972 
We conduct an experiment or investigation                           2.192          0.744            2.748          0.936 
We work in small groups on an experiment or investigation 2.159          0.804            2.970          0.935 
We read our science textbooks and other resource materials 2.733          0.959            3.165          0.911 
We memorize science facts and principles                             2.528          0.943            2.982          0.926 
We use scientific formulas and laws to solve problems         2.614          0.941            2.938          0.933 
We give explanations about what we are studying                 2.050          0.900            2.961          0.938 
We relate what we are learning in science to our daily lives  2.213          0.923            2.584          1.007 
We review our homework                                                       2.091          0.911            2.797          1.105 
We listen to the teacher give a lecture-style presentation       3.085          0.929            3.076          0.977 
We work problems on our own                                               2.692          0.927            3.061          0.879 
We begin our homework in class                                            1.655          0.740            2.601          1.090 
 
TIMSS International Science Test Score                            556.709        73.941        525.482        80.721 
__________________________________________________________________________________ 
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Table 2 
 
Summary of Multiple Regression Analysis of Relationships Between  
Computer Activities and Science Achievement Test Scores 
__________________________________________________________________________________ 
 
                                                                                                                         Standard 
                                                                                               Parameter          Error of 
Computer Activity                                                                  Estimate           Estimate               Z  
__________________________________________________________________________________ 
 
Korea 
 
Use a computer at home                                                            54.761               8.463              6.47**    
 
Use a computer at school                                                          10.157               3.730               2.72** 
 
Use a computer elsewhere (public library,  
     friend’s home, internet café)                                                  4.772               2.898               1.65 
 
Use a computer for schoolwork in science                                 6.307               1.469               4.29** 
 
Use the internet before or after school                                      -7.933               1.466              -5.41** 
 
Play computer games before or after school                           -10.249               1.287              -7.96** 
 
United States 
 
Use a computer at home                                                           63.547               4.926              12.90** 
 
Use a computer at school                                                          17.431               3.543                4.92** 
 
Use a computer elsewhere (public library,  
     friend’s home, internet café)                                                -4.220               2.637               -1.60 
 
Use a computer for schoolwork in science                                 5.180               1.245                4.16** 
 
Use the internet before or after school                                    -10.487               1.047             -10.02** 
 
Play computer games before or after school                              0.168                1.030                0.16 
__________________________________________________________________________________ 
**p < .01 
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Table 3 
 
Summary of Multiple Regression Analysis of Relationships Between Science Beliefs,  
Classroom Instructional Strategies, and Achievement Test Scores (Korea) 
__________________________________________________________________________________ 
 
                                                                                                                             Standard 
                                                                                                    Parameter         Error of 
Science Belief/Classroom Instructional Strategy                         Estimate         Estimate               Z 
__________________________________________________________________________________ 
 
Science Beliefs 
 
I usually do well in science                                                             23.870             2.298             10.39** 
Science is more difficult for me than  
     for many of my classmates                                                         -0.118             1.740              -0.07 
I enjoy learning science                                                                    4.415             2.304               1.92 
Science is not one of my strengths                                                  -5.514             2.249              -2.45* 
I learn things quickly in science                                                       3.663             1.962               1.87 
Science is boring                                                                               2.251             2.048               1.10 
 
Classroom Instructional Strategies 
 
We make observations and describe what we see                            6.636             1.893               3.50** 
We watch the teacher demonstrate an experiment  
     or investigation                                                                           -5.471             1.692              -3.23** 
We design or plan an experiment or investigation                          -4.848             1.965              -2.47* 
We conduct an experiment or investigation                                    -0.977             2.024              -0.48 
We work in small groups on an experiment or investigation          -1.347             1.560              -0.86 
We read our science textbooks and other resource materials           9.321             1.479                6.30** 
We memorize science facts and principles                                       5.858             1.829                3.20** 
We use scientific formulas and laws to solve problems                 10.463             1.970                5.31** 
We give explanations about what we are studying                         -2.538             1.537               -1.65 
We relate what we are learning in science to our daily lives           5.542              1.410                3.93** 
We review our homework                                                             -10.614             1.560               -6.80** 
We listen to the teacher give a lecture-style presentation                5.038             1.385                 3.64** 
We work problems on our own                                                      10.282             1.546                 6.65** 
We begin our homework in class                                                    -7.313             1.668               -4.39** 
__________________________________________________________________________________ 
 
**p < .01 
 
  *p < .05 

2010 HICE Proceedings - Page 1681



                                                                                                                                  Science Achievement 
                                                                                                                                                                21. 
 
Table 4 
 
Summary of Multiple Regression Analysis of Relationships Between Science Beliefs,  
Classroom Instructional Strategies, and Achievement Test Scores (United States) 
__________________________________________________________________________________ 
 
                                                                                                                             Standard 
                                                                                                    Parameter         Error of 
Science Belief/Classroom Instructional Strategy                         Estimate         Estimate               Z 
__________________________________________________________________________________ 
 
Science Beliefs 
 
I usually do well in science                                                             14.364             2.284              6.29** 
Science is more difficult for me than  
     for many of my classmates                                                       -10.007             1.528             -6.55** 
I enjoy learning science                                                                   -2.425             1.652             -1.47 
Science is not one of my strengths                                                  -8.532             1.581              -5.40** 
I learn things quickly in science                                                       5.625             1.719               3.27** 
Science is boring                                                                               1.573             1.407              1.12 
 
Classroom Instructional Strategies 
 
We make observations and describe what we see                           -1.952             1.788              -1.09 
We watch the teacher demonstrate an experiment  
     or investigation                                                                         -10.832             1.948              -5.56** 
We design or plan an experiment or investigation                        -14.594             2.040              -7.15* 
We conduct an experiment or investigation                                   14.457             2.062                7.01** 
We work in small groups on an experiment or investigation           4.362             1.956                2.23* 
We read our science textbooks and other resource materials         -5.529              1.880              -2.94** 
We memorize science facts and principles                                      5.184              1.551                3.34** 
We use scientific formulas and laws to solve problems                 -2.373              1.934               -1.23 
We give explanations about what we are studying                          2.964              1.547                1.92 
We relate what we are learning in science to our daily lives          -3.407              1.336              -2.55* 
We review our homework                                                                3.152              1.703                1.85 
We listen to the teacher give a lecture-style presentation                0.698              1.499                0.47 
We work problems on our own                                                        7.562              1.599                4.73** 
We begin our homework in class                                                     0.085              1.526                0.06 
__________________________________________________________________________________ 
 
**p < .01 
 
  *p < .05 

2010 HICE Proceedings - Page 1682



 
Assessing the Effectiveness of a Career Program for International Students 

 
 
 
 
 
 

A Thesis 
Submitted to the Faculty of Graduate Studies  

 
In Partial Fulfillment of the Requirements for the Degree of 

 
Master of Education 

 
Department of Educational Administration, Foundations and Psychology 

 
 
 
 

University of Manitoba 
Winnipeg, Manitoba 

 
 
 

 
Copyright ©August 2009 by Angela Bohonos 

 

 
 

2010 HICE Proceedings - Page 1683



ABSTRACT 
  

  The number of international students attending North American 

universities is growing exponentially and represents a large economic industry for 

these countries (Spencer-Rodgers, 2000).  For many post secondary institutions 

international student tuition brings much needed revenue. However, there is a 

consensus in the literature that the Student Affairs departments of universities 

have a responsibility to assist international students with preparation for post-

graduation life, including the school to work transition. There is an absence of 

literature relating to the post-graduation career search needs of this student 

population and of effective interventions for meeting these needs from a Canadian 

perspective (Arthur, 2004).  The literature that exists echoes the staff of the 

University of Manitoba Student Counselling and Career Centre’s own experience 

that the international student population has unique career needs which require 

programming designed with their needs in mind. 

In order to address this need  a unique program specifically designed to 

help international students who are intending to seek employment in Canada was 

designed. This study describes the program and the results of pre and post tests 

completed by participants that measured their level of acculturation, changes in 

confidence and knowledge level and career preparation needs as well as 

researcher observations and feedback from participants. Programs of this type are 

extremely rare, therefore, it is vital that its effectiveness be empirically evaluated 

in order to allow continued services and to provide tested curriculum for student 

service departments at other universities. 
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CHAPTER ONE: INTRODUCTION 

 
Background and Context 

 
        This study grew out of an unpublished manuscript based on a study 

conducted in 2007 by Gavriela Geller and Michael Mandrusiak and the need to 

illuminate their findings and add Canadian information to the field.  

Chapter one provides the background and context for the current study. 

The chapter includes the following topics: the impact of globalization on career 

development, the systemic barriers to employment in Canada for international 

students, an historical perspective, the current status of policy development in 

Canada, a provincial perspective of Manitoba’s higher education career 

development programs, the unique aspects of the University of Manitoba career 

program, goals and assumptions, and the current study. The chapter concludes 

with the significance of this study and responding to the career needs of 

international students 

Impact of Globalization on Career Development 

        The world is becoming smaller everyday. Advances in technology and trade 

have created a global marketplace. An evolving aspect of this globalization is 

international education. Globalization impacts higher education. Due to decreases 

in government funding, post secondary institutions have been forced to generate 

revenue from other sources. International recruitment is considered a high priority 

at most post-secondary institutions as a mechanism to generate revenue and create 

diversity on campus. In 2003, international students contributed upwards of $3.5 

billon to the Canadian economy. The number of international students choosing a 
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post-secondary education in Canada is steadily increasing. In the 2004-2005 

academic year, 72,500 international students attended Canadian universities 

(Arthur, 2004). A report in the March 8, 2009 Ottawa Business Journal indicated 

that currently there are approximately 176,000 international students studying in 

Canada. Consequently, the number of international students seeking employment 

in Canada after graduation is also increasing. However, many international 

students are pessimistic about their chances of securing employment in Canada 

upon graduation. A study conducted between 2005 and 2007 by the Canadian 

Bureau of International Education (Canadian Bureau of International Education 

(CBIE), 2007) found that only one third or 33% of international students intend to 

stay in Canada after graduation due to the potential barriers they face in securing 

employment in Canada; these barriers are systemic, linguistic, and cultural (Bond, 

Areepattamannil, Brathwaite-Sturgeon, Hayle, and Malekan, 2007). 

Systemic Barriers to Employment in Canada for International Students: 

Historical Perspective 

At the time this study was conducted, the regulations governing post-

graduate work permits for international students were impractical and, as a result, 

difficult to obtain. In Canada, prior to April 2008,  international students were 

required to obtain a post-graduate work permit that allowed them to remain in the 

country for up to two years, provided they acquired a job offer related to their field 

of study within 90 days of completion of studies. An international student had to 

receive a job offer from an employer prior to obtaining a work permit from the 

government.  In addition, the employment was required to be related to their 
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degree major.  For example, a job as a server in a restaurant would not be 

considered career related and therefore a work permit would not be issued; 

however, a management position in a restaurant may lead to a work permit for a 

business/management graduate. The inclusion of career related as a criterion is the 

significant term. This term means that, unlike a domestic student who could secure 

any type of employment, international students were required to prove that their 

employment was related to their field of study. This was a daunting task for many 

international students.  

For example, international students in 
Canada face a “catch 22” dilemma in 
securing employment. On the one hand, 
employers are legally prohibited from 
hiring international students unless they 
have received proper immigration 
authorization. On the other hand 
immigration officials will not issue a 
work permit until the student presents 
confirmation of employment. There is 
uncertainty about whether students will 
receive authorization and when they will 
actually be available for work. From the 
employer’s point of view, holding a job 
for an international student does not make 
sense when domestic employees are 
readily available (Arthur, 2004, p. 44-45). 
 

These work permit restrictions added to international students’ 

difficulties obtaining employment and increased the need for job search 

assistance. At the time of this study, the guidelines in place for immigration 

officers to determine if a job offer was career related or not were ambiguous or 

nonexistent, As a result, international students experienced difficulty obtaining 

employment in Canada became frustrated and discouraged with the job search 
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process. A report published by the Canadian Bureau for International Education in 

the fall of 2007, stated:  

“…a serious disconnect between the stated 
intent of the Post-Graduation Work 
Program and its delivery. Students were 
offered the opportunity to work but within 
such strict boundaries that it was 
impossible for many to participate. 
Employers balked at offering jobs to 
foreign grads when   they found out that it 
would take two months following the offer 
of work for their new hire to obtain a 
permit”. 

 

Many international students report feeling little confidence in their 

ability to obtain employment in Canada which can be attributed to these 

significant barriers to employment. In a recent study of 1,000 international 

students studying in Canada, nearly 80% were pessimistic regarding their 

employment prospects in Canada (Bond et al, 2007). A recent survey of 

international students conducted by the Canadian Bureau for International 

Education in a 20 month period from May 2005-January 2007 showed less than 

14, 000 or 47% obtained a Canadian work permit (CBIE, 2007). This situation left 

many international students forced to either continue further studies in order to 

stay in Canada or to leave the country as they were no longer legally able to stay.  

Another systemic barrier to employment in Canada for international 

students is employers’ lack of information. Many employers appear to be unclear 

about the regulations and processes around work permits and are reluctant to make 

a job offer. According to a survey conducted by the Canadian Bureau of 

International Education, many employers do not know that they are now allowed 
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to hire international students and graduates. Even when they are informed, they 

are reluctant to do so until the Government of Canada provides better guidance on 

the regulations” (Bond et al, 2007). This lack of knowledge prevents international 

students from being considered for employment as many employers screen them 

out solely as a result of the lack of information.  

 
The strict guidelines regarding work permits combined with employers 
 lack of knowledge made employment success seem unobtainable 
 to international students. The Government of Canada needs to do 
 a better job of educating employers about the hiring process for 
 international students so they can see the long term benefits both 
 for their organization and the Canadian economy. International 
 students are a viable but untapped resource that can help Canada 
 build it’s workforce and strengthen it’s economy. Due to an aging 
 population Canada will likely experience a labour shortage in the 
 near future. New immigrants, who will soon account for nearly all 
 of population growth in Canada are understood to offer an  
important source of new labour- specifically highly skilled  
labour- that is needed if Canada is to maintain the workforce 
 considered necessary to sustain the Canadian quality  
of life (Goldenberg, 2007, p.3.) 
 
  International students have the potential to play a vital role in both in 

Canada’s economy and in the global marketplace. Many, however, are unprepared 

to conduct a job search in Canada due to a lack of knowledge. Consequently there 

is a responsibility on the part of post-secondary institutions to provide supports 

and services to assist in the transition to the workforce. Some higher education 

institutions are striving to better meet the unique needs of international students 

who complete a university degree at Canadian institutions but face significant 

barriers to employability. As a result, post-secondary institutions and career 

services departments are beginning to recognize this role and are creating 

programs to assist international students with their job search.  
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Current Status of Policy Development in Canada 

Citizenship and Immigration made changes to the immigration rules in 

April 2008 after this study was conducted (www.cic.gc.ca). These changes may be 

attributed to the extensive advocacy conducted by the Canadian Bureau for 

International Education. “The Canadian Bureau for International Education 

(CBIE) has advocated for changes to the Post Graduate Work Permit since the 

current scheme came into effect in 2005” (CBIE, 2008) 

In April 2008, CIC Minister Diane Finley announced that, effective 

immediately, international students graduating from Canada’s post-secondary 

institutions would be eligible for: 

• An open work permit – no longer tying them to employment 

directly related to their field of study, and making them employable immediately 

upon receipt of a job offer; 

• Up to three years of work after graduation – previously only one 

year was possible in Canada’s three largest cities (Montreal, Toronto, and 

Vancouver) and two years elsewhere (CBIE, 2008).  

Provincial Perspective: Manitoba and Higher Education Career Development 

Programs for International Students 

The number of international students in Canada has increased in 

conjunction with the number who wish to obtain professional work experience in 

Canada. However, many of these students have neither an understanding of job 

search techniques in Canada nor, more importantly, the skills required to conduct 

a successful job search in the competitive Canadian labour market. By speaking 
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further with international students who were graduating, I determined that many of 

them were experiencing significant barriers in their search for employment. These 

barriers included: lack of knowledge of Canadian workplace culture and employer 

expectations, poor communication skills, low self-confidence, a limited 

knowledge of job search resources available, limited on-campus resources 

available, and confusion regarding work permit and immigration rules and 

procedures. A career-development needs assessment conducted by Spencer-

Rogers in 2000 showed that international students seek assistance “obtaining work 

experience, overcoming interview barriers and developing job search skills”. In 

response to this growing need, many career professionals are searching for ideas 

and ways to meet the needs of this population. Although many Student Affairs 

professionals recognize the growing needs of international students, there is 

limited research on job search programming tailored to their specific needs.  In the 

academic school year 2007-2008, the staff of the University of Manitoba Student 

Counselling and Career Centre, who provide direct career service to international 

students, determined that the current services offered to international students 

were not adequately meeting their needs.  While Career Services at the University 

of Manitoba offers various programs to assist all students with their employment 

goals with the philosophy of assisting students to develop self-efficacy in their job 

search by providing the tools to conduct an autonomous, self-directed job search 

with the support of the career staff. These programs did not appear to address the 

needs of international students. The programming offered provided information in 

a lecture format, where participants were passive learners, with little variation of 
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learning activities. The workshops were designed with the assumption that 

participants were familiar with the tools and techniques required to conduct a job 

search in Canada.  The workshops were comprised of students with various 

learning styles and varying levels of knowledge. Facilitators of these workshops 

noticed that many international students participating in the workshops appeared 

to have difficulty understanding the content evidenced by the fact that they asked 

numerous questions during the workshops and stayed behind to speak directly 

with the facilitators. During the workshops, the facilitators felt torn between 

whether to hold back domestic students who already had basic knowledge of job 

searching in Canada or leave international students who had limited knowledge 

behind. This situation emphasized the need to provide targeted workshops for 

international students.  

Many international students have little work experience and are unaware 

of Canadian job search techniques such as preparing for a Canadian job interview, 

and expressed a lack of confidence in participation in the Canadian marketplace.   

The University of Manitoba, Student Counselling and Career Centre has offered 

seasonal programming tailored to the specific needs of students who were 

graduating including a special session for international students. This annual 

session entitled; “Job Searching for International Students who wish to stay in 

Canada” was very popular and well attended every year it was offered. Based on 

these needs, a job search program specifically for international students wishing to 

remain in Canada upon graduation was created in 2007. 
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 This program was created with the goal of assisting international 

students increase their knowledge and skills to conduct a successful job search in 

Canada. The program provided an opportunity for these students to practice their 

interpersonal and communication skills with the goal of building confidence. A 

secondary goal of the program was to encourage international students to be more 

strategic regarding their job search in Canada in order to increase the potential for 

obtaining employment.  

Although international students from Eastern cultures are used to a 

passive lecture based learning style(Kelly, 2009, Kennedy, 2002), the facilitators 

wanted to provide opportunities for participants to increase their communication 

and interpersonal skills Accordingly, the new program was developed specifically 

for international students using problem based learning strategies that encouraged 

participants to integrate and apply what they had learned. The program was 

learner-centered and incorporated a variety of learning methods to better meet the 

needs of the participants learning goals. These learning methods included small 

group work, hands on practical activities and one- to -one interaction. The 

methodology allowed for the inclusion of activities that involved solving real 

world problems such as writing a resume and interviewing successfully 

(Bloomberg, 2009). Moreover, as the learners were adults, the method allowed 

participants to have input in the learning process (Bloomberg, 2009). The 

facilitators developed the program with the intent of providing opportunities for 

international students to feel empowered by understanding diversity, promoting 

self-discovery and encouraging change (Mojab, 2002). Given that the majority of 
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international students who sought career development assistance were of Chinese 

descent, the facilitators deemed it a priority to be culturally sensitive and 

considered the cultural norms of the group and created a learning environment in 

which learners felt comfortable and safe enough to take risks. For that reason, a 

shared learning philosophy where participants and facilitators had the opportunity 

to grow and learn from each other was implemented. According to Stewart, 

“group interventions are very important for immigrants with a collectivist world 

view” (2003). Principles of adult education such as shared learning and the role of 

the facilitator to help in the learning process rather than simply providing 

information were crucial in the program planning (Amundson, 1999).The 

facilitators developed a program that incorporated the perspectives of all the 

participants by using interactive, hands-on activities rather than a traditional 

Western style lecture format.  

 At the University of Manitoba prior to the development of specific 

career programming for international students, international students were 

integrated into regular career programming. The initial program the University of 

Manitoba Career Services held was offered in January of 2007: 2 hours, once a 

week, for six weeks. The initial program had 20 participants 35% male and 65% 

female, 45% of the participants were from China, 40% from other Asian or 

Southeast Asian countries and the remaining 15% from non-Asian countries.  
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Unique Aspects of the University of Manitoba Career Program 

The University of Manitoba Career Program for international students 

was built on a pilot project that formed the basis of the current study that formally 

addresses the career needs of international students. In comparison to other career 

development programs offered across Canada, the University of Manitoba 

program was unique as it was presented over an eight week time period and was 

provided to a closed group of international students. In other provinces, career 

programs for international students are offered as a one or two hour presentation 

accessible at various times throughout the school year. 

The University of Manitoba career program that the current study is 

based on is unique because it was tailored to meet the career needs of international 

students. These needs were determined during the first session of the program 

where facilitators solicited direct input from the participants to develop the 

specific program goals. These goals included: discussion of Canadian culture and 

workplace culture, key skills required by Canadian employers, employer 

expectations, resume and cover letter writing, job search strategies and interview 

preparation advice. The first session was interactive and learners were provided 

with opportunities to interact in small and large groups. Each learner was given a 

workbook to take home for self-directed activities which included listing positive 

personal attributes and conducting self-assessments. The students were invited to 

meet with one of the facilitators individually at any time to discuss their individual 

concerns. Each participant also had the option to participate in a mock interview 

with the one of the facilitators where the participants would have the opportunity 
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to apply what they had learned as well as receive feedback on their interview 

technique. Although the initial program in 2007 was very successful and received 

positive feedback from the participants, the participants offered suggestions for 

improvement: additional sessions, additional small group discussion, and 

additional focus on resume and interview preparation. Interestingly, the students 

felt sessions related to career decision making were unnecessary as for many 

career decision making had been already determined prior to coming to Canada. In 

traditional Chinese culture, career decisions are usually made by the family not the 

individual, career decision making brings honour to the family and the child does 

not place their needs above the expectations of their family (Tang, 2009).  The 

program in the current study eliminated the career decision making aspect in 

response to this cultural value and increased the focus on employment topics. 

Goals and Assumptions informing the Development of the Career Program at 

the University of Manitoba 

This program was developed with the belief that providing opportunities 

to learn about Canadian workplace expectations as well as the practice of 

interpersonal communication in a supportive environment may alleviate the 

anxiety international students experience regarding their career search and enable 

them to be more competitive in the job market.  

Three key components guided the development of the program and the study. 

1. To determine if, by incorporating activities and opportunities to practice 

interpersonal communication, participants would feel more confident and 

knowledgeable regarding conducting a job search in Canada. 
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2. To determine participants’ level of acculturation and whether their level of 

acculturation had an effect on their job search confidence and knowledge. 

3. To determine whether the creation of a program tailored to the career 

development needs of international students wishing to obtain employment in 

Canada would be well received by participants.   

Current Study 

The purpose of this current study is to illuminate the findings of the pilot 

study of the first international student career program offered in January 2007 

conducted by Michael Mandrusiak and Gavriela Geller. Due to high demand, the 

University of Manitoba offered a second session in the fall of 2007; this program 

was expanded to 8 weeks to allow additional time to focus on job search skill 

development and interpersonal communication. The current study, conducted in 

January 2008, included a new variable of measurement, that of acculturation 

utilizing the Vancouver Index of Acculturation, (VIA). This instrument was 

designed to provide independent measures of identification with mainstream and 

heritage cultures. The current study focused on four areas in the program: 

a)  the career preparation needs of international students in the areas of work 

experience, job searching and career planning  

         b)  acculturation level of participants 

c)  changes in participant confidence and knowledge related to finding 

employment in Canada 

d)  qualitative feedback and suggestions for improving the course  

2010 HICE Proceedings - Page 1702



Analyzing these four areas, the current study attempted to 

determine if the participants’ level of acculturation influences 

their feelings of increased confidence around job search and 

employability in Canada.  

For international students who wish to stay in Canada upon graduation, 

securing employment is a significant concern. International students regard 

employment issues as their second highest concern after immigration (CBIE, 

2007). International students have legitimate concerns, according to Spencer-

Rodgers & Cortijo, “international students have to deal with unique concerns 

and vocational challenges such as language and cultural barriers, burdensome 

legal requirements and bureaucratic procedures” (1998). Yet numerous 

international students appear to have a limited understanding of the process of 

how to look for a job in Canada and more importantly, the skills and abilities 

required to both obtain employment and succeed in the Canadian workplace. In 

response to these identified needs student services departments are developing 

specific programs tailored to the needs of international students. The University 

of Manitoba Student Counselling and Career Centre began offering career 

programming specifically for international students wishing to work in Canada 

after graduation in the winter of 2007.  As the majority of participants were of 

Chinese decent therefore this study has focused on meeting the needs of students 

from China.   
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Significance of the study 

This thesis study looked at the career needs and acculturation levels of 

international students studying in Canada as well as their self-confidence and job 

search knowledge prior to and upon completion of the “Finding a Job in Canada 

– Career Seminar for International Students”. Additionally feedback was 

collected from participants regarding their satisfaction levels and suggestions for 

improvement. This study was significant for various reasons, both in terms of 

adding to the research and improving current practice. 

Since Career Services staff at the University of Manitoba had already 

recognized the need to modify services to better meet the needs of international 

students this study will collect information that will help to improve current 

services. 

As there is little literature available on the career needs of international 

students in Canada, this study may be an additional resource to the current 

literature. 

As feedback is provided by students this information may be helpful for 

other student service staff in their work with international students. 

Responding to the career needs of international students 

International students studying in post-secondary institutions in Canada 

who wish to find employment in Canada upon graduation have unique career 

requirements. It is important for career service providers to be aware of these 

requirements when offering programming in their departments. By sharing the 

results of this study, the information may be incorporated into current career 
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programming to provide programming that better supports international students 

in their career pursuits. Post-secondary institutions are beginning to recognize 

the need to create career services to better meet the specific needs of 

international students who wish to stay in Canada. If higher education can assist 

in effectively supporting international students in their search for employment in 

Canada, Canada can strengthen its role as a leader in international education 

(CBIE, 2007). 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

2010 HICE Proceedings - Page 1705



 

CHAPTER TWO 

LITERATURE REVIEW 

Introduction 

This chapter provides an overview of the literature regarding 

international students studying in Canada and the United States; barriers to their 

employability, as well as, their career development and programming needs. The 

literature review is organized into eight topics; international student recruitment, 

cultural barriers/acculturation, language, challenges international students face 

with Canadian policy development, career development programs in the United 

States and Canada, connection between career development of Asian international 

students and  self-efficacy, rationale, program planning, and learning styles.  

Despite increased enrollment of international students in post secondary 

studies there is little research available regarding their career development needs 

(Arthur, 2004). Experts in the field have identified a gap between the high 

numbers of international students recruited and the responsiveness of institutions 

in providing adequate infrastructure to support these needs (Arthur, 2004). This 

literature review focuses on the publications that are most relevant to purpose of 

this study: to measure international students experiences, knowledge of and 

confidence regarding conducting a job search in Canada as along with their 

acculturation level.  
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International Student Recruitment 

The recruitment of international students is a priority of higher education 

across North America. In 2003, the number of international students studying 

world-wide was 2.1 million, this figure is expected to increase to 5.8 million in the 

year 2020 (Grayson, 2007; Bohm, Davis, Meares, & Pearce, 2004). In the United 

States, the number of international students enrolled in post secondary institutions 

has increased dramatically to approximately half a million students and the 

number is increasing. (Yang, Wong, Hwang & Heppner, 2002). As there is the 

potential for many of these students to remain in Canada or the United States upon 

graduation provided they can find suitable employment, it becomes necessary for 

post secondary institutions to provide career development assistance. In a 1997 

speech, Neil Rudenstine, President of Harvard University stated, “We really have 

to sustain our commitment to international students and faculty exchange 

programs. We need those international students, and we need our students to be 

out there studying abroad” (Peterson, Briggs, Dreasher, Horner & Nelson, 1999). 

Globalization is an important issue in today’s world and impacts higher 

education giving rise to strategies for internationalization. The recruitment of 

international students is considered by many as a way to enhance globalization 

and develop internationalization of the institution. In order to gain a clear 

understanding of globalization a definition used by Muni Figueres at the opening 

plenary session of the Global Issues Seminar will be used; “Globalization is a 

long-term historical process of ever increasing integration among societies on a 

global scale. This integration occurs through trade; exchange of customs, values, 
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knowledge, and beliefs; and as a result of conflict and war” (Merriam, Courtenay, 

& Cervero, 2006). Canada believes in the value of globalization. At a speech 

given at the Canadian Bureau of International Education annual conference in 

2006 The Honourable Perrin Beatty President and CEO of Canadian 

Manufacturers and Exporters stated, “We need to help Canadians and their 

governments understand the important competitive advantage international 

education gives our country… whatever your perception, there is definitely a 

common thread we can all agree upon globalization means change-extensive and 

dramatic change.”  Today recruitment of international students is a high priority in 

post-secondary institutions in North America for a number of reasons. For post 

secondary institutions international students bring diversity, enhanced 

globalization, and economic compensation. At many post secondary institutions 

international student tuition fees are much higher for example at the University of 

Manitoba International students tuition is approximately three times higher than 

domestic students (University of Manitoba, “2009-2010 Tuition, Endowment and 

Student Organization Fees”). 

When asked to indicate their most important reasons for recruiting and 
 enrolling international students, almost all respondents (92 percent)  
said their institution did this to promote an internationalized campus  
and greater diversity on campus. While cited as the next most important 
reason overall, generating revenue was rated much lower,  
by 62 percent of respondents. Moreover, only 10 percent  
of all respondents rated it as their first reason for recruiting 
 international students. The next two most frequently identified 
 reasons overall were to increase enrolment in specific programs 
 and to enhance institutional profile and increase contacts, which  
were reported by close to half of respondents. As higher education  
institutions continue to face government cutbacks the recruitment  
of international students has become another way to generate  
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revenue (Association of Universities and Colleges of Canada (AUCC), 
2007). 
 

The Canadian government recognizes the importance of international 

student recruitment. In 2000, the Department of Foreign Affairs and International 

Trade (DFAIT) stated that international students contributed approximately $ 3.5 

billion to the Canadian economy (Cudmore, 2005). The number of international 

students on Canadian campuses has grown rapidly to approximately 70,000 full-

time and 13,000 part-time students in 2006, this number is expected to grow to 

400,000 by 2020 (Bohm et al, 2002; Arthur, 2006). It is also estimated by the 

same authors that over two-thirds of the demand for global education will come 

from Asia.  However, in the competition for the recruitment of international 

students, Canada currently is falling behind the leaders, the United States, 

Australia, and the United Kingdom (Cudmore, 2005). According to AUCC, 

“although this diversity on Canadian campuses is encouraging, we face significant 

international competition in the years ahead for our share of the international 

student market” (AUCC, 2007).  By providing improved student support services 

for international students Canadian post-secondary institutions can increase their 

profile internationally.  

The literature indicates international education is a growing commodity 

across the world. If Canada wishes to participate in this competitive market it must 

ensure adequate supports are in place for international students attending post 

secondary institutions. Providing quality programs and services for international 

students is the basis of any proposal to increase the numbers of international 
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students and to retain those presently enrolled (Peterson, Briggs, Dreasher, Horner 

& Nelson, 1999). As a strategy to increase recruitment many post secondary 

institutions are turning to their Student Affairs departments to ensure they are 

assisting international students with their academic, personal, social and career 

development. Consequently international centres and counselling centres on 

campuses across Canada are expanding their services to meet the needs of this 

growing population.  According to Peterson et al, “if student and academic affairs 

leaders are to recruit and retain more international students, they must be sensitive 

to the perceptions, needs and concerns of prospective and enrolled international 

students.” (Peterson et al, 1999). 

Coming to a new country to study can be both an exciting and 

frightening experience. Many international students face tremendous problems 

adjusting to life in a new country.  Some of the issues students face include: 

loneliness, homesickness, depression, culture shock, the preservation of self-

esteem, language problems, finances, stress, difficulty making friends and 

employment (Grayson, 2008; Reynolds & Constantine, 2007; Arthur, 2004; Lin & 

Yi, 1997). Many post-secondary institutions are beginning to recognize these 

issues and as a result are attempting to improve programming to better meet the 

needs of these students.  By providing effective programs institutions not only 

improve the experiences of international students but can also improve their 

reputation abroad which can be another marketing tool in the recruitment process.  

Providing quality programs and services for international students is 
 the cornerstone of any initiative to increase the numbers of international  
students and to retain those presently enrolled. Colleges and universities  
with good academic programs and well-trained staff who provide 
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 courteous, accurate, timely service, and informative programs  
to international students will reap great benefits from their investments  
 (Peterson, et. al., 1999). 
 

Often the reasons for choosing a particular post-secondary institution can 

be based on that institution’s reputation abroad, often through word of mouth. 

Offering programs that assist international students can be mutually beneficial, 

and enhance the institution’s reputation.  

  In a recent survey conducted by AUCC (2007), when asked whether 

their institution offered specific programs to ensure a successful experience for 

international students during their academic stay in Canada, 47 percent of 

respondents said yes, 17 percent said these services were being developed, and 37 

percent said no. While the types of services varied across individual universities, 

the most frequently mentioned services included: 

• ongoing counselling and non-academic support;  

• orientation program upon arrival;  

• designated international student support staff; 

•  academic advising or support; 

• international student clubs; and designated international support office.  

The need to implement supports for international students is being recognized and 

several post secondary institutions are developing and expanding on current 

programming to better meet the unique needs of international students. 

China has been and continues to be the leading country of origin for 

international students in Canada and the United States since 2001. Bohm, et al, 

anticipate that in the future over two thirds of international students will originate 
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from Asia ( Bohm, et al, 2002).  In 2004, China accounted for 23 percent of full-

time visa students in Canadian universities, totaling close to 15,000 students 

(Institute of International Education (IIE), 2001).  

At the University of Manitoba, the number of international students has 

increased dramatically from 4% in the 2001-2002 academic year to 9% in the 

2005 – 2006, academic year. (Office of Institutional Analysis, 2007).  The total 

international student population at the University of Manitoba in the fall of 2008 

was 2,419, an increase of 15%. Of these international students 1,691 were from 

Asia: 1,160 were from China and 103 from India. Of these students 479 were 

enrolled in Graduate Studies (Office of Institutional Analysis, 2007). 

Although no statistical figures exist, anecdotally the number of 

international students seeking career and employment assistance at the University 

of Manitoba Student Counselling and Career Services appears to have increased 

significantly as well.  

In their annual report, the AUCC recognized international students as a 

valued source of immigrants to Canada, combining the benefits of an advanced 

education and a familiarity with Canada obtained through their studies in the 

country (AUCC, 2007). However, many international students end up leaving 

Canada as they are unable to find employment due to the many barriers and 

frustrating legislation.  In a study conducted by the CBIE from May 2005- January 

2007 of 30,000 students who applied for a post-graduate work permit only 14, 000 

were approved (CBIE, 2007).  As Canada’s workforce ages and its population 

declines there is clearly a need for educated workers. “New immigrants, who will 
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soon account for nearly all of the population growth in Canada are understood to 

offer an important source of new labour- specifically highly skilled labour-that is 

needed if Canada is to maintain the workforce considered necessary to sustain the 

Canadian quality of life “(Goldenberg, 2007).  Canada is beginning to see the 

value of immigrants and provinces like Quebec and Manitoba and these provincial 

governments have taken initiatives to increase the number of immigrants coming 

to their provinces. In 2006, Manitoba welcomed 10,000 new immigrants, the 

highest number in the last fifty years, the province’s target is to double that 

number in the next decade (About Women, 2007). By assisting international 

students in their job search it may be possible to increase the number of students 

who find employment and choose to remain in Canada. However, in order to be 

successful in this area post secondary institutions must be aware of the cultural 

barriers that exist and create programs that better meet the needs of international 

students (Lin & Yi, 1997). 

Cultural Barriers/Acculturation 

Important issues that are being raised by the increased competition for 

international students by higher education institutions are the admission 

requirements and the allowance of students with minimal English language 

fluency in order to increase recruitment numbers (Arthur, 2004). As a result there 

is a range of competencies regarding English language proficiency and conversely 

a range of acculturation levels. As international students continue to leave their 

home countries to study abroad the issue of how efficiently they are able to 

become accustomed to the new culture becomes critical.  An important key to a 
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successful transition to another culture is the ability to fully understand and 

communicate in the target culture, in other words to become acculturated into the 

new culture (Yang et al, 2006).  

As globalization increases the amount of research regarding 

acculturation and intercultural adjustment has also increased (Patel, Salahuddin, & 

O'Brien, 2008, Yang et al, 2006, Berry, 2001, Zheng, Sang & Wang, 2003, Kosic, 

2004). There are several studies that support the notion that the closer the 

student’s culture is to the culture of the host country the easier the adaptation 

(Campbell & Li, 2008, Fritz et al, 2008, Yang et al, 2006). There has also been 

research that shows countries that have value systems that are vastly different, 

such as eastern and western, the process of adapting to the new country can be 

difficult (Zheng et al, 2003). This adaptation is often referred to as acculturation. 

Berry defines acculturation as, “the dual process of cultural and psychological 

change that takes place as a result of contact between two or more cultural groups 

and their individual members” (2005). There has been a great deal of research on 

the topic of acculturation (Yang et al, 2006). Acculturation is the result of contact 

with a nonnative culture and is a complex process which involves cultural, 

interpersonal and intrapersonal aspects (Yakushko, Backhaus, Watson, Ngauiya 

and Gonzalez, 2008, Yang et al, 2006, Berry & Sam, 1997, Mirnada & Umhoefer, 

1998). One’s ability to adapt to a new culture involves far more than language 

competency, it is a combination of cross-cultural understanding and one’s own 

self-confidence in the new culture (Arthur, 2004). Many researchers have 

correlated English language fluency with level of acculturation however; 
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acculturation entails more than simply English language competency (Yakushko 

et al, 2008; Sam & Berry, 2006). It has been theorized that high self-confidence 

may be a better indicator of acculturation than actual language fluency (Yang et al, 

2006). Individual experiences, gender and personality characteristics also have an 

important role in one’s level of acculturation (Bemak & Chung, 2002; Yakushko 

et al, 2008; Yang et al, 2006). There are some researchers who believe that 

language prowess and skill in intercultural communication is required in order to 

feel confident and at ease in another culture (Yang et al, 2006).  In this current 

study there appeared to be a range of levels of acculturation which may be based 

on factors such as: participant’s English fluency, confidence, and contact with 

native English speakers and number of years in the country (Yang et al, 2006).  

Students who feel alienated in a new culture may lose confidence and feel isolated 

from social and academic environments (Kingston & Forland, 2008).  Self-

confidence in a second language refers to a sophisticated level of competence in 

that language (Clement, 1986). Some researchers argue that self-confidence is a 

better predictor of acculturation success than actual language ability (Yang et al, 

2006). A study conducted by Yang et al showed the significance of the role of 

language on cross cultural adjustment. Their study suggests a direct correlation 

between language competency and contentment based on the notion that the 

ability to express and share ideas with others affects psychological well being and 

increased self-confidence (2006). Specifically the ability to express basic needs 

results in the ability to successfully perform daily tasks (Yang et al, 2006).  Many 

of those who learn to speak another language may be fluent and competent in that 
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language but may not feel confident in themselves or their knowledge of the 

culture to adequately use their language skills and as a result have little contact 

with native language speakers. Participants’ degree of acculturation was an 

important factor in this current study. The facilitators observed distinct differences 

in the degree of acculturation demonstrated by the program participants. 

International students may have difficulty adjusting to their new culture 

and as a result may have low self-esteem and experience social isolation (Kingston 

& Forland, 2008).  The struggle to maintain a balance between one’s own culture 

and the host culture can be difficult especially when the cultures differ greatly, for 

example Western and Eastern cultures (Patel et al, 2008). Asian international 

students come from a culture which is predominately characterized by a collective 

value system (Yang et al 2002; Lin & Yi, 1997). Western culture is based in 

individualism, which often creates conflict for those of Eastern culture who value 

collectivism (Hofstede, 1980). Individualism promotes independence, while 

collectivism favours interdependence (Triandis, 1995 cited  in Hwa-Froelich & 

Vigil, 2004; Watkins, 2000). Collectivism is defined as a world view established 

on the belief that the needs and welfare of the social group to which the person 

belongs take precedence over that of the individual. Collectivism and 

interdependence characterize the deep value structure of the Chinese worldview  

(Kuo, 2004). However, collectivism does not mean a denial of the individual’s 

well-being or interest; it is unconditionally assumed that maintaining the group’s 

well-being is the priority for the individual (Hofstede, 1980). In a recent study of 

Chinese adolescents and Asian university students in Canada revealed coping 
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types which correspond to Asian values of conformity norms: family honour, 

social harmony, emotional control and humility. (Kuo, 2004). Kennedy (2002) 

refers to a study by Trompanaars (1993) that found in Hong Kong Chinese culture 

their collectivism is prevalent as well as a preference for membership in a social 

group and solving problems through the use of group work.  

These values stem from Confucianism. Since 134AD Confucianism has 

influenced  Chinese people and formed the basis of Chinese culture (Chhokar, 

Brodbeck, & House, 2007; Li, 1986) Confucians follow five virtues, benevolence 

(ren), righteousness (yi), propriety (li), wisdom (zhi), and fidelity (xin). For 

centuries China has been a country ruled by its people (Chhokar et al, 2007). 

Chinese people have a term, guanxi which refers to social networks (Song, 2007). 

The concept of guanxi derives from the Confucian ideas about social roles in 

society. Guanxi ties people together according to the specific relationship between 

these people (Chhokar et al, 2007). The reason guanxi is so important is because 

China is a country “ruled by people” (ren zhi) not by law (fa zhi). The notion of 

rule by people can be seen as a belief in morality as defined under Confucianism 

which provides the foundation of Chinese cultural values. 

For centuries, the individual was downplayed in Chinese society. 

Instead, the concept of obligations and responsibilities as a member of the society 

was emphasized. In China, social relationships are of great significance, and 

relationships are often considered more important than individual goals (Farth et 

al, in Song, 2007).  Furthermore, these relationships are likely to create an 

interdependent self as opposed to a Western-based independent self (Tsui & Farh, 
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in Song, 2007). Individuals from a collectivist culture place higher importance on 

the input of parents and other family members regarding career decision making 

which differs from the Western norm of independent career decision making 

(Brown, Reynolds & Constantine, 2007; Tang, 2009). Family members play a 

crucial role in the career decisions of students from a collectivist culture. This 

became clear in this program when it was determined by participants that career 

planning was not one of their goals or interests. A study by Tang (2009) showed 

similar results to this study regarding the career needs of international students, 

the most needed intervention was job seeking skills and information about the 

labour market rather than career development. 

International students need to develop an understanding of Canadian 

cultural norms, social interactions and work attitudes in order to successfully 

obtain employment (Yik, Bond, & Paulhus, 1998). International students often 

struggle with finding a balance between Western culture and their own culture, 

while at the same time learning to adapt to Western culture (Lin & Yi, 1997). 

Successful job seekers in Canada are confident and demonstrate good 

interpersonal communication skills and often have relevant work experience. 

Confidence markers that Canadian employers’ value are a firm handshake, good 

eye contact, voice volume and clarity. These may seem simple behaviours but 

these behaviours often create a cultural conflict for Chinese students conducting a 

job search in Canada as there are cultural norms regarding eye contact, hierarchy, 

and male/female roles (Stewart, 2003).  Direct eye contact with an elder is 
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disrespectful, as is eye contact between males and females who do not have an 

existing relationship. 

Chinese culture values humility and modesty; as a result many Chinese 

students have difficulty expressing themselves in a positive manner in a job 

interview, especially females (Paulhus, Duncan & Yik, 2002; Lin & Yi, 1997). 

According to Boucher et al, showing humbleness and modesty in a job interview 

may be viewed as lack of ability by Canadian employers. The values of humility 

and modesty create difficulties in a Canadian interview where this could be 

misconstrued as lack of confidence. Confucianism emphasizes modesty therefore 

for Chinese students who follow this belief face a cultural conflict. Chinese 

culture is patriarchal and women often hold roles of less importance (Kennedy, 

2002).  For Chinese women, participating in interviews in Canada requires talking 

about themselves in a positive way which can be very difficult.  

From an employment perspective, acculturation and language fluency are 

potential predictors of employment success. Knowledge about the Canadian 

workplace culture, customs and language can assist in career attainment and 

advancement. The ability to adapt to Canadian environment and culture, to 

develop understanding of Canadian cultural norms, social interactions, and work 

attitudes are essential for employment success (Yik et al, 1998). Many 

international students experience intense cultural conflict and resulting anxiety 

when they begin their job search in Canada due to lack of knowledge of Canadian 

workplace culture.  In many Eastern cultures increased emphasis is placed on 

academics and consequently many international students come to Canada with no 
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employment experience (Kennedy, 2002).This becomes a significant barrier to 

employment in Canada.  A report published in 2001 by Job Start and Skills for 

Change stated that many foreign trained professionals identified barriers to 

employment as; “lack of Canadian work experience, inability to access the 

“hidden job market” and the concept of networking, lack of knowledge of 

interviewing techniques and communication skills”.   International students often 

have no Canadian work experience and are unable to obtain Canadian work 

experience because they have no experience; it becomes a conundrum. To add to 

this problem international students are often declined professional career related 

employment due to lack of work experience and communication skills (Arthur & 

Collins, 2005). This becomes another barrier to obtaining employment in Canada.  

Language 

Another employment barrier is English language competency and limited 

competency hampers students’ abilities to self-market. International students 

experience unique stressors when studying abroad as compared to domestic 

students, specifically English language fluency (Mori, 2000; Lin & Yi, 1997; 

Reynolds & Constantine, 2007; Mathews & Aydinli, 2008). A study conducted by 

Lin et al, with Chinese students attending university in Canada, found English 

language fluency to be a significant cause of anxiety (2001). For most 

international students studying in Canada, English is not their first language and 

English language fluency is a concern for many international students. They often 

have a limited English vocabulary and struggle with accents and pronunciation. As 

a result, a major barrier for international students seeking employment in Canada 
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is their limited fluency in English and resulting weak interpersonal 

communication skills (Amsberry, 2008). International students do not always have 

an adequate command of one of Canada’s two official languages, creating a need 

for language services and testing- both prior to and after admission to a Canadian 

campus (AUCC, 2007.) Some international students appear to have only a basic 

level of English language fluency. 

Most four-year colleges and universities require proof of a high level of 

English language proficiency, generally in the form of a TOEFL (Test of English 

as a Foreign Language). Yet there are concerns regarding the stringency of these 

requirements. An area of concern is the apparent lack of English competency, 

despite completion of higher education study in Canada. Some international 

students attend high school in Canada and are able to receive university 

acceptance with no language proficiency requirements (Blais, 2006). Although 

many international students successfully complete degrees in Canadian post-

secondary institutions these same students demonstrate poor communication skills 

and appear to struggle with daily conversation. Clearly many of them are 

uncomfortable with their English language abilities. Many international students 

who have sought assistance with their job search have demonstrated difficulty and 

discomfort with basic conversational English. Moreover international students 

expressed difficulty comprehending native English speakers due to difficulties 

with accent, dialect, jargon, and use of idioms and slang expressions (Amsberry, 

2008). Numerous Chinese international students report the most significant barrier 

they faced was English language fluency. This included difficulty with accents, 
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diverse communication styles and difficulty reading text. This may be due to the 

fact that languages cannot be learned through textbooks. English language 

textbooks tend to refer to formulaic, routine conversation, but conversational 

English is not predictable. This creates lack of confidence in conversational skills 

especially as topics change quickly and second language learners may not be able 

to follow. Confidence and fluency in another language requires real life practice 

(Kaplan, 1997). Language competency is considered one of the most influential 

factors in the cross-cultural experience of international students (Arthur, 2004). 

Yet English language fluency has been shown to be a source of enormous concern 

for many international students and as a result many feel this limited ability is a 

significant barrier to obtaining employment in Canada (Reynolds & Constantine, 

2007). Developing linguistic prowess involves the ability to follow conversations 

which is one of the most difficult aspects of learning an additional language 

(Kaplan, 1997). As well, several international students reported limited exposure 

to conversation with native English speakers which resulted in lack of knowledge 

and confidence communicating with employers. One of the reasons is that 

conversational English is not “rule governed”; there are no predictable roles, 

topics, sequences, and settings governing patterns of speech that would make 

conversation amenable to formal language instruction (Kaplan, 1997). This is 

especially evident in technical disciplines where international students often have 

excellent technical knowledge, but difficulty with basic communication skills.   

For those seeking employment in Canada this becomes a significant barrier as 

Canadian employers’ value and require communication skills and these student do 
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not feel confident in their ability to communicate effectively with employers. 

Strong English communication skills, both verbal and written are crucial for career 

success. The Conference Board of Canada publishes a list of essential workplace 

competencies which stresses communication, interpersonal skills and the ability to 

demonstrate self-confidence as fundamental to success in the workplace 

(Conference Board of Canada, 2008). In the job search good communication skills 

are essential in order to effectively convince an employer of one’s qualifications.  

It is critical that post-secondary institutions do not disregard the language 

needs of international students in their haste to increase recruitment numbers. 

Some institutions have been flexible regarding language fluency admittance 

requirements. As a result there is an increased need to have supports in place to 

accommodate international students (Arthur, 2004).  

Often students revert to their native language when they feel incompetent 

in English. Lee, in studying Chinese students learning English found that there 

was sometimes “excessive dependence on the mother tongue to solve 

communication problems, which deprives learners of the opportunity to listen and 

speak in the target language” (2005). The same issue occurred in a recent study 

that stated “pupils’ use of Cantonese was the most prominent difficulty that 

occurred during tasks because this practice conflicted with teachers’ espoused goal 

of the learners using English” (Littlewood, 2006). This occurred in our study as at 

times students would communicate in their own language rather than asking the 

facilitators for an explanation or clarification. Littlewood, citing, Carless and 

Seedhouse states, “in communication tasks, students may focus on completing the 
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task to the extent that they sometimes produce only the modest linguistic output 

necessary to complete it” (Littlewood, 2006; Reynolds & Constantine, 2007). A 

study by Liu and Littlewood (1997) found that many Chinese students did not ask 

questions in class due to perceived inadequate English language competency, lack 

of exposure to participatory learning styles and resulting lack of confidence. A 

similar study conducted by Paulhus et al (2002) found that Chinese students did 

not speak up in class due foreign language anxiety, a fear of being wrong, as well 

as their belief in the traditional values of modesty and obedience which are valued 

in Chinese culture.  

Many international students reported choosing majors based on their 

perception of the amount of English language communication skills required 

(Reynolds & Constantine, 2007). For instance many Chinese students reported 

taking technical programs because there were very few written papers and in class 

presentations. In a study conducted with Chinese international students by Shan a 

student reported their reasons for choosing clerical accounting “…Fast and easy to 

get into the field. Plus, it is very easy for Chinese to learn accounting. You don’t 

have a whole lot of barriers in language,…And accounting is also a hard 

skill…This way, I am kind of by passing my weakness [in language] (Shan, 

2007). Reynolds and Constantine (2007) state limited English language ability as 

a potential career barrier that results in international students choosing to study 

mathematics, science and engineering as these fields are perceived by them to 

require less English language proficiency. At the University of Manitoba some 

international students reported taking a three year degree in Economics with a 
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minor in Business because they could not gain admittance into the Bachelor of 

Commerce program. The benefits of pursuing this program of study were twofold: 

students were able to obtain parental approval and through informal student 

networking and information sharing they learned that there were less written 

papers assigned in Economics. (Anecdotal personal communication, 2008). 

Strong English communication skills, both verbal and written are crucial 

for career success. McFerran (2006), in his weekly newspaper column 

recommends that immigrants seeking employment demonstrate good 

communication skills. He further states, the ability to clearly express an idea is an 

essential quality for all workers, regardless of their background (McFerran, 2006). 

However, based on their cultural values of Confucianism Chinese students are 

often uncomfortable talking about themselves and their abilities, for many this is 

seen as disrespectful and bragging.  Recognizing this issue student services 

departments are developing specific programs tailored to assist in interpersonal 

communication and addressing the needs of international students (Lin & Yi, 

1997). For example, the University of Manitoba offers the Leadership 

Development Series, the Buddy Program and the Star Lake Intercultural 

Orientation program. These programs assist International students with learning 

about Canadian culture and interpersonal communication practice.  

Often international students come to Canada with limited English 

language preparation and thus struggle with basic everyday conversation. Arthur, 

in her book, Counseling International Students: Clients from Around the World 

refers to an article by Huxuer et al, 1996 that states International students’ 
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competency for communicating in the host culture impacts both their sense of 

confidence about approaching host members and the quality of social interactions 

(2004). Informal conversations involving the researcher and international students 

illustrated that many have difficulty with English comprehension and articulation 

and consequently avoid conversations with Canadians. Often international 

students learn English in their home countries, but they do not receive exposure to 

conversational English and as a result may experience difficulty following 

conversations (Kaplan, 1997; Lin & Yi, 1997). Strong English communication 

skills, both verbal and written, are crucial for career success (Mathews & Aydinli, 

2008). International students whose English fluency is weak struggle in a 

competitive labour market that values strong communication skills.  

Challenges international students contend with based on Canadian Policy 

development 

An added challenge for international students at the time of this study 

was the time limit set by Citizenship and Immigration Canada that allowed 

international students only 90 days from the time their final marks were posted by 

their institution, to obtain degree related employment (Citizenship and 

Immigration Canada, 2007).  This was difficult as studies show that the average 

job search for domestic students can take up to two years. (Ministry of Education 

and Ministry of Training, Colleges and Universities of Ontario, n.d).  

Obtaining fulltime employment for any job seeker requires planning, 

however, international students need to be more strategic in their job search as 

they face multiple barriers to employment, many of which domestic students do 
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not face.  The first barrier is English language fluency. At the University of 

Manitoba many international students have sought assistance with their job search 

and have stated difficulty using basic conversational English. Language fluency 

research shows that it takes a minimum of two years to become competent in an 

additional language and to become fluent may require seven years (Kaplan & 

Patino, 1996). Many international students come to Canada with limited English 

language preparation with few opportunities to practice and therefore struggle 

with everyday conversation. Informal conversations conducted by the writer with 

international students illustrate that many have difficulty with English 

comprehension and articulation especially in conversations. For example, a 

student reported difficulty understanding what to say after a native English 

speaker asks, “How are you?” Consequently their self-confidence is low and their 

employment interview success is deemed unattainable.  

In addition employers have reported to the writer that some international 

students are not able to understand basic conversational English. An employer 

reported that at the beginning of an interview with a Chinese student, polite 

conversation regarding the weather was initiated but the student appeared unable 

to understand the conversation. The employer rephrased the statement three times, 

with no response and ended the interview out of frustration.  

As a result of these limitations increasing numbers of international 

students are experiencing high levels of stress and anxiety regarding their job 

search in Canada. A recent survey of international students studying in Canada 

conducted by the CBIE showed, “students are deterred from working in Canada 
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by inconsistent and confusing policies and practices.” (Bond, S. Areepattamannil, 

S. Brathwaite-Sturgeon, G. Hayle, E. & Malekan, M., 2007).  Literature shows 

that English language proficiency is a source of anxiety for some international 

students. This combined with culture shock, confusion about role expectations, 

homesickness, loss of social support and discrimination has been defined as 

“acculturative stress” (Reynolds, 2007). Career programming for international 

students must include activities that allow for developing a sense of their personal 

power and self-worth. 

Cultural Considerations of Help Seeking Behavior and Impact on Career 

Development of International Asian Students 

There is limited research regarding career counselling for international 

students however as the recruitment of international students continues to 

increase, research consequently must increase (Reynolds & Constantine, 2007). 

Unfortunately, many career theories are based on Western cultural values 

(Watkins, 2000). Brown refers to Super’s statement, “The ability of current data 

on career maturity to ethnic minorities has been looked into but is still in need of 

further study.” (Brown, 2000). Regardless of the limited amount of research, there 

is a very present problem the need to provide career services appropriate to 

international students. However, Student Service departments need to be 

cognizant of the stigma some cultures attach to seeking assistance, especially from 

counselling services, when promoting services to international students.  In Asian 

culture personal problems are handled within the family, however in a new 

country with the family absent students may turn to counselling centres for 
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assistance. Often the barrier to accessing counselling services is lack of knowledge 

of services provided (Hayes & Lin, 1994).  A strategy to address this concern is 

better promotion of counselling and career services at events across campus. 

Career Counsellors need to be proactive in promoting their programs and services 

to international students by working in conjunction with other campus 

departments such as International Centres or Residences (Arthur, 2004). It is 

important for career centres to engage in formal and informal networking with 

international students to develop rapport and familiarity (Yanget al, 2002). Once 

international students become familiar with staff and services offered they may be 

more receptive to seeking counselling assistance. There is need for counselors 

working with international students to engage in culturally responsive behaviours 

that may be perceived by students as possessing increased levels of expertness, 

trustworthiness, attractiveness, and cultural awareness. (Olivas & Li, 2006).  Post-

secondary institutions counselling departments are recognizing and prioritizing 

relationship building and programming to meet the needs of international students. 

Career development programs servicing international students in higher 

education: United States 

Current research in this area shows career preparation programs tailored 

to the needs of international students have promising results. Heim Bilkos & 

Smith Furry (1999) conducted a “Job Search Club” for international students 

consisting of a series of five to seven ninety minute sessions for closed groups of 

up to 15 members. Each session consisted of three parts:  

a) presentation of a specific job search skill; 
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 b) an opportunity to practice that skill;  

c) discussion and sharing of personal experiences.  

Topics covered were: developing plans for job search, using career resources, 

preparing resumes and cover letters, interviewing, networking developing 

references and researching potential employers. This study found increases in 

participants’ confidence and use of job search skills and recommended 

improvements such as discussion of North American workplace culture and laws 

related to job search for international students. A component related to work 

permit regulations and North American workplace culture was a component 

missing from their study which was added to this current study. Similar studies 

were conducted by Yang et al (2002) that measured students’ self-efficacy in the 

transition from school to work. In their study the authors refer to Bandura’s 

definition of self-efficacy as “peoples’ judgment of their capabilities to organize 

and execute courses of action required to attain designated types of performance” 

(Bandura, 1986). Yang et al (2002) created career development programming 

specific to the needs of international students at the University of Missouri-

Columbia and reported international students at their university benefitted and 

valued the improvements made to their career services. 

 Staff of the University of Missouri-Columbia Career Center developed 

Career Services for International Students as a way to meet the unique demands of 

international students at their institution. This program was developed specifically 

for Asian international students as they represented 55% of their student body 

(Yang et al, 2002). The University of Missouri-Columbia career program had 
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similarities to this current study. The program emphasized job search skill 

development rather than career decision making. The staff at the University of 

Missouri-Columbia also recognized that international students value pragmatic 

skills for example, resume and interview skills.  The program differs from the 

current study in the following ways: the University of Missouri-Columbia 

program involved two main components: individual consultations and on-line, 

email consultation rather than group work, and the University of Missouri-

Columbia program also included international graduate students studying 

counselling and psychology as peer models who provided the consultation service.   

Some research has suggested that international students prefer to focus 

on pragmatic areas; for instance job search rather than other domains of their 

career development (Arthur, 2004; Spencer-Rodgers, 2000; Tang, 2009). This was 

found to be true in both the University of Missouri-Columbia program and the 

current University of Manitoba study.  

In the initial study at the University of Manitoba the facilitators had 

added a career decision making component but in response to discussion with the 

group this portion was eliminated from the current study to increase the amount of 

time spent on employment related issues. Participants in the current study stated 

their main concerns were employment related rather than career related, for 

example, resume development and interview skills. This may be due to the 90 

days time constraint and immediacy of their employment needs. 
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This may also relate to the composition of the group, as many were from 

Chinese cultures and rely primarily on the family regarding career decision 

making, not an external counseling service.  

Career development programs servicing international students in higher 

education: Canada 

 Currently several Canadian higher education institutions offer career 

development workshops for international students. An internet search in the spring 

of 2009 found that almost Canadian universities except one provide specific career 

programming for international students however the programs are in the form of a 

one-two hour workshop scheduled at various times throughout the school year. 

Simon Fraser University offered a series of 4-6 workshops for international 

student entitled the Canadian Workplace Readiness Series for International 

Students  Topics included essential skills for job success (topics included 

Canadian employee rights, workplace etiquette, tips for succeeding on the job), 

post-graduation employment (immigration options), interview skills, resumes & 

cover letters, and work search. There was no job club component attached to these 

workshops. The program was eventually phased out due to a number of factors 

such as attendance rates, and overlap in content being presented (Personal 

communication, 2009).  Based on this review of current programming offered 

across Canada the career program at the University of Manitoba appears to be 

unique; first it is the only program offered over an eight week period. The 

University of Manitoba program is tailored to meet the needs of the participants, 
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the curriculum is flexible, participants have input into the topics presented and it is 

a closed group for registered international students. 

There are many issues that need to be considered when providing career 

assistance to international students as they have many unique barriers to 

employment. Brown refers to the importance of language in the career 

development of ethnic clients, “One obvious suggestion is that language should be 

given priority consideration when dealing with minority clients” 

(2000). Career counsellors have been concerned about issues such as the reading 

level of tests and inventories, but language issues in the provision of services to 

facilitate school to work transition relate to more than one’s reading level.  

Culturally Relevant Scales used in Career Development and Challenges 

 Concerns about language relate to factors such as students’ ability to 

communicate in the workplace, the influence that occupational stereotypes may 

have on the results of instruments that are used to assess variables such as 

Holland’s (1997) personality types, and the potentially deleterious impact that 

poor proficiency in the use of English language may have on employment 

screening devices such as tests and interview behaviour (Arthur & Collins, 2005). 

Holland’s career choice theory states that congruence occurs when an individual’s 

personality and work environments complement each other and therefore job 

satisfaction is achieved (Tang, 2009). Research regarding the congruence between 

Holland code types and career choice for Asians found career choice relates to 

parental approval rather than individual interest (Tang, 2009; Yang et al, 2002). 
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An article by Yang et al (2002) recommends that counsellors are knowledgeable 

regarding cultural values when deciding on the use of assessment tools. 

Connection Between Career Development of Asian International Students 

and Self-Efficacy 

There are several career development and adult education theories that 

relate to working with international students, which are relevant to this study. 

Bandura’s social learning concept of human behaviour which is based on 

reinforcement and observational learning theory was used in this study (Bandura 

as cited in Sharf, 2002). This theory is based on the concept of learning and 

interacting with others as a way to develop self-esteem (Patel et al, 2008). There is 

significant research to support the importance of positive reinforcement in career 

counselling (Sharf, 2002). Many international students voice the belief that 

“international student are unable to find work in Canada.” (CBIE,). This is a 

generalization that often prevents them from feeling confident in their own ability 

to find employment in Canada (Sharf, 2002). As a result many international 

students feel discouraged and hopeless regarding their job search success.  

Krumboltz’s notion of social learning theory states, “the goal of career 

counselling is to facilitate the learning of skills, interests, beliefs, values, work 

habits, and personal qualities that enable each client to create a satisfying life 

within a constantly changing work environment.” (Krumboltz, 1996). This theory 

emphasizes the importance of learning about oneself rather than focusing on 

decision making and seems to fit with the values of Chinese students (Krumboltz, 
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1996).  This theory provided a good framework for this study to assist participants 

in the development of self-confidence. 

Regarding career development, the social cognitive career theory 

framework provided a good model for this study. The social cognitive career 

theory framework states that positive career development depends on an 

individual’s experiences that result from interactions between environmental and 

personal factors (Lent, Brown, & Hackett, 1994;Yakushkoet al, 2008.) This theory 

focuses on the importance of a person’s self-efficacy and beliefs about 

consequences of one’s actions, as well as individual characteristics such as gender, 

race and ethnicity and has been effective when working with cross cultural groups 

(Sharf, 2002; Yakushko et al, 2008.)  

Often international students experience low self-efficacy when in Canada 

due to the many barriers to employment. The incorporation of opportunities to 

learn from others, through observation, role modeling and positive reinforcement 

created positive results for participants involved in this study. Similar results were 

found in a study conducted by Spencer-Rodgers (2000) who found international 

students wanted help primarily with obtaining work experience, job search skills 

and lastly career planning. Participants in the Spencer-Rodgers’ study also 

expressed a need to overcome language and cultural barriers in the interview 

(2000). Findings of Spencer-Rodgers study showed international students 

demonstrated a lack of knowledge of the labour market and job search skills.  

This current University of Manitoba study found Chinese students show 

a lack of  knowledge regarding Canadian workplace expectations. This may be 
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due to the fact that in China, part time employment during academic study is 

discouraged, and almost absent as a strong emphasis is placed on academic 

achievement (Arthur, 2004). Historically in China academic success often 

guaranteed employment success, hence the focus (Kennedy, 2002). In Canada it is 

common for high school and post-secondary students to maintain part time 

employment while they are attending school.  This lack of experience and 

exposure to the workplace in Chinese students often results in failure to 

understand the unwritten norms of behavior, especially non-verbal behaviors. 

Canadian job seekers have the advantage of familiarity with workplace 

expectations due to their work experience (Brooks, 2006).  

 As previously stated, international students often have not had exposure 

to the Canadian workplace and therefore require opportunities to develop self-

confidence through employment programs that include hands on activities and 

practical application of employment skills. International students often have 

limited interaction with English speaking peers and therefore miss out on career 

information that could be gained through socialization with peer groups (Reynolds 

& Constantine, 2007). As well, since international students often have had little 

exposure to the Canadian workplace small closed groups may be most effective as 

a safe environment to ask questions and voice concerns is created. Yang et al 

stress the importance of developing “proactive services such as workshops and 

structured group interventions” (Yang et al, 2002). The use of small group work is 

effective as it allows participants to develop rapport and build their confidence. A 

group composed of peers at the same level of career development creates a social 
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environment that motivates adult learners to persevere (Kerka, 1995).  For 

participants who may demonstrate high levels of anxiety blending the format 

between lecture, large group discussion, small group work and partner activities 

may develop their confidence and lessen their anxiety (Blumberg, 2009). In this 

study we recognized that Chinese students were more comfortable with a lecture 

format; however, a lecture style is ineffective in developing rapport and fostering 

occasion for peer interaction. In a lecture style environment students remain 

passive and lack opportunities to develop confidence in their abilities (Blumberg, 

2009). Blumberg refers to the importance of social engagement and opportunities 

to interact and collaborate with others in order to enhance learning.  There has 

been research that shows small group activities have positive implications for 

those who are part of underrepresented groups (Kennedy, 2002).  

 The use of group activities helped to develop a safe, comfortable and 

welcoming atmosphere among participants which created the foundation for the 

growth of self-confidence. 

Studies by Littlewood( 1996) and Watkins and Biggs(1996) support the 

need for active learning with Chinese learners despite the misconception of a 

preference for “rote” learning.   

The implementation of activities and role plays was critical to the 

success of the study as the goal of the study was to build self-confidence and 

increase subject area knowledge. Blumberg recommends providing opportunities 

for participants to reflect on their own performance, have opportunities to learn 

from their mistakes and have opportunities to offer feedback to peers and 
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themselves.  This also allows for shared power within the group as participants are 

invited to share their opinions and provide feedback (Blumberg, 2009). The 

concept behind social learning is that people learn from observing each other; both 

fellow participants and facilitators (Blumberg, 2009). The social constructivist 

view, states that knowledge is constructed when individuals engage socially in 

talk and activity about shared problems or tasks. Participants provided positive 

feedback regarding the group activities and role-plays where they gave feedback 

to the facilitators as well as the role plays where they received feedback from each 

other and from the facilitators. In order to help develop confidence in 

communication and public speaking opportunities for practice should be provided 

while simultaneously, coaching and modeling ways of effectively communicating 

with others.  The basis of the program used in this study was to create structured 

activities where participants could learn about Canadian culture, conducting a job 

search in Canada and build their communication skills. This was accomplished by 

demonstrating and allowing time for practical application. According to Merriam 

and Caffarella (1999), “Making meaning is thus a dialogic process involving 

persons-in conversation, and learning is seen as the process by which individuals 

are introduced to a culture by more skilled members.”  

Program Planning 

Cross Cultural Understanding 

Educators must have an understanding of cross cultural issues in order to 

better meet the needs of international students. Merriam and Caffarella (1999) 

acknowledge the importance for adult educators to consider the learners’ 
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perspective and cultural background when creating programs. Adult educators 

working with international students need to be aware of cultural issues such as 

language barriers, values, traditions and level of acculturation and be willing to 

adapt programming and teaching to match the needs of these learners. Literature 

supports the importance of building supportive relationships, incorporating 

cultural sharing activities, respect for cultural values and opportunities to learn 

about Canadian customs and traditions (Merriam & Caffarella, 1999; Yang et al, 

2002). It is important to note that culture is often one of the significant factors that 

impacts adult development and change (Merriam & Caffarella, 1999). If possible, 

educators may wish to collaborate with other departments on campus such as 

international student centres to ensure understanding and cultural sensitivity. In 

this study staff from the International Centre for Students facilitated sessions 

about work permit issues and their knowledge and cultural awareness was well 

received by participants. In order to connect with international students it is 

crucial to create a welcoming atmosphere, and to be proactive in recruitment 

efforts. Staff must create a presence on campus by attending international student 

events and talking about available programs (Chen, 1999). Creating programs that 

incorporate a sense of community and opportunities for participants to learn from 

each other in a supportive environment is also crucial. Recognizing that language 

and communication needs were important concerns creating a learning 

environment that made participants feel comfortable and welcome is an important 

component (Kerka, 2003). 
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Job search programs for specialized groups have been in existence for 

many years and are common when working with specific marginalized groups. 

Yang et al stated that “Although many of the services provided by Career Centers 

are useful to international students, there are numerous other needs that 

international students have that require services that are uniquely tailored to 

them.” (Yang et al, 2002).   

The creation of programming specific to the career needs of international 

students should be a priority for post-secondary institutions.  

Learning Styles 

Educators working with international students must recognize there is a 

lack of homogeneity amongst learners and be willing to adapt their programs to 

various learning styles. (Knowles, 1996). Although learners may all be of a similar 

cultural background they each have a different upbringing, life experiences, levels 

of acculturation and language fluency.  Illeris’ three dimensions of learning model 

accommodates varied learning styles of the participants. His model refers to three 

dimensions to learning; cognition, emotion and society which are always present 

in any learning activity.  The dimension of society is particularly applicable when 

working with international students, “it is the dimension of external interaction, 

such as participation, communication and cooperation. It serves as the personal 

integration in communities and society and thereby also builds up the sociality of 

the learner” (Merriam, Cafaralla & Baumgartner, 2007). This model relates to a 

learning experience which is connected to emotions and social interaction and the 

opinions and perspectives of others. This is an aspect of learning that may be 
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absent with international students studying in Canada since they are less confident 

with their English competency they have less interaction with native English 

speakers and are therefore more self-conscious regarding communication. A study 

conducted by Grayson (2007) found that international students frequently report 

difficulty in making friends in the host society due to low self-confidence in 

English language ability (Grayson, 2007).  

Variations in levels of English fluency and acculturation may impact on 

the participants’ confidence and degree of participation. It appears that students 

who were exposed to English early in their education and had occasion to obtain 

basic conversational fluency before coming to Canada had higher levels of both 

English fluency and acculturation. In informal conversation with students it 

appears that those from a colonized nation with an English influence such as India 

or Singapore demonstrate higher levels of English fluency and appear more 

acculturated than those from mainland China (Yang et al, 2002). Another factor to 

consider with international students is the learning environment. Most learning 

experiences are highly situated; a learner may display different behaviour in 

different learning environments. For example, a learner might appear extremely 

confident and self-directed in one area of learning, the classroom, but very 

dependent and unsure in another, the job interview (Knowles, 1990).   

International students studying and living in Canada are experiencing a 

variety of changes: in teaching and learning, ways of interacting with others, food, 

the list is endless. Educators working with international students must be 

cognizant of these changes. An important factor of an adult education program is 
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the expectation of change as an effect of participation. Change can occur in 

several ways: individual change due to the acquisition of new knowledge and 

skills, organizational change, community and societal change. According to Hall 

and Hord, “ …change is a process through which people and organizations move 

as they gradually come to understand, and become skilled and competent in the 

use of new ways” (as cited in Cafarella, 2002). There is significant research to 

support this notion of thinking of program planning as a process that is constantly 

changing (Houle, 1972; Cafarella, 1985; Sork and Caffarella, 1989; Cervero and 

Wilson, 1994). This model of program planning allows facilitators to alter the 

program to better meet the needs of the participants. The interactive nature of this 

model allows planners to take into account the differences among cultures in the 

way these programs are planned and conducted (Caffarella, 2002). This model 

also allows the incorporation of feedback from participants on how to best address 

their needs. The Interactive Model of Program Planning relies on seven 

assumptions (Brookfield, 1986; Cevero and Wilson, 1994, 1996; Houle,1996; 

Knowles, 1980, Sork and Caffarella, 1989; Wilson and Cervero, 1997; Caffarella, 

2002). The assumptions most relevant were as follows: focusing on learning and 

change, attending to planning and last-minute changes, honouring and taking into 

account diversity and cultural differences, understanding that program planners 

work in different ways and lastly understanding that program planners are 

learners. It is not enough to recognize and respect these differences; educational 

planners must be able to design workshops that fully engage people in learning 

who might have very different cultural traditions and expectations (Caffarella, 
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2002). This study implemented changes from the onset. Originally the facilitators 

had planned to focus primarily on career development however, based on the 

needs of the participants the focus was changed to employment. As well, the 

facilitators felt that a lecture style would be best suited for international students 

as this style is common in eastern education but the facilitators quickly realized 

this style was inappropriate for the development of interpersonal communication 

skills. A vital aspect of program planning is learning that occurs by trial and error 

(Caffarella, 2002). Often changes need to be made in order to insure learning 

objectives are met. 

Another important aspect of program planning is determining learning 

outcomes. There are five key categories of learning outcomes: acquiring new 

knowledge, enhancing cognitive skills, developing psychomotor skills, 

strengthening problem-solving and finding capabilities, and changing attitudes, 

beliefs, values, and/or feelings (Kemp, Morrison, and Ross, 1996; Smith and 

Ragan, 1999). When working with international students the most relevant are 

acquiring new knowledge, strengthening problem solving skills, acquiring the 

practical skills to apply to their lives and changes in beliefs or feelings.  

There is a significant amount of research that shows that adult education 

and training programs are offered for several reasons: to encourage continuous 

growth and development, to assist people in responding to practical problems and 

issues of adult life, and to prepare for current and future employment opportunities 

(Craig, 1996;  Merriam and Cafferella, 1999: Wilson and Hayes, 2000). The 

facilitators of this study implemented a program that was learner focused and used 
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various types of teaching methods that adapted to the participants various learning 

styles. Active learning leads to greater skill development, improved 

communications skills and stronger interpersonal and social skills compared to 

passive learning styles (Kelly, 2009). This style of learning can better prepare 

students for the workplace as the learners are exposed to various learning and 

work styles (Kelly, 2009).  

Summary 

This literature review presented information on the topic of creating 

career development programs for international students studying in Canada, 

looking at the issues of international student recruitment, acculturation and 

language fluency. The number of international students choosing to study and 

eventually remain in Canada is dramatically increasing therefore post-secondary 

institutions are turning to student service departments to create programs to meet 

these needs.  
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CHAPTER THREE 

Methodology: 

This study looked at a career program for international students that used 

a problem-based teaching and learning format. This study was conducted from 

January 29, 2008 – March 25, 2008. This chapter describes the methodology of 

the study including the selection of the research method, participants, position of 

the researcher, rationale for group approach, data collection procedures, data 

analysis procedures, ethics approval, informed consent, research instruments and a 

description of the program. Three key components guided the development of the 

program and the study: 

1. to determine if by incorporating career search activities and opportunities to 

practice interpersonal communication participants would feel more 

confident and knowledgeable regarding conducting a job search in Canada.  

2. to determine participants’ level of acculturation and whether their level of 

acculturation had an effect on their job search confidence and knowledge. 

3.  to determine if the creation of a program tailored to the career development 

needs of international students wishing to obtain employment in Canada 

would be well received by participants. 
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Selection of Research Method 

The intent of this study was to examine the career development needs of 

international students planning to stay in Canada upon graduation. The study used 

a mixed method approach, blending aspects of quantitative and qualitative 

research. A mixed method approach was used as it presents a comprehensive 

analysis of the research problem (Creswell, 2009). The concept of mixed method 

research strategies was developed in 1959 by Campbell & Fisk (reference). A 

mixed method approach to research incorporates both the researcher’s and 

participants’ perspectives and is thought to offer the best insight of the research 

topic (Bryman & Teevan, 2005).  Due to concerns regarding language and cultural 

biases a mixed method approach is recommended for cross cultural research and is 

thought to be effective when advocating for marginalized groups (Triandis, 1994). 

This method is also recommended in fields where there is little research available 

(Creswell, 2009). This study collected data using a survey then used observations, 

process notes and participant feedback to develop the results in more detail. 

This study included several measures to ensure validity. Survey 

questionnaires were used to measure job search knowledge and confidence as well 

as participants’ level of acculturation. At the same time job search knowledge and 

confidence were explored using observations, process notes and participant 

feedback. A questionnaire and emails were used to determine if participants felt 

the program was a beneficial and a good use of their time. Both quantitative and 
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qualitative data were selected to provide a better understanding of the problem; the 

development and delivery of appropriate career workshops for international 

students. Triangulation was used to ensure validity. Triangulation is the strategy of 

bringing together data from different sources, using more than one method and 

reflecting different perspectives. The utilization of various data collection 

techniques is recommended to ensure validity and strengthen the reliability 

(Burton, Brundrett & Jones, 2008). Please refer to Table 1 below. 
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Table 1 Data Matrix 

Research Questions Data Sources 

1. to determine if by incorporating 

career search activities and 

opportunities to practice interpersonal 

communication participants would feel 

more confident and knowledgeable 

regarding conducting a job search in 

Canada.  

 

Survey questionnaire Observations 

Process notes 

Emails 

2. to determine participants’ level of 

acculturation and whether their level of 

acculturation had an effect on their job 

search confidence and knowledge. 

 

VIA Questionnaire  

3. to determine if the creation of a 

program tailored to the career 

development needs of international 

students wishing to obtain employment 

in Canada would be well received by 

participants. 

 

Questionnaire Participant feedback 

Emails from 

participants 

 

 An example illustrating how the theme of student confidence and knowledge 

utilized the triangulation of data is presented below. 
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Table 2 - Triangulation 

Research Question Theme Data Source 

quantitative 

Emails Process 

Notes 

1. determine if  

incorporating career search 

activities and opportunities 

to practice interpersonal 

communication participants 

would feel more confident 

and knowledgeable  

 

Confidence and  

knowledge 

Post-test 

Questionnaire 

results mean 

increased from 

2.92 to 3.31 

Correlations 

confidence post 

test 

r = .64; p =.019 

 

 

I am more 

confident 

right now. 

  

Participants 

appeared 

more 

confident 

at the end 

of program 

and were 

able to 

state skills 

in front of 

group. 

  I did feel 

more 

confident 

about 

looking 

for a job 

in 

Canada… 

Participants 

participated 

in a mock 

interview 

and were 

able to talk 

about 

themselves 

in a 

positive 

manner. 
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Clearly the issues are multi-faceted including language facility, self-

confidence, intercultural competencies, which would require the employment of 

both quantitative and qualitative analysis.  While it is a research study, the study is 

firmly rooted in improvement of practice. 

Participants in the Study 

Participants in this study were international students enrolled in degree 

program courses at the University of Manitoba who voluntarily signed up for the 

Career Seminar for International Students in the winter of 2008. The participants 

were a convenience sample as they were purposely chosen based on their 

participation in the international career program. The program was advertised 

through the Student Counselling and Career Centre and through the International 

Centre for Students via posters, webpage announcements and weekly emails. 

There was a $10.00 fee to sign up for this course, with the money allocated to 

cover the cost of snacks and drinks. The nature of the study was explained to all 

participants and written informed consent was obtained prior to participants 

agreeing to participate in the study.  Participants were informed that there would 

be no consequence for declining to participate in the study and that they would 

still be able to participate in the program should they refuse.   

There were 14 participants in the study, 7 males and 7 females with a 

mean age of 27.4. Eleven were from Mainland China, one from India, one from 

Taiwan and one from Hong Kong. Four students were studying Science, three 

Arts, three Commerce, one Engineering, one Human Ecology and one 
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Architecture. Participants length of time in Canada ranged from 2 – 7 years, mean 

of 5 years.  Twelve participants were undergraduate students and two were 

graduate students. Seven students were in their final year, five in their third year, 

one in second year, and one in the final year of a PhD.  

Position of the Researcher 

My role as researcher was a participant- as-observer, as I was in direct 

contact with the participants every session for the entire eight week period as a co-

facilitator and the participants were aware of my role as a researcher, yet I 

maintained a neutral, objective relationship with the participants (Bryman & 

Teevan, 2005).  As a researcher taking on the multiple roles of researcher, 

educator and employee I considered potential conflicts of interest and the ethical 

implications prior to beginning this study.  My most important goal was assure 

participants that their participation was voluntary and purposely asked my co-

facilitator to read over the consent form to ensure participants did not feel coerced 

(Creswell, 2009). The multiple role of facilitator/researcher/observer was difficult 

at times as often when I was involved in a discussion I was unable to jot down 

observations and participants’ reactions. It may have been beneficial to assume the 

sole role of a researcher and an observer as while participating in the role of 

facilitator important information may have been missed (or to hire a recorder).  

This research study developed through my professional role as an 

employment counsellor at the University of Manitoba Career Services. In my 

work at the University of Manitoba I encountered many international students who 

were struggling to find employment in Canada within the 90 days timeline 
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established by the Government of Canada. The study was an intersection of my 

professional wish to improve practice, my educational research interests and a 

personal interest that grew out of ten years of professional experience working 

with international students. 

Rationale for a group approach to address the career concerns of 

international students 

The rationale for developing the career program for international 

students was grounded in the principles of adult education and development. 

Factors that must be considered when program planning are power, ethics and the 

background and culture of the participants. Program planners must be culturally 

sensitive when working with participants from backgrounds and cultures that 

differ from their own (Caffarella, 2002; Cervero & Wilson, 1994). Several 

researchers stress the importance of establishing a working alliance with 

international students by sharing with them in their heritage and cultural values 

(Yang et al, 2002).  

The facilitators of this study used the principles of shared learning and 

the role of the facilitator to assist in the learning process rather than simply 

providing information (Amundson, 2005). As well, the creation of an informal, 

comfortable, non-threatening atmosphere where all participants have an 

opportunity to share their thoughts and ideas may enhance learning (Merriam & 

Caffarella, 1999; Knowles, 1990). One of the objectives of this program was to 

develop participants’ self-efficacy and confidence regarding their ability to obtain 

employment in Canada therefore participants were encouraged to interact and 
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collaborate with others as part of the learning process. A study conducted by 

Singaravelu, White & Bringaze, (2005) recommends the use of a group format for 

international students as a reliable alternative to individual sessions as the group 

format provides a social support network. As well group work is recommended for 

Hong Kong Chinese as it encourages interaction and peer support and may 

provide a deeper level of learning (Kennedy, 2002).  

The facilitators of the original program at the University of Manitoba and 

I noted that many of the participants had difficulty with Basic English 

communication. Based on facilitator observations of both the previous and 

current programs a need to continue to increase the amount of exercises that 

allowed participants to strengthen interpersonal communication skills was 

determined. In order to assist international students in the development of their 

communication skills more opportunities were created to talk about themselves 

and their abilities; recognizing that communication can become a barrier to 

understanding and can cause increased anxiety and lack of confidence. By 

conducting informal interviews with students the facilitators determined that the 

students who were experiencing the most difficulty with mastery of English were 

also using very little English outside of the university environment. At home and 

in social situations they spoke in their native language and at times in class 

would use their native language to communicate with each other. From a 

linguistic perspective this is indicative of a limited level of English 

comprehension. Participants were encouraged to practice communicating and 

interacting with others as much as possible within the course and were also 
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assigned weekly tasks to help improve their communication outside the course. 

Chang (2004) used this technique in a study by encouraging practice in the 

classroom and in the learners’ lives to initiate change. Through such activities, 

the learners adopted behaviours with which they were unfamiliar and that 

allowed them to explore unfamiliar aspects of themselves. By encouraging our 

program participants to engage in conversation and activities related to 

improving their employability they allowed themselves to grow and learn. The 

facilitators recognized that for many this was a difficult task and we allowed 

them to establish their own comfort level. For example, the participants were 

encouraged to practice talking about themselves by sharing one skill or positive 

attribute but they were allowed to practice individually, and in pairs, before 

sharing with the larger group. Participants had the option to “pass” anytime if 

they did not want to participate but interestingly no one chose this option. 

Data Collection Procedures 

Data was collected through multiple sources including using survey 

questionnaires, field notes during the program, field notes from memory, flipchart 

papers of student activities, transcripts of conversations with participants, 

feedback from participants during the program, review of emails received by 

participants upon completion of the program and the examination of an 

unpublished manuscript written by Geller & Mandrusiak (2008). Often the data 

was collected using jotted notes which were later rewritten in more detail.  

Process notes were used throughout the study to keep track of the 

research process. Process notes were taken during group sessions, after group 
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sessions and during individual meetings with students. These included personal 

notes relating to intentions and reactions, experiences with participants, and 

interaction and observations of participants. Throughout the research process 

information was revised to ensure the success of the program based on participant 

feedback and researcher observations. 

Pre and post test surveys were administered and the results were 

tabulated using SPSS software. During the study participants participated in group 

activities and data was collected on flipchart paper, these charts were analyzed by 

the researcher.  

Several students emailed the researcher after the program to comment on 

their job search success; these emails were analyzed for salient themes. Permission 

was sought and given by The Education Research Ethics Board at the University 

of Manitoba to allow these emails to be used in the study. Please refer to 

Appendix E. 

An unpublished departmental manuscript written by Geller and 

Mandrusiak (2008) was used as a resource to compare results of their study to this 

current study.  

Data was analyzed and key themes were identified. Salient themes that 

developed from the data were; language fluency, confidence, cultural competency 

and interaction with English speaking students.  

Ethics 

The principal researcher sought and received ethical approval by The 

Education Research Ethics Board at the University of Manitoba to administer the 
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questionnaires and collect feedback from participants. The study was conducted 

over an eight week period in the winter of 2008. The principal researcher also 

sought and received ethical approval to use emails sent by participants as part of 

the research data. See Appendix C. 

Informed Consent 

In order to respect the rights of those participating in this study, the 

purpose and objectives of the study were explained by the co-facilitator prior to 

the participants signing the consent form. Refer to Appendix D. She read through 

the consent form and explained the process to the participants. Participants were 

assured of their anonymity and the confidentiality of their responses. Lastly, 

participants were asked to read through and then sign the Research Participant 

Information and Consent Form. By signing the form participants declared their 

consent to participate in the study with the acknowledgement that they could 

discontinue participation at any time. 

Research Instruments 

Changes in student confidence and job search knowledge level were 

measured using a pre and post test questionnaire. As there were no published 

measures regarding job search confidence the researcher used a measure created 

by Geller & Mandrusiak (2008) that contained two separate items measuring 

participants’ knowledge and confidence about finding work in Canada.  

Participants were asked, “How confident are you in finding a job in Canada?” and 

“How knowledgeable are you about finding a job in Canada?” and were to rate 
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themselves on a 4-point scale from 1= “Not at all” to 4= “Very”. There is no data 

on reliability or validity for this measure. Refer to Appendix A.  

Acculturation: 

An acculturation measure was used in this study. The rational for using 

this measure was to determine if the program would benefit participants who had a 

strong connection to their heritage culture. The Vancouver Index of Acculturation 

(VIA) was used to measure students’ level of acculturation (Ryder,  Alden, & 

Palhous, 2000). The VIA is a 20-item general acculturation measure that was 

developed in response to the need for a measure bidimensional acculturation that 

allows for the concept of integration (retaining one’s own culture and participation 

on the new culture). Traditional unidimensioanl models of acculturation do not 

allow for this (Ryder et al, 2000; Geller, 2004).  

The bidimentional model is reflected in the VIA’s subscales of Heritage 

Culture (10 items; e.g., “I would be willing to marry a person from my heritage 

culture”) and Western Culture 

(10 items; e.g., “ I would be willing to marry a North American person”). 

Participants were asked to respond to these statements on a 9 point Likert scale 

from 1=“Disagree” to 9= “Agree”. The mean of the odd numbered items is the 

Heritage culture score and the mean of the even numbered items is the Western 

culture score, higher scores reflect more retention/acquisition of the culture. 

The two measurements of Heritage and Western culture have been 

shown to be independent and related to self-identity. This measure has been 

studied with Canadian East Asian and South Asian groups (Ryder et al, 2000; 
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Geller, 2004). The internal reliabilities of the subscales are good (average alpha = 

.90), and the subscales correlate in the expected directions with many other 

indicators of acculturation. Factor analyses yielded support for the two subscales 

and factor loadings are high (Geller, 2004). Refer to Appendix B. 

Feedback was collected from participants upon completion of the 

“Finding a job in Canada – Career seminar for International Students” to 

determine their satisfaction with the seminar. Participants were asked to indicate 

their overall satisfaction with the course on a 4-point scale from 1= “Not at all” to 

4= “Very.” Participants were asked to respond to three items. 

1. I found this career planning seminar met my career needs. 

2. I thought this career planning seminar was a good use of my time. 

3. I enjoyed this career seminar.  

Participants were also asked to provide written feedback on likes and dislikes 

and suggestions for improvement.  

Copies of the survey forms are included in this submission. Please refer 

to Appendix A & B. 

Students were also asked to provide qualitative feedback at the beginning 

of the program by listing their expectations of the program and at the end stating 

whether the program meet their expectations and their suggestions for future 

programs.  

Demographic 

Demographic data was collected using a questionnaire that was 

developed by G. Geller & M. Mandrusiak (2008) see Appendix A.  This was a 
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blind survey as student identities were concealed. Participants were asked to 

submit demographic information; age, gender, country of origin, faculty, graduate 

or undergraduate status, year of study, program of study, and number of years in 

Canada. This information was used solely for statistical analysis.  

Description of the Program 

This study looks at a career program for international students that used a 

problem-based teaching and learning format. This study was conducted from 

January 29, 2008 – March 25, 2008. The program was eight weeks in duration, 

offered once a week for two hours. The program was a closed group with 

attendance ranging from 15 – 25 participants. Each week had a different topic, 

although topics were rearranged depending on participant needs. A sense of 

community was created by addressing each student by name as often as possible; 

nametags were used to help remember students’ and facilitators’ names. The 

facilitators brought food and beverages to each session and incorporated a break to 

allow for informal conversation and socializing. An outline of the program 

follows. 

 

 

Week One, Session One: 

The facilitators recognized the importance of creating an environment 

that was respectful and trusting from the beginning. English was the language of 

instruction and in order for all participants to feel welcome and part of the group 

participants were encouraged to use only English while in the sessions. This 
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session was an opportunity to explain the program and obtain feedback from 

participants regarding their needs. Participants were greeted at the door by both 

facilitators and asked to create a nametag and find a seat. The tables and chairs in 

the room were organized in a half circle to ensure everyone could see each other. 

The first session opened with a welcome and introduction of the two facilitators. 

This was followed by an introduction and description of the program and the 

rationale for its creation.  Food and drinks were provided.  At this point the study 

was explained and participants were asked if they would like to participate in the 

study. Those who wished to participate were given a consent form, and the pre-

test questionnaire and acculturation measure were explained. All the participants 

present agreed to participate. Participants were given time to complete the 

surveys. Next an icebreaker activity was conducted, “Find Someone Who”. The 

activity involved introducing yourself to others and asking a question. This 

provided a chance for participants to get to know each other and the facilitators. 

Upon completion of the icebreaker activity students returned to their seats and 

took turns introducing themselves, where they were from and their reasons for 

attending the seminar in the larger group. The next activity was a survey of the 

group, where they were asked what they hoped to learn from the program. Student 

responses were collected on a flipchart to be used both to help tailor the program 

to the needs of the students and as an evaluation tool. The next activity was 

“Worries and Challenges’. 

Students were given a paper that asked them to list their main worries 

and challenges regarding in job searching in Canada. Participants worked on this 
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exercise individually. Upon completion they were asked if they would like to 

share with the person beside them. After a brief discussion, participants were 

asked to hand their papers in to the facilitators, no names were listed on the papers 

and participants were assured the results would remain anonymous. The worries 

and challenges participants listed, in order of importance, are as follows: 

1. Language and cultural issues 

• Communication, vocabulary, slang, and “looking stupid if I ask” 

• English writing skills, fluency in English 

• Career and employment skills 

• Making the first impression, appearing calm and confident 

• How to keep the conversation going 

• How to start a conversation/socialize with co-workers 

• Racism, discrimination 

• Lack of Canadian work experience 

• Cultural differences, taboos in Canadian culture 

• Interpersonal skills in terms of a culture 

• Loneliness 

 

2. How to develop career and employment skills 

• Finding the right career/job 

• Resume writing 

• How to present our professional ability at the interview 

• Interviewing in Canadian culture, clothing, dressing attire 
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• Cracking interviews both personal and phone 

• Networking/self-marketing 

• Previous work experience outside Canada 

• Knowledge of the employer (labour market information) 

• Understanding the offer clearly 

3. Regulations and paperwork 

• Work permits 

• 90 day limit (e.g. looking for work in the winter and employees willingness 

to wait for me to begin work) 

4. Where to find resources for support 

5. Motivation and confidence in finding a career 

6. What are appropriate behaviours and roles once in work environment 

7. Whether to return to country of origin or find work in Canada 

Upon completion of these forms participants were divided into groups of 

2-3 and given the career word game activity. Please see Appendix D. 

Participants worked in small groups for approximately 10 minutes and 

then returned to the larger group for discussion. The evening ended with a 

question and answer session and a preview of expectations for the next meeting.  

  Session Two, What Kind of Careers are There? 

This session was focused on learning about the Canadian labour market 

and was facilitated by a career information specialist employed by the Student 

Counselling and Career Centre. Participants were greeted by the facilitators and 

asked to create a name tag, again food and drinks were provided. Students were 
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asked to introduce themselves and state their program of study. The facilitator 

shared information about different career resources such as the National 

Occupational Classification system, Manitoba Job Futures and Labour Market 

Information websites. There was a discussion regarding high demand occupations 

in Manitoba and how to find information about job vacancies, qualifications and 

create a list of potential employers. Participants were then given an opportunity to 

use the internet and print resources available and to work individually with the 

facilitators.  

Session Three, Finding and Securing Employment, Part 1: 

This session was the start of the practical problem solving portion of the 

program. The focus of this session was on resume and cover letter writing. The 

foundation of resume and cover letter writing is the ability to demonstrate skills. 

To begin the session the facilitators explained to importance of knowing what 

skills individuals possess and the ability to articulate these skills. Participants were 

provided with examples of skills that can be developed through academic, 

employment or volunteer experience. Next participants were given a skills 

assessment activity. Participants were asked to think of one thing they were good 

at; e.g. an academic skill, a sport, being a good friend and then share it with the 

group. We recognized that this was a difficult task for some and the facilitators 

shared that for many job seekers articulating skills was a difficult task. As 

mentioned earlier, in Chinese culture humility is a value of tremendous 

importance. The facilitators offered their own examples to start off the activity and 

to provide illustration. After each student had a chance to share one skill within a 
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small group they returned to the larger group where discussion occurred regarding 

how it felt to talk about one’s skills. The next topic of discussion was Canadian 

resumes and cover letters. Participants were asked to share how resumes were 

used in their countries, for some resumes were a new job search tool. Participants 

received an invitation to attend an employer event being held the following week 

and an explanation of the event. 

For homework participants were given a job advertisement and asked to 

write a cover letter and resume due in two weeks.  

Week Four, Finding and Securing Employment Part 2: 

The focus of this session was communicating with employers and 

networking. The first hour of the session was a discussion of how to talk to 

employers, and the importance of handshakes, eye contact, and body language. 

The facilitator used a role play to demonstrate “bad” handshakes and inappropriate 

eye contact. Then the facilitator went around the room and shook hands with each 

participant. Afterward discussion occurred regarding the importance of 

handshakes in Canadian workplace culture as well as small talk and appropriate 

topics of conversation, for example, weather. In the second hour the Student 

Counselling and Career Centre staff was holding a career information session with 

employers which was an excellent opportunity for the group participants to gain 

practical experience in a real life setting therefore participants were invited to 

attend with the facilitators attending to provide support. The event was an 

employer panel where employers presented information about their individual 

organizations and provided job search advice. Pizza and drinks were served and 
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students were invited to ask questions and interact with the employers. Canadian 

students were also in attendance.  

Week Five, Communicating with Employers  

This session began with a discussion of the previous week’s career 

information session. Participants felt this was an excellent opportunity to practice 

communicating with employers in a non-threatening way. Discussion took place 

concerning what went well and what they would do differently in the future. This 

session included a role play between the facilitators and another staff member to 

demonstrate communication blunders. The facilitators of the study were both 

female and had invited a male colleague to assist in the explanation of male-

female interaction. A role play was conducted for the group demonstrating 

inappropriate conversation topics, invasion of personal space and lack of 

understanding of physical cues.  Participants were asked to provide feedback on 

what they noticed during the role play and a discussion of Canadian norms was 

conducted. Next the facilitators and the guest conducted a more appropriate role 

play and again students were asked to comment. This provided the opportunity to 

discuss cultural conflicts such as personal space, inappropriate questions (salary, 

age, marital status), and visual/body language clues. The remainder of the session 

was spent talking about job search techniques such as networking, developing 

contacts and the introduction of the “30 Second Commercial”. The “30 Second 

Commercial” is an exercise designed to help job seekers prepare a short 

introduction for use when meeting potential employers. The concept of the “30 

Second Commercial” was explained to the participants and one of the facilitators 
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provided an example. Next participants were divided into pairs to practice. 

Participants were informed that one of the goals of the program facilitators’ was to 

have each of the participants articulate their “30 Second Commercial” to the larger 

group at the last session.  This announcement was met with anticipation and 

trepidation.  

Week Six, Interview Skills 

This was a highly anticipated session. Based on feedback from the 

participants, job interviews appeared to be a topic of extreme significance and 

anxiety for international students. The main objective of this session was to teach 

participants how to identify and articulate their skills. We began with a short 

lecture outlining the basic components of a Canadian interview. Students were not 

required to take notes as they were provided with a handout.  Participants were 

encouraged to ask questions throughout, surprisingly many of the questions 

focused around Canadian dress, especially appropriate interview attire. The female 

participants were concerned about attire, make-up and hairstyle. Photographs were 

brought in and the facilitators modeled appropriate interview attire. Popular 

Canadian interview techniques such as Behaviour Descriptive Interviews were 

discussed and examples were provided. The majority of the session focused on 

answering interview questions. Specific questions such as; What is your 

weakness? and Why should I hire you? were discussed. The group was asked 

what they felt their weakness was and they all stated English fluency. The 

facilitators took this opportunity to discuss confidence using spoken English 

compared to English fluency and the potential danger of stressing this perceived 
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weakness in an interview. It was also an opportunity to discuss ways to increase 

their spoken English and participants were encouraged to use spoken English as 

often as possible. The question, “Why should I hire you?” was also discussed 

and the expectation of Canadian employers that applicants are confident and 

demonstrate good communication and interpersonal skills. After the lecture, time 

was allotted for practice and discussion. Participants were divided into pairs and 

given a sheet of interview questions to role play and provide feedback to each 

other. After 10-15 minutes participants returned to the larger group for discussion. 

During the discussion amongst the larger group participants were invited to share 

any additional thoughts, reflections or worries. Participants were invited to 

participate in a one-one mock interview with the researcher or another member of 

Career Services staff they had not yet met. All the participants chose to meet with 

the researcher rather than a stranger.  

Week Seven, Work Permits  

This session was facilitated by staff members from The International 

Centre for Students on-campus. The seminar provided information regarding work 

permit rules and regulations and was presented in a lecture format. Participants 

received extensive handouts that included copies of the Power Point presentation 

and information from the Department of Citizenship and Immigration Canada 

regarding work permits. Participants were able to ask questions throughout and 

invited to visit the International Centre for Students on campus if they had further 

questions.  

Week Eight, Culmination and Reflection, Potluck 
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This was our final session. Participants were encouraged to ask questions 

that had not been answered, received their resumes and cover letters back with 

feedback and suggestions for improvement and were given an appointment for a 

mock interview if they hadn’t already completed one. A guest speaker who was a 

recent university graduate of Chinese decent presented to the group on her 

experience finding work in Canada. After she left we conducted a small group 

activity where the participants were divided into groups of 3-4 and asked the 

question “What does Canadian culture mean to you?” Participants were given a 

piece of flip chart paper 10 minutes to discuss and create a list and then returned to 

the larger group for presentation and discussion. As promised students also 

presented their “30 Second Commercial” to the larger group. Each participant was 

given the option to pass if they chose but all the students participated in the 

exercise. The last portion was spent obtaining feedback from the group regarding 

their likes and dislikes, and what they learned from the program. The session 

ended with participants receiving certificates of completion as well as the 

completion of the post-test measure and questionnaire designed for evaluation and 

research purposes. The facilitators invited the participants to seek on-going 

assistance from if they wished. Participants and the facilitators ended the evening 

by sharing a potluck meal. 

Although the exercise “What does Canadian culture mean to you?” was 

originally an activity planned to allow participants time to interact and work as 

part of a team it became an interesting discussion of Eastern and Western culture.  

Participants shared their perspectives of Canadian culture as compared to Chinese 
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and Indian culture. The most significant differences were related to values. The 

participants felt Canadians were much more focused on recreation and work life 

balance as evidenced by the focus on the outdoors, big vehicles, travel, weekends, 

and family.  

The results of the study will be used to evaluate the effectiveness of 

completing a career seminar on international students’ confidence levels reading 

job searching in Canada as well as their knowledge of the Canadian job search, 

their acculturation level and enjoyment and value of the program. 
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CHAPTER FOUR: 

FINDINGS 

This chapter outlines the preliminary findings from each quantitative 

measure (questionnaires) as well as the qualitative observations of the researcher, 

process notes and participant feedback. Three key components guided the 

development of the program and the study: 

1. to determine if by incorporating activities and opportunities to 

practice interpersonal communication participants would feel more 

confident and knowledgeable regarding conducting a job search in 

Canada.  

2. to determine participants’ level of acculturation and whether their 

level of acculturation had an effect on their job search confidence 

and knowledge. 

3.  to determine if the creation of a program tailored to the career 

development needs of international students wishing to obtain 

employment in Canada would be well received by participants. 

 

Results based on survey data for career program serving international 

students 

The first goal of this study was to determine if by incorporating activities 

and opportunities to practice interpersonal communication participants would feel 

more confident and knowledgeable regarding conducting a job search in Canada. 

A pre and post test survey was used to determine if participants showed an 

increase in confidence and knowledge upon completion of the program. Paired 

2010 HICE Proceedings - Page 1770



sample t tests were used to compare participants’ levels of job search confidence 

and knowledge prior to and after participation in the program. Results indicated 

significant increases in both job search confidence, t (12) = 2.13, p = .054, and job 

search knowledge, t (12) = 2.5, p = .028, following participation. Results of the 

pre and post test survey showed participants demonstrated increased confidence 

and knowledge.  Even though overall results were positive and showed 

participants felt more knowledgeable upon completion of the program, three 

students stated they felt they needed more English practice to feel confident in an 

interview. For this reason on-going support was offered to those who chose to 

participate (Table 3).  

The second goal of the study was to determine participants’ level of 

acculturation and whether their level of acculturation had an effect on their job 

search confidence and knowledge. Pearson correlations were conducted between 

pairs of variables. Significant correlations were found between participants’ job 

search knowledge and confidence levels at both pre-test, r = .72, p = .005, and 

post-test r = .64; p =.019, indicating that an increase in job search knowledge is 

related to an increase in confidence. Those participants who felt more confident at 

the beginning also felt more knowledgable. A significant relationship was also 

found between participants’ level of job search confidence at pre-test and their 

level of identification with Canadian culture, r = .63, p = .021, suggesting that 

those who reported they had the most confidence appeared to have strong cultural 

identification to Canadian culture. In line with this, post-test job search knowledge 

was negatively correlated with Canadian acculturation, r = .-58, p = .039, 
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indicating that those participants who identified more strongly with their home 

culture perceived they had gained less knowledge upon completion of the program 

(Table 4).  

The third goal of this study was to determine if the creation of a program tailored 

to the career development needs of international students wishing to obtain 

employment in Canada would be well received by participants. Based on 

participant feedback on average most participants rated the program favorably at 

meeting their career needs, being enjoyable and that it was a good use of their 

time. On a 4 point scale, participants gave a mean score of 3.2 (SD = 0.799) for 

how well the program met their career planning needs, a score of 3.3 (SD = 0.821) 

for how good a use of time the program was, and participants gave the highest 

rating 3.4 (SD = 0.836) for how well they enjoyed this career program. However, 

one questionnaire contained interesting responses. The participant answered “Not 

at all” for all of the questions but in the space provided for comments they wrote, 

“everything was perfect.” This would appear to be evidence of English 

comprehension difficulty . Refer to Table 3. 
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Table 3     Descriptive Statistics and Dependent and Independent Variables 

  

Mean 

 

Standard Deviation 

 

N 

 

Pre-test Confidence         

 Post-test Confidence 

 Pre-test Knowledge   

 Post-test Knowledge 

Acculturation Heritage  

Acculturation Canadian 

 Met career needs 

 Good use of time 

 Enjoyed seminar 

 

2.92 

3.31 

2.77 

3.31 

7.5 

5.4 

3.2 

3.3 

3.4 

 

0.75955 

0.48038 

0.72501 

0.48038 

.86757 

.108125 

0.799 

0.821 

0.836 

 

13 

13 

13 

13 

13 

13 

13 

13 

13 
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Table 4.    Correlation Table 

 

  Pre know Post conf 

Post 

know Accul Her 

Accul 

Cdn 

Pre-conf  .72** .53 .30 -.31 .63* 

Preknowledge   .22 .22 -.25 .36 

Post conf    .64* -.04 .36 

Post know     -.58* .-07 

Accultur. Her      .23 

       

Note: **Correlation is significant at the.01 level *Correlation is significant at the .05 

level 

 

Written feedback showed participants appreciated the practical real life 

application of the program, they reported the aspects of the program that were most 

helpful were the mock interviews, resume and cover letter information and the work 

permit presentation. The main comments related to the value of practical career search 

skills, such as 

 “ Every class is so helpful. The mock interview is so good.” Participants also 

commented positively on the group format, “I felt you guys did a great job making the 

students feel like they’re in their comfort zone, keep up the good work!” Overall 

feedback was positive the main suggestion was more time, i.e. more sessions and 

more occasions for interaction and hands on practice of skills learnt. 
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Observations 

Week 1: 

Students appeared to respond well to the session. Some students 

appeared uncomfortable with some of the activities especially those involving 

sharing information with the larger group. There was a range of levels proficiency 

with the use of English as the language of communication. One student depended 

on the use of a pocket translator especially during the explanation of the pre-test 

and the acculturation measure. Some students also relied on others to translate at 

times. Female Chinese students seemed especially shy and had a habit of covering 

their mouths when they talked. Participants came from various academic 

backgrounds some students were enrolled in a bachelor program others were 

enrolled in a graduate program. A number of students were preparing to graduate 

in the near future others had several years of study to complete. The majority of 

the participants were of Chinese descent, one student was from India. 

The participants stressed the importance of developing job search skills 

rather than career planning assistance. This may be due to the Citizenship and 

Immigration legislation in place at the time and the cultural values of preferring an 

educational pragmatic focus rather than a counselling. Career Services at the 

University of Manitoba initially planned to incorporate both career and 

employment counseling in the program but based on feedback from participants 

the focus became employment related.  
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Week 2: 

This session was very well received by the participants. Many of the 

participants had limited knowledge of the Manitoba and Canadian labour market 

and were unaware of the existence of the resources provided. Some participants 

were able to identify potential employers with ease while others appeared to have 

difficulty determining the type of employment they were qualified for and 

identifying potential employers. This was especially significant for students with 

an Economics background where there may be more than one potential career 

option.  

Week 3:  

Some participants appeared uncomfortable discussing their own 

strengths and skills. This discomfort may represent a cultural difference related to 

the Confucianist values of humility prevalent in Chinese culture. Overall 

participants seemed to benefit from the experience. In general most participants 

appear uncomfortable speaking in front of a group. Small group discussions 

appear to be successful with most participants interacting well in the group. 

Week 4: 

Many participants were unaware of the meaning of small talk. The 

participants seemed unfamiliar with appropriate topics of conversation in Canada 

such as the weather, current events, movies and sports. The topic of handshakes 

and eye contact was one of great interest. There appeared to be some confusion 

regarding grip, many students especially females have a very soft grip. Some 

participants indicated that in their culture direct eye contact with an older person is 
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considered disrespectful. Discussion occurred about the value of eye contact in 

Canada as a way to demonstrate confidence and respect. Role plays of appropriate 

and inappropriate handshakes were met with interest and humour.  

Participants appeared to benefit tremendously from the chance to attend 

the employer information session and talk to employers. It appeared beneficial to 

have the program facilitators present to provide additional support and 

encouragement and when necessary introduce students to employers and assist 

with conversation development. 

Week 5: 

Some participants expressed difficulty articulating themselves clearly 

during interpersonal communication. (e.g. The previous week meeting with 

employers). This communication difficulty was attributed not only to language 

barriers but also to cultural issues and personality. Participants agreed that the 

previous week’s employer presentation was a good chance to practice in a risk 

free setting, (i.e. non-interview) and the participants stated they felt the experience 

was positive. Participants clearly enjoyed the role play and again humour was 

appreciated. They appeared to grasp an understanding of the importance of 

communication both verbal and non-verbal in Canadian culture. The importance 

of developing confidence and increased exposure to English were discussed as 

ways to improve one’s English language fluency. Students appeared to enjoy the 

small group and interactive activities as well as the large group discussion. 
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Week 6: 

The participants seemed very interested in this session’s topic 

‘interviews” and quite anxious about interviewing in Canada and articulating their 

skills to potential employers. The participants seemed to appreciate the chance to 

ask questions especially about attire and their interview concerns. Students 

appeared to enjoy the practice interview questions and the opportunity to provide 

feedback to each other. Participants appeared quite anxious about interviews this 

was evident by their reluctance to meet with an employment advisor they didn’t 

know. 

Week 7: 

The topic of work permits appeared to be of great importance and 

participants seemed to appreciate this information. Many of the questions related 

to the criteria required and guidelines relating to obtaining a work permit. There 

appeared to be some confusion related to timelines as the Department of 

Citizenship and Immigration Canada  considers the 90 days to start once a 

student’s final marks are posted, many students assumed the 90 days started once 

they had convocated and received their degree. The facilitators were able to clarify 

the time deadlines. The participants asked many questions and stayed behind to 

ask more questions of the facilitators.  

Week 8: 

This session opened with a presentation by a recent graduate, a female 

international student from China who was successful at obtaining career related 

employment in Canada. Discussion occurred after the guest speaker left where 
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participants stated they enjoyed the presentation although they felt she had 

become very Canadian. The guest speaker had shared that she married a Canadian 

man and now went by a Canadian name. However, they did appreciate her sharing 

her experience with them. The discussion regarding Canadian culture was very 

interesting. Participants were all able to recite their skills statement in front of the 

larger group and appeared confident and comfortable. The participants appeared to 

enjoy the program and expressed appreciation. Many students stayed behind to 

enjoy the potluck and small talk with the group members and facilitators. 

Key Themes 

     Survey results and participant feedback confirm the Career Program for 

International Students was an effective intervention for building confidence and 

job search knowledge. Key themes that emerged were the need to increase the 

number of sessions offered to allow for more practical exercises and practice 

with interviewing and job searching skills to help increase confidence and 

knowledge. These results were similar to studies conducted by Spencer-Rogers 

(2000) and Yang et al (2002) who found that international students requested 

more emphasis on practical skill development in the areas of resume, interview 

and job search.  

A second theme that emerged was the importance of tailoring the program 

to meet the learning styles of the participants and the importance of small group 

work.  These results are indicative of the original theory that participants’ poor 

English language skills impacts their ability to feel confident conducting a job 

search in Canada.  By providing opportunities to interact with native English 
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speakers and to practice interpersonal communication international students can 

increase their confidence regarding conducting a job search in Canada.  

Another theme that emerged was participants’ demonstrated lack of 

integration in Canadian society. Participants reported limited interaction with 

native English speakers such as Canadian classmates and professors due to fear of 

looking stupid. Participants reported a lack of confidence communicating with 

classmates even when approached by them.  

The most important theme that the results of the study and professional 

literature support is the value of career development programs and the need to 

offer career programs to support international students who wish to secure 

employment in Canada. 
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CHAPTER FIVE: 

DISCUSSION, LIMITATIONS, CONCLUSIONS, AND 

RECOMMENDATIONS 

 

This chapter provides an overview of the findings of this study, the 

limitations, and conclusions along with recommendations for future research. This 

study differed from other studies since it was multifaceted and looked at a number 

of factors related to international students’ career development as well as the 

inclusion of a practical component and an acculturation measure.  

Restatement of Purpose 

The purpose of the program was to help international students develop 

the knowledge and skills to be more confident job searching in Canada. The 

program referred to in this study had several goals: 

1. to determine if by incorporating activities and opportunities to 

practice interpersonal communication participants would feel more 

confident and knowledgeable regarding conducting a job search in 

Canada.  

2. to determine participants’ level of acculturation and whether their 

level of acculturation had an effect on their job search confidence and 

knowledge.  

3. to determine if the creation of a program tailored to the career 

development needs of international students wishing to obtain 

employment in Canada would be well received by participants. 
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Implications of results based on survey data for career program serving 

international students (Question #1) 

According to the study outcomes, the participants in this study 

demonstrated individual change in confidence and increased knowledge and skill 

development related to job searching in Canada. The findings reveal that career 

programs are clearly an effective intervention for assisting international students 

develop self-confidence and knowledge of job searching in Canada.  

The participants overall response and feedback was very positive, the 

results of the questionnaire indicates participants felt more confident and more 

knowledgeable of Canadian job search techniques. Participants demonstrated 

increased confidence upon completion of the program and their knowledge of job 

searching in Canada showed an increase as well. This implies evidence of transfer 

of learning. 

Similar results were found by Heim Bilkos & Smith Furry (1999) who 

used a questionnaire to measure increases in confidence and knowledge upon 

completion of a seven session job finding club. Their results showed participants 

felt more confident and the program received positive feedback from participants. 

In this study participants stated in their feedback that they found the 

small group discussions, role plays, practice interviews, discussions about various 

job search components such as skill assessment, resume and interview information 

most helpful. Participants also stated they enjoyed the interactive style of the 

course especially the opportunity to interact with other participants and the 

facilitators. These results correlate to the existing literature (Spencer-Rodgers, 
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2000; Yang et al, 2002) that found participants want more opportunities to 

practice English, appreciate practical exercises such as resume and interview 

skills, and appreciate small group work. A crucial component of allowing change 

to occur was the opportunity for participants to apply what they learned in the 

program with the support both of the facilitators as well as the other members of 

the group.  

Acculturation (Question #2) 

Acculturation scores showed a high result on the Heritage score which 

indicates high retention of their own culture. Those participants who expressed an 

interest and involvement in Canadian culture seemed more confident overall. In 

this study the facilitators acknowledged different levels of English fluency and 

acculturation impacted on the participants’ confidence and participation levels. It 

appeared that students who were exposed to English early in their education and 

had occasion to obtain basic conversational fluency before coming to Canada had 

higher levels of both English fluency and seemed more integrated in Canadian 

culture. In informal conversations the student from India and the student from 

Hong Kong seemed to demonstrate higher levels of English fluency and appeared 

more assimilated than those from mainland China. This may be since they were 

from a colonized nation with a significant English influence and they have 

received more exposure to English language and culture.  
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Implications of results based on group sessions for career program serving 

international students (Question #3) 

The facilitators of the program referred to in this study recognized that 

Chinese students were used to a more passive learning style as this became  

evident in the first session when questions were asked of the larger group and 

none of the students would answer. The facilitators decided to change the learning 

activities to acknowledge the participants comfort level by allowing time for 

participants to interact in small groups while at the same time recognizing the 

need for continued skill development knowing that Canadian employers require 

communication, teamwork and problem solving skills. The goal of the program 

was to increase opportunities for interaction and therefore a learner centered, 

interactive methodology was implemented to encourage interaction between 

participants and facilitators (Kelly, 2009). In the first session of the career 

program a step by step planning process was implemented.   However, the 

facilitators quickly realized this linear process was inappropriate as the anticipated 

needs were not actual needs. The facilitators moved away from the original linear 

model of planning because it was inappropriate after the first session. The 

facilitators had assumed that a passive, lecture style would be most effective based 

on their knowledge of preferred learning styles however, when they saw that 

participants were reluctant to interact and seemed uncomfortable with large group 

discussion they implemented a social learning orientation. The program used a 

social learning orientation as the facilitators valued the opportunity to learn from 

each other both as facilitators and as participants (Bandura, 1986).  
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This program was learner centered and the facilitators viewed student 

participants as partners in the learning process. Several behavioural techniques 

were used in this study: positive reinforcement, the use of role models, and role 

playing. In this study many of the students had similar backgrounds and 

experiences and by sharing stories an atmosphere of camaraderie was created. The 

enrollment was limited to 25 participants in order to maintain an environment 

where everyone had an opportunity to share their thoughts and ideas.  

When program planning, the facilitators realized lack of understanding 

of new concepts and difficulty with English language fluency was causing anxiety 

for participants and accommodated this need by creating a program that was 

learner focused and encouraging participants to provide input and suggestions 

regarding learning content.  This was most evident during role plays where the 

facilitators would demonstrate appropriate and inappropriate 

communication/conversation and ask participants to provide feedback regarding 

their behaviour. This was an excellent learning opportunity as participants were 

able to observe different methods of conversation and interaction (small talk) and 

determine cultural appropriateness. The program facilitators wanted to provide 

opportunities for the participants to increase their confidence through interacting 

with others. A social learning model was implemented as this model relates to a 

learning experience which is connected to emotions and social interaction and the 

opinions and perspectives of others (Bandura, 1986). This is an aspect of learning 

that may be absent with international students studying in Canada, since they 

appear less confident with their English competency they often have less 
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interaction with native English speakers and are therefore seem more anxious 

regarding communication. By conducting an informal survey of the participants it 

was discovered that very few participants interact with their Canadian peers due to 

low self-efficacy regarding language fluency. This belief was a key component in 

course planning.  

The facilitators felt interpersonal communication skills was an area that 

needed emphasis and recommended that participants attempt to interact with their 

Canadian peers as much as possible. Participants were encouraged to practice 

communicating and interacting with others regularly during the course and were 

also assigned weekly tasks to help improve their communication outside of the 

course. Through such activities, the learners adopted behaviours with which they 

were unfamiliar and that allowed them to explore unfamiliar aspects of 

themselves. By encouraging program participants to engage in conversation and 

activities related to improving their employability they allowed themselves to 

grow and learn. The facilitators recognized that for many this was a difficult task 

and allowed them to establish their own comfort level. For example, the 

participants were encouraged to practice talking about themselves by sharing one 

skill or positive attribute but they were allowed to practice individually, and in 

pairs, before sharing with the larger group and always had the option to “pass”. 

The instructors recognized the importance of normalizing their anxiety and shared 

their own experiences and examples of successes and failures in their own job 

search.  They strived to create an atmosphere that was welcoming and safe so that 
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the participants were willing to extend out of their comfort zone knowing that they 

would be supported and provided with positive feedback throughout the course. 

A number of international students appear to have not achieved fluency 

in conversational English despite completing post-secondary education in English 

speaking institutions. Several students stated they had learnt sufficient grammar, 

but they felt they did not have enough vocabulary knowledge to be proficient in 

conversational English. Numerous international students stated they had acquired 

basic competency in English but struggle with cultural nuances, use of slang, 

euphemisms, idioms and grammar. This may be due to lack of exposure to 

conversational English. A recent study of international students in their first year 

at a Canadian university showed 42% were struggling academically by the end of 

their first year, one of the factors being lack of academic English fluency (Blais, 

2006).  

The participants reported that at home and in social situations they spoke 

in their native language and often in their academic program would use their 

native language to communicate with each other. From a linguistic perspective 

this is indicative of a basic level of English comprehension. This behaviour is not 

uncommon amongst international students. Olivas and Li ( refer to a study by 

Chen  that states, “lack of English language proficiency may limit a student’s 

desire to seek out social interactions and thus create negative feelings about their 

ability to be successful in their new environment.” (2000). Based on these 

observations of the participants in the program a need to increase the amount of 

exercises that allowed participants to strengthen interpersonal communication 
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skills was determined. In order to assist international students in the development 

of their communication skills more opportunities were created for them to talk 

about themselves and their abilities; recognizing that communication can become 

a barrier to understanding and can cause increased anxiety and lack of confidence. 

To address the issue of lack of communication with Canadian peers the 

program used lecture, small group work, exercises, presentations, role plays and 

written handouts and assignments to engage participants and ensure 

understanding. The use of a variety of teaching methods provided the participants 

with exposure to different methods that potentially could be used in the 

workplace, e.g., small group work.  

Another important component of the program was the facilitators’ 

flexibility and willingness to engage in impromptu discussion about cultural 

differences and Canadian culture in general. In the program planning the 

facilitators recognized that the participants’ culture and language development 

would impact their learning and prepared to accommodate this need.  

The biggest change implemented was increased opportunities for small 

group participation as opposed to lecture style format. In our program planning we 

created opportunities for program participants to learn from us and to learn from 

each other by reinforcing what they had learned through role plays. 

Implications of results based on written feedback for career program 

servicing international students 

Participants reported that they enjoyed and benefited from the small 

group discussion and small group format. The participants indicated that they 
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benefited from the sense of community and opportunities to interact with other 

participants and facilitators. Participants’ feedback stated they felt the sessions 

related to employment were most beneficial e.g., resume, interview, and work 

permit regulations. The interview practice received the most positive feedback 

from participants. Similar findings were reported by Spencer-Rodgers (2000), 

participants in her study placed the highest importance on pragmatic exercises 

such as resume and interview skill development. This study found international 

students place less importance on career planning versus other career preparation 

needs, including the need for job search skills and work experience these results 

are similar to those found by Spencer-Rodgers (2000), Yang et al (2004) and 

Heim Bilkos & Smith Furry (1999). The results of this study and previous studies 

clearly indicate that international students value practical career skill development 

and are concerned about language and cultural barriers to employment. 

Overall the feedback from program participants was positive and most 

reported an increase in confidence and job search knowledge. Participants 

reported feeling more confident in their ability to conduct a job search in Canada 

and several participants reported securing employment following completion of 

the course. This feedback from students indicates program content that was most 

effective was small group work, interactive activities, interview preparation, role 

plays, resume and job search information and labour market information. Upon 

completion of the program participants had a professional resume and cover letter 

and had participated in a mock employment interview and received feedback on 

their presentation.  
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Participants stated they received significant benefit from informal 

discussions about Canadian culture and subsequent role plays and discussion that 

followed. Participants responded well to small group interaction rather than large 

group work and seemed to derive most benefit from practical activities such as the 

mock interview and resume and cover letter writing rather than career planning as 

their career planning is often pre-determined by family members. 

Student Feedback received via unsolicited email 6 months after completion of 

the course, no changes were made to spelling and grammar 

I found the workshops were great. It does help our international students a lot. As 
you know, it is not easy for international students to get a job. Sometimes we try to 
work hard, but we just do not know where to start. The workshops are designed to 
help international students to get through the whole process to get a job. I have 
learned a lot of things from the workshops. I am more confident right now. I really 
appreciate what you have done for us. Today I have done my interview practice 
with you. Thank you for your time and suggestions. I think I am well prepared for 
my future career. Thank you. (Chinese female). 

 

i am doing well so far:) thank you. i found my job last April(before i 
granduated) after i attended your classes. i always want to say Thanks to you for 
your help:).  i am working in a garment company as a manager assistant in 
winnipeg. i have been working here for more than one year now. everthing 
is excellent. if you ask me whether the course was helpful, i will defintelly say yes. 
without your classes' help, i even don't know how to do any interview. (Chinese 
male). 
  

Sorry I didn't write to you earlier. I am working for an Architecture Design firm in 
Edmonton now. After graduated from university, I moved to Edmonton. From last 
May to November, I worked in an architecture model making firm. After that, I 
moved to this Architecture firm.Thanks for your Career Course. I did feel more 
confident about looking for a job in Canada, and it helped me to create the 
smooth transition from school to society. (Chinese female). 
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I got a job in a company located in Lethbridge, Alberta. I attended all the 
workshops conducted by Career services and I found them really helpful in getting 
the job.I would like to thank you very much for the efforts.The most important 
thing and highly appreciable aspect is having a mock interview because that 
showed my weakness and areas to be improved. 

You won’t believe me, it was for the same company I was conducted mock 
interview. Good luck with your work and kindly pass on my regards to all the 
people in career services. (Indian male). 

The international group program is very  
very beneficial mainly because as an international student, we have limited 
resource and  
network,  poor understanding of the employment system and culture in Canada, 
also less  
working experience which causes less confidence in job search process. Here are 
some  
major benifits that I can think of, 
 
- it helps the participants to boost their confidence in job searching and interviews 
- it helps them to open their minds and learn that there is tons of opportunity out 
there  
for them 
- it provides them a guideline for them to start to prepare job searching and 
interview 
- it is also a way for them to network with you and other staff at career centre  and  
other students 
 
Also, I would think the first workshop that helps to learn "who are you" is the most  
beneficial one. I don't know if it changed other participants view towards work 
and  
career. (Chinese female). 

That program was very helpful. I like many aspects of it, but the most beneficial 
part  
would be that it encouraged me to go out there to the companies that I liked and 
express  
my interest. It also reassured me that it was normal that new graduates can be 
rejected  
many times before they get accept by companies, so we just need to keep trying 
and not  
give up. Otherwise, I would just stay at home and get disappointed. I got my job 
offer  
before I even graduated thanks to the program. I feel very proud of it as an  
international student. I appreciate all the helps that I got from this program. 
(Chinese female) 
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The whole series of workshops left me an impression that I was not alone. There 
were  
many graduating students like me and more importantly I feel all the staff 
members in  
Career Service really wanted to help me to get a job. The program provided me 
with  
information on the resource and service that I could get, and I used all those later 
upon  
my graduation. All these helped me along the way of gaining confidence in job 
search and  
interview, and eventually getting a job. A lot of thanks to this program and all the  
staff who helped me. (Chinese, male). 

 

These findings are consistent with findings from other research (Yang, et 

al, 2002; Heim Bilkos & Smith Furry, 1999) that suggest career programs tailored 

to the specific needs of international students have a positive impact on job search 

confidence. 

As research shows and the results of this program clearly indicate there 

is a need for career programming to meet the unique requirements of international 

students who wish to stay in Canada. Providing opportunities to learn about and 

gain understanding of Canadian workplace expectations as well as practice 

interpersonal communication in a supportive environment may alleviate the 

anxiety international students experience regarding career development and enable 

them to be more competitive in the job search. An important component of any 

job search is the ability to use tools such as employer contacts, references, and 

related experience to obtain employment. Most international students are limited 

in this component of their job search due to their lack of knowledge of these tools. 

It is very difficult to establish employer contacts when you are new to a country, 
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are not fluent in the language and are unable to understand the cultural norms and 

expectations of that country. 

In the course the facilitators strived to create an atmosphere that was 

welcoming and safe so that the participants were willing to stretch out of their 

comfort zone knowing that they would be supported and provided with positive 

feedback throughout the course (Sork & Caffarella, 1998). When planning a 

career program for international students many factors were considered. The 

facilitators provided food and drinks and opened each session with food and small 

talk as a way of creating a welcoming, social environment. This provided an 

opportunity for participants to practice the communication skills they had learned 

in an informal safe environment. It was also a safe place to voice questions and 

concerns regarding Canadian culture. We used name tags as a way for participants 

and facilitators to become familiar with each other and learn each other’s names. 

This also provided an opportunity to discuss names and how North American 

culture differs from other cultures in name usage.   

        Often the facilitators had to make last-minute changes when a planned 

activity did not receive positive response or they observed discomfort in the 

participants (e.g. speaking in front of a large group). The facilitators were very 

cognizant and respectful of the diversity and cultural differences within the 

group.  When program planning the facilitators realized lack of understanding of 

new concepts and difficulty with English language fluency was causing anxiety 

for participants and accommodated this need by making the program learner 

focused and encouraging participants to provide input and suggestions regarding 
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learning content.  We were flexible and willing to change the program content 

with the aim of meeting the needs of the stakeholders.  

This concept was a key component in course planning. Again in an 

informal survey of the participants we discovered that very few participants 

interact with their Canadian peers due to low self-efficacy regarding language 

fluency. The facilitators felt this was an area that needed emphasis and 

recommended that participants attempt to interact with their Canadian peers as 

much as possible.  

The program reached a new target population as many participants 

indicated they had neither received career development assistance and nor 

attended international student activities on campus as they tend to focus primarily 

on academics. 

Limitations 

The first limitation was the small group size, thus generalizations cannot 

be made regarding the larger population. Additionally there was no control group 

making it impossible to compare the effectiveness of the intervention and 

participants self-selected by signing up to participate in the program. Another 

limitation was the sample may also be biased due to attrition between initial and 

final measurements. As well the measure created by Geller and Mandrusiak is not 

an established measure of confidence and knowledge. Finally, language fluency 

and understanding of the scale of responses by the participants may have resulted 

in inaccurate data. 
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Recommendations from the Study   

Program Value 

Feedback from participants indicated that the program should be 

increased beyond the current eight week time frame to allow for more practical 

exercises. This study was extended to eight weeks based feedback from the initial 

unpublished study conducted in 2007 by Mandrusiak and Geller that indicated six 

weeks was insufficient. It may be advisable for future programs to run for the 

duration of the academic term.  

Following up with students six months after completion of the program 

and reevaluating their knowledge of conducting a job search and Canada and their 

confidence level would be beneficial to determine the effectiveness of the 

program. It would be beneficial for future programs to offer on-going advice and 

support upon completion of the program. Many of the participants in this program 

made follow up appointments with the researcher to obtain continued job search 

support.  

International students should be strategic with their career planning 

therefore early intervention is recommended. Most participants in this study were 

at the end of their university studies. Ideally international students should begin 

thinking about their career development earlier in their studies to obtain Canadian 

work or volunteer experience and build references. Therefore it would be 

beneficial to encourage international students to enroll in the course earlier in 
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order to provide students with more time to gain Canadian work experience. 

Attracting international students earlier in their students would be beneficial in 

order to help them obtain Canadian work experience along with their university 

degree. 

Cultural Relevance 

Preferably participants should be screened prior to participation in the 

program regarding level of acculturation to Canadian culture and level of English 

language fluency, so that individual data could be collected along with the group 

data.  A pre and post program interview with each participant individually would 

have been beneficial to determine individual career development needs and 

informally assess English language fluency and perceived acculturation level. It 

would be useful to determine participants’ language fluency. At the beginning of 

this study the researcher had discussed evaluating the English language fluency of 

the participants, but due to resource and time constraints this was not 

implemented. Those students who feel less confident regarding their English 

language fluency should be encouraged to interact with native English speakers 

more often during and outside of class. Future programs may wish to incorporate a 

session that involves interaction between native English speakers and international 

students. Pre-screening interviews would also have perhaps provided increased 

insight as to participants self-efficacy related to job searching in Canada and 

communicating with native English speakers. For future studies this would be a 

valuable component.  
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This particular group was homogeneous as participants were primarily 

Chinese which had positive and negative implications.  The participants had a 

similar frame of reference and experience which allowed for cohesiveness in the 

group. However it may be beneficial to mix the ethnic diversity of the group in 

future sessions if possible.  

The facilitators of the group were both Caucasian females with extensive 

cross cultural knowledge. It may also be beneficial to have variety in gender and 

ethnicity as participants had questions regarding male-female interaction and 

handshakes. The short-term solution offered in this program was the assistance by 

male staff members in the role plays to demonstrate appropriate and inappropriate 

male female interaction. The study conducted by Yang et al (2002) addressed this 

issue by having graduate students who were international students facilitate the 

program. 

This study stressed the importance of having facilitators who are familiar 

and knowledgeable of cross cultural issues so they could identify cultural conflicts 

and provide valuable support.  Research emphasizes the importance of having 

facilitators who have cross-cultural knowledge and are culturally sensitive 

(Arthur, 2005). The facilitators of this program performed considerable outreach 

to the international student population on their campus and have dedicated a 

significant amount of time learning about cross cultural issues. Future programs 

should continue to rely on facilitators with cross cultural knowledge and 

experience and who are empathetic and respectful. The facilitators’ willingness to 

2010 HICE Proceedings - Page 1797



share their own experiences both positive and negative with a sense of humour 

added honesty and authenticity to the program that was well received.  

Both the literature and the experience of participants and program 

facilitators highlights the importance of a developing a group that encourages 

supportive relationships and community. It is critical to incorporate cultural 

sharing activities that communicate both a respect for the heritage and values of 

the students, as well as expose the participants to Canadian culture and values. 

Flexibility by facilitators and willingness to address students concerns and 

interests as they arise was necessary in order to address the true needs of 

international students.  

Institutional Support 

Although the federal government implemented changes to the work 

permit program in April 2008 which are positive the issue of international 

students’ low confidence and knowledge of job searching in Canada still exists. 

Career development programs such as this one need to be incorporated into 

programming for international students to support them in their Canadian job 

search. The support and cooperation of other departments on campus is critical to 

the success of this type of program in the form of promotion and advertising. This 

study had the support and participation of staff from the International Centre for 

Students who assisted with advertising and presented on work permit regulations 

in Canada which was extremely beneficial.  

As the competition for international students increases post secondary 

institutions must have criteria in place to ensure standards are met regarding 
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language test scores. A potential solution may be instituting a two tier process 

where international students who have not met minimum standards regarding 

English language fluency receive conditional acceptance and are placed in a 

modified academic program.  

Lastly, early and strategic career planning is part of the job search 

process for example, resume writing is a job search skill that necessitates career 

planning to determine the type of job to apply for, and the skills and abilities 

required along with potential employers to apply to. The value of continuing to 

offer this type of program is supported by the literature and the results of the 

study. In order to further improve career development services for international 

students it may be beneficial to offer a second program that provides job search 

support for students who have graduated and to ensure that all international 

students have the opportunity to participate in this type of programming. 

Conclusions 

As an educator, this program has taught me a great deal about learning 

styles and teaching methodology specifically the importance of accommodating 

different learning styles inter-cultural communication. As program planner 

working as part of a team, I learned to accept different presentation styles and 

different personalities as well as the different world views of the participants.  

In conclusion, this career program for international students was a 

multifaceted undertaking which required collaboration between Career Services 

staff and staff from the International Centre for Students. Through careful 

planning, the program achieved several goals; the opportunity for international 
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students to practice interpersonal communication and develop confidence and 

knowledge regarding job searching in Canada, the opportunity to practice and 

develop interview, job search and resume skills and the support and 

encouragement to conduct a job search in Canada. 
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Appendix F 

What Canadian Culture means to me. 

• Opinion (individual’s) 

• Competition 

• Smile 

• To keep private space 

• Respect for elders (more important in Asian cultures) 

• Teamwork 

• Laws and taxes (prices) 

• Equality 

• Leadership 

• Relationship 

• Airplane and trains, convenient travel 

• Food 

• Environment 

• Insurance 

• Coffee (awake) 

• Friendly 

• Individualism (sell yourself), self-value 

• Christmas 

• Labour law, 9:00-5:00 

• Overtime payment, holiday pay 

• Family, weekend 
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• Work vs life 

• Human rights 

• High tax 

• Expensive labour 

• Imported goods from the rest of the world 

• Woman = man jobs 

• Diversity 

• Burger & fries 

• Trucks (big vehicles) 

• Capitalism 

• Outdoor activities 

• Rich natural resources 

• Good pension 

• Relaxed working environment 

• Multi-cultural 

• Rocky mountain 
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IT’S STILL THE TEACHER 

Objective of presentation  
Two primary objectives will be explored during the presentation. First, the presenters will 

investigate the role of the teacher in mediating cultural influence in the classroom. Results of a 
study that explored the perspectives of adolescent students regarding culture and cultural 
influence in the classroom will be discussed as they pertain to the role of the teacher. A second 
objective is to further the dialog about an appropriate and effective preservice and inservice 
teacher education program that would be transformative in nature, facilitating a greater 
intercultural understanding on the part of teachers and emphasizing the need for culturally 
relevant teaching.  
Significance of the content and process 
 The purpose of the original research study was to gain insight into the role of culture and 
cultural influence in the classroom. The researchers invited the sixth grade mostly Latino 
students from a large inner city elementary school to respond to the open-ended questions 
regarding their perceptions of cultural expression and influence in the classroom. Their responses 
pointed to additional consideration regarding the teacher and teacher preparation and 
development.   

Cowart (2007) has acknowledged that there are two possible approaches to the same 
objective of educational achievement for all children.  One approach is full of frustration, angst, 
and disillusionment for both student and teacher when cultures collide without the mediation of a 
knowledgeable and caring educator.  The other approach is still laden with challenges, but is 
without the cultural borders that are sometimes erected, often unknowingly, by teachers who lack 
awareness of the impact of culture and cultural expression in the classroom. (Gollnick & Chinn, 
2006). 
 Teachers have a considerable obligation to utilize whatever tools are necessary to assist 
students in making not only adequate but substantial yearly progress. Educators must also elect 
whether to allow, facilitate, or inhibit cultural expression and appreciation in the classroom. A 
teacher allows cultural expression when he or she does not avoid cultural topics that may 
incidentally arise from discussions or readings or activities that exist in the curriculum. 

 An educator becomes an inhibitor of cultural manifestation in the classroom when 
he or she erects cultural borders, whether intentionally or unintentionally, or by deliberately 
limiting cultural pluralism. Yet, when students do not see themselves reflected in the curriculum, 
and they determine that success in school equals loss of cultural identity, they may lose their 
intent or motivation to learn.  
 Teachers facilitate cultural understanding and expression when they intentionally choose 
to utilize culturally relevant materials and strategies that support cultural pluralism (Gay, 2000). 
When students see themselves reflected in the curriculum of the school, they sense that that they 
are accepted and that school is a place for them.  The challenge for teachers is to simultaneously 
encourage students to maintain their heritage cultures while also participating in the culture of 
the school. Levine and McCloskey (2009) have described classrooms in which there is culturally 
mediated instruction as perhaps the most successful classrooms for diverse learners, stating that 
teachers select or create learning activities and materials that are relevant to student experiences 
and languages and accommodate multiple ways of knowing and learning from a variety of 
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perspectives. The goals of culturally-relevant pedagogy are to both meet the academic and social 
needs and increase achievement of culturally-diverse learners (Gay, 2000).   

The teaching force in the United States continues to primarily consist of European-
American, mostly female, teachers who frequently teach linguistically and ethnically diverse 
students whose cultures and languages differ from their own.  Teachers are challenged to become 
more knowledgeable of cultural issues in teaching and learning while also becoming better able 
to address the educational needs of students and families from diverse backgrounds.  Thus, a 
focus on the culturally responsive personal and professional development of teachers appears to 
be imperative. 

  
Findings and implications 
 Student responses to the qualitative portion of the study pointed to several key findings. First, 
the teacher is still the key factor in establishing a welcoming, supportive atmosphere and in 
protecting students from misinformation and stereotypes perpetuated by educators who lack 
knowledge regarding the diversity of their students’ experiences and backgrounds. Nieto (2004) 
writes in support of this finding. In addition, students commented that they want teachers to know 
that difference does not mean “bad.” The students frequently noted that they want teachers to be 
knowledgeable of the cultural values and beliefs that are reflected in their celebrations. Students 
indicated their desire for the teacher to help them understand more about themselves and others.   
 The student participants’ comments demonstrate a need for culturally relevant teaching to be 
included in the classroom. Students indicate their desire for culture to be explored, not repressed, in 
school. The study lends support to the goal of implementing culturally responsive teaching 
strategies and a multicultural teacher education program which will have a lasting impact with 
in-service teachers as well.  Traditionally-organized pre-service teacher education programs that 
teach diversity issues in isolated courses do not have a significant impact on attitudes and beliefs  
(Weisman & Garza, 2002).  
 The mandate for culturally relevant and responsive teaching is apparent in both the 
literature and the perceptions of students. Even elementary school students speak to their need 
for such instruction. How is it possible that teachers who have taught culturally and linguistically 
diverse students for decades would not possess the mindset and knowledge base to work 
effectively with diverse student populations? What standards and activities should comprise a 
transformative multicultural teacher education program?  Successful practices  and programs will 
be suggested and discussed.  
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Abstract 
Drawing on examples across the world (with specific reference to African educational systems) this position 
paper attempts to provide highlights of the salient aspects of a number of Language-in-Education policies 
(LIEPs). Given that a comprehensive and coherent language policy that can enable decision makers to decide 
on choices about language issues in a rational and balanced way is indispensable to the development of a 
nation, the exposition provides an overview of historical, recent, and current developments. It is argued that 
LIEPs should be a critical concern that deserves urgent attention in view of the Dakar World Education 
Conference (UNESCO: 26-28 April, 2000; EFA, 1990), and the attainment of universal access to quality basic 
education that can produce citizens who are humane, committed, participative, and productive with a profound 
sense of patriotism and nationalism: citizens with the right educational and life skills, attitudes, and values. It is 
contended that a systematically-devised LIEP is central to overcoming marginalization and exclusion. 
Education might have its relevance enhanced, only if it is lopsided towards appropriate media of instruction. 
Basing on approaches to language planning and policy making, issues discussed arise from questions common 
in bilingual and/or multilingual contexts: (a) Does the general agreement, that cognitive development is a 
function of the language in which the learner has proficiency hold? (b) How can different ethnic groupings be 
fairly represented in LIEP? (c) What is the potential impact of the early use of second language (L2) as the 
language of instruction (LOI)? (e) Why are language-in-education policies (LIEP) sometimes not followed in 
actual practice? (f) How important can the ethnic languages be in LIEP? (g) Which factors influence the choice 
of one LIEP over another? (h) Does language play a role in educational underdevelopment? (i)Is there 
empirical evidence to suggest that use of a certain language policy does not adequately facilitate the teaching-
learning process because learners are incapacitated? (j) Why should the LIEP be firmly integrated and in 
synchrony with the national educational goals? (k) Which is the most suitable LIEP for the eradication of 
illiteracy? (l) What are the basic elements in the process of language planning and policy-making? This paper 
attempts to answer these questions in relation to LIEPs in Africa. 

 

Key Terms  

Additive Bilingualism: Refers to a situation where a second language is acquired with the 
expectation that the Mother Tongue will continue to be used. It is a ‘maintenance’ form of 
bilingual schooling which sets out to make both languages as media of instruction. 

Bilingualism:  This refers to proficiency in two languages. 

Bilingual Education: This is the use of a non-dominant language as the medium of 
instruction during some part of the school day.  

Binding function: This is the function of language by which a language is used to group 
and/or separate people in a given community. 

Code-mixing: Refers to change that takes place between speech acts. This switch in 
language that takes place between sentences is also called an ‘intra-sentential’ change.  

Code-switching: Refers to the change in languages within a single speech event. This switch 
in language between sentences is also called ‘inter-sentential’; and it is a strategy that a 
teacher can use when she notices that students do not understand.  

Foreign Language: This is a language learnt in formal situations with little exposure outside 
the learning context. 
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Informative function: This is the function of language by which a language plays the role of 
giving and/or receiving information. 

Instrumental function: This is the function of language (similar to the informative function) 
by which a language serves as a tool in giving and/or receiving information. 

Medium of Instruction: This is the language of instruction used across the curriculum. It is 
also the language used for textbooks, classroom teaching and learning materials, as well as 
for examinations. 

Mother Tongue: The language that a child acquires from birth and in which she is most 
proficient.  It is sometimes referred to as first language. 

Multilingualism: While bilingualism refers to proficiency in two languages, this refers to 
proficiency in more than two languages. 

National language policy: The set of nationally agreed principles which enables decision 
makers to make choices about language issues in a rational, comprehensive and balanced 
way, to suit everybody’s interests in the nation. 

Participatory function: This refers to the function of language by which people participate   
in activities. 

Second Language: This describes a language that an individual adds to a mother tongue.  
There is exposure through various media. 

Subtractive Bilingualism: The situation where a second language is learned with the 
expectation that it will replace the Mother Tongue. It is a transitional form of bilingual 
schooling that only serves the early years of schooling. 

Symbolic function: This is the function of language that refers to its role in identifying 
people to belong to some political identity. 

Trilingual: This refers to the ability to communicate in three languages as is the case with 
most educated people in Kenya and Tanzania. They can speak mother tongue, Kiswahili, and 
English, proficiently. 

 

1.0 Introduction 

Provision of formal education to everybody has in the recent past gained currency and has 
consequently been placed high on the priority lists of most countries, particularly the 
developing ones. In Africa where education is mandated to respond to a number of issues 
within the global society, it is generally agreed that education can go along way in the 
involvement of the people in the process of social, political, cultural, as well as economic 
development. It is believed that education can be one of the keys to the future renaissance of 
Africa through comprehensive political, social, economic and technical advancement. It is 
also central to the struggle for African sovereignty, as well as reduction in poverty levels. 
Many educationists have noted that this continent will not reduce its deficit in economic and 
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technical advancement until the required knowledge and skills of its citizens have been 
developed through effective formal education (Mulira, 2005). 

Nevertheless, it is also becoming increasingly clear that by merely intensifying the access to 
formal education, without examining the quality of education offered, might not help much 
(cf. Kirumira, 2003; Brock-Utne, 2000). If the people are to become compliant in the 21st 
century, there is need to evolve policies that place high priority on advancing quality 
education. These observations are supported by facts during the eighties when Africa had the 
highest growth figures in educational enrolment at all levels, as well as in expenditure on 
education (as a percentage of GNP); although in the nineties, these figures stagnated or even 
declined, leaving Africa with more than 200 million illiterate adults (44% of the adult 
population) and a high number of unemployed youth.  

Schooling is not synonymous with education. The above example serves to show that an 
enormous expansion of the formal education system alone cannot address existing, let alone 
future, basic learning needs, as it comes with new problems and challenges. Examples of 
these are: large classes, need for more teaching-learning space and relevant 
textbooks/resources, training and re-training of teachers and rewriting or adaptation of 
curricula. These are inevitable pre-requisites, given the Education for All (EFA) contention 
that quality basic education for all should not only entail increasing the number of schools, 
but also the number of children. Gathumbi, 2005; EFA, 1990: Kajubi 2002)..  

A precise description of most education systems in developing countries is that they are 
examination-oriented. The consequence is the pre-occupation with examinations, grades, and 
certificates which, unfortunately, negatively impact on the main purpose of teaching: the 
promotion of how to solve problems, learning how to do and to feel, and learning how to 
learn so that in the end we can boast of having contributed to the promotion of attitudes, 
imagination, spiritual and aesthetic values, community and national spirit. Among the major 
factors that could undermine the provision of quality education is the language of instruction. 

Given the multi-functional nature of language (instrumental, informative, binding, 
participatory, and symbolic), there is no doubt that it is the most important factor in the 
learning process because the transfer of knowledge and skills is mediated through the spoken 
or written word (Bangbose, 1996; 1992). Thus the question that calls for urgent attention 
concerns the medium of instruction – especially as most countries in Africa are either 
bilingual or multilingual: which should be the appropriate LIEP? Corson (1990) argues that 
in bilingual and/or multilingual.  There is need for language policies that take cognizance of 
ethnic and linguistic diversity. Behind every LIEP in developing countries, there is an 
influencing factor. At this juncture let us briefly consider these factors. 

2.0 Linguistic Background 

The majority of LIEPs in developing countries, particularly those in Africa, are closely 
related to the historic European scramble for Africa, and the resultant partitioning of the 
continent among imperial powers, for various interests like markets for manufactured goods, 
being strategic points for safeguarding commercial and political motives, sources of raw 
materials most of which were realized through such agents as missionaries, settlers, soldiers 
as well as trading and mining companies. Consequently, foreign language-speaking 
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superstructures were imposed on Africa, alongside the administrative, legal, and educational 
substructures, to facilitate imperial subjugation (Schmied, 1991). Up to now, the ex-colonial 
languages serve as the official languages of learning. The table below shows the media of 
instruction in some African countries. 

Media of Instruction in Some African Countries 

 Country European Imperial Power Medium of Instruction 

Algeria France French & Arabic 

Angola Portugal Portuguese 

Benin France French 

Botswana Great Britain English & Tswana 

Burkina Faso France French 

Burundi France French & Rundi 

Cameroon Great Britain & France English & French 

Central African Republic France French 

Chad France French 

Congo France French 

Cote Divore France French 

Democratic Rep. of Congo France French 

Djibouti France French & Arabic 

Egypt Great Britain Arabic 

Ethiopia Independent Amharic 

Guinea France French 

Guinea-Bissau Portugal Portuguese 

Kenya Great Britain English & Swahili 

Lesotho Great Britain English 

Liberia America  English & Arabic 

Libya Italy Arabic 

Malawi Great Britain English & Nyanja 

Mali France French 

2010 HICE Proceedings - Page 1821



Mauritania France French & Arabic 

Mauritius Great Britain English 

Morocco Great Britain Arabic 

Mozambique Portugal Portuguese 

Niger France French 

Nigeria Great Britain English 

Rwanda France French, Kinya-rwanda 

Senegal France French 

Sierra Leone Great Britain English 

Somalia Italy Somali & Arabic 

South Africa Great Britain English & Afrikaans 

Sudan Great Britain Arabic 

Swaziland Great Britain English & Swazi 

Tanzania Great Britain English & Kiswahili 

Togo France French 

Tunisia Great Britain Arabic 

Uganda Great Britain English 

Zambia Great Britain English 

Zimbabwe Great Britain English 

 

A number of reasons have been advanced for the ‘continued use of colonial languages in 
education, some of them justifiable, others not. Among the reasons advanced according to 
Schmidt, (1991) are: first, the ‘high cost’ argument - that most developing nations are under 
strain with respect to human and financial resources, and any major changes in the education 
system such as changing to another medium of instruction, would necessitate enormous 
amounts of money to take care of changes in the curriculum, teacher-training programmes, 
production of textbooks and teaching aids etc. 

Second, there is the ‘anti-ethnic’ argument which is based on the multiplicity of languages 
that characterize most of these countries. Given this multiplicity, the ex-colonial languages 
are the most ethnically neutral for the purpose of nation-building, unity and cohesion. In this 
respect, any other indigenous language has the potential of threatening and weakening the 
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much sought after unity of the nation-states, since there are very few instances where mother 
tongues are shared.  

Third, with the advent of technological advancement and innovations, it is argued that most 
African languages lack the modern scientific and technical terminology.  It will be, therefore, 
difficult to develop them even in the near future, due to the enormous efforts and costs 
required to do so.  

Fourth, English is the language used most widely in the world and its benefits beyond the 
classroom and school are evident.  A practical knowledge of English is vital and this, to a 
large extent dictates the formulation of the language policy. The need for international 
communication is an argument which is premised on the concept of a global village in which 
there is need for a common language for wider communication. It is believed that the ex-
colonial languages already have the ingredients necessary for serving the purposes of 
international communication and technological advancement. 

On the other hand, the following are the arguments that have been advanced, castigating the 
continued use of the foreign languages for LIE purposes. Firstly, research literature that 
reflects psychological theories of language acquisition and development, and precepts of 
social-cultural evolution, takes the view that in education, the learners’ mother tongue/first 
language (L1) ought to be developed as the LOI, so as to foster the evolution of a truly 
indigenous way of life in formerly colonized societies.  A language is only able to survive if 
its mother tongue speakers communicate in mother tongue well.   

 Secondly, many sound psycholinguistic studies have indicated that the child’s cognitive 
development is better facilitated through the first language (most UNESCO 
recommendations since 1953; De Cecco, 1979). In particular Webb, et al. (1999) lists such 
cognitive skills as the ability to understand the central purpose of a text or to summarize its 
main line of argument, the ability to select information and to organize it into a new coherent 
whole, the ability to discover and formulate generalizations, the ability to understand abstract 
concepts and to manipulate them in arguments, and the ability to recognize relationships 
between (and among) events for cause and effect, as some of the central cognitive skills that 
cannot easily be developed when children learn in a foreign language .  

Thirdly, there is the ‘elitist argument’ that use of a second or foreign language in education 
(particularly primary education) is not fair to the majority of the children. This is because 
normally the foreign languages such as French and English are spoken by very few in their 
homes, only those whose parents are educated, but not in all cases. There are also many 
educated parents who prefer to use the mother tongue at home. Although it might be true that 
the use of the ‘straight-for-French/English/Portuguese/German’ approach is beneficial 
because it gives children from the French/English/German/Portuguese-speaking homes an 
initial advantage, children from such homes are an insignificant percentage. 

Fourthly, the ‘linguistic imperialism’ argument observes that  Africans should fight for 
complete independence, and one of the ways to do this is by ridding themselves of all forms 
of remnants of colonialism. Language is one of those remnants. Continued use of ex-colonial 
languages is seen as a perpetuation of colonialism or neocolonialism.  
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Fifthly, there is the ‘cultural alienation’ perspective. It is argued that the foreign languages 
are from different social and cultural contexts, therefore they cannot by any means be said to 
carry the associations and connotations of African identity. As Sanou (1990) points out, 
while it is in the nature of the colonizer to change the language of the colonized, inseparably, 
the thinking also changes. Definitions and the value judgements of the colonized are also 
affected as they become excluded from all social institutions, cut off from their own history, 
deprived of their own language and of all possibilities of untrammeled self-expression (pp 
65). Accordingly, the foreign languages would most likely derail and alienate the African 
child from his own ancestral backgrounds, and this eventually would most likely have a 
telling effect on her self-image, self-esteem, and sense of identity. 

The ‘education and underdevelopment’ argument is that disclaiming native languages as 
mere ‘vernaculars’ is fraught with many costs (Karl, 1968). Using a foreign language in 
education causes children to face language barrier as they try to access education. This leads 
to educational retardation. Additionally, making linguistic and verbal aptitude in a foreign 
language, a crucial test in the selection of for example, Scientists and Engineers, 
compromises and also sacrifices a substantial part of the nation’s potential technical and 
scientific talent. This is further compounded when part of the personnel is forced to work in 
a language which is not native to them, as their levels of production are likely to be 
hampered, in their quest for further education. In short, there seems to be a correlation 
between underdevelopment and the use of a foreign language (cf. Fafunua, 1990). 

3.0 Perspectives and Practices 

3.1 Uganda 

As was observed above, the LIEP in the schools of Uganda is not an entirely new policy. 
Like in other former colonies, it is just a definitive statement of practices that have been in 
place for a long time since the arrival of the first missionaries in 1877 (Ladefoged et al, 
1971). Both missionary and British colonial language policy was generally to provide 
primary education in the mother tongue and to teach English as a subject. At post- primary 
level, learning was in English as the language of instruction (LOI)  (see for example, The 
Phelps-Stokes Report,1924; The 1925 Advisory Committee Memorandum on Education 
Policy in Tropical Africa; The 1927 Memorandum on Language in Africa; A Report of the 
Commission on Higher Education in East Africa, 1937; The 1943 Memorandum on 
Language in African School Education; The Makerere Conference on Language, 1944; The 
Colonial Office Memorandum African 1170, 1947; 1948 Education Report; 1952 Education 
Report; the De Bunsen Report, 1952; the Education Report of 1953; the Commonwealth 
Conference, 1961; the Castle Report, 1963; the 1965 Language Policy, and the 1989 
Education Review Commission Report). The current language policy stipulates that in rural 
areas from class 1 to 4, LOI should be the local languages, with English being taught as a 
subject. From class 4 upwards, it is the LOI. In urban schools, English is a compulsory 
subject and is the LOI throughout the primary school cycle. It is also the LOI in secondary 
and post-secondary institutions.  

Unfortunately, actual classroom practice does not fully pay heed to the above 
recommendations. In rural areas, the practice of using English as a medium right from day 
one of primary education is in about 75% of the schools, contrary to the language policy. 
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This situation is more prominent in urban areas where it is used as the LOI in almost all 
primary schools – and in many instances even in pre-primary schools (kindergarten and 
nursery schools). Among the bottlenecks is the competitive education system which is 
entirely examination-oriented. For a child to go through the primary school leaving 
examinations successfully and qualify for government selection for secondary school 
education, it is imperative that s/he prepares for the examinations well ahead in time. 
Proficiency in English language is critical since all examinations are conducted in English.  

In addition, similar arguments that have already been advanced about why countries (at the 
peril of national development, as well as crippling the child’s cognitive development) in 
practice go against long-standing research findings and educational theory, apply here. For 
instance, the multiplicity of languages (between 30-50) implies multiplicity of ethnic groups 
and difficulty to produce teaching-learning materials to take care of children from different 
linguistic backgrounds; the socio-economic benefits attached to the acquisition of English; 
most of the indigenous languages not being fully developed to serve as medium of 
instruction, let alone the exchange of scientific, educational and technical knowledge; and 
the neutrality of the English language (Josef, 1991), all influence the preference for English. 
English is regarded as the gateway to higher education, better job opportunities, and higher 
socio-economic status.   

3.2 Kenya 

Kenya is a multilingual country where the majority of her people can speak two languages: 
mother tongue and Kiswahili.  The educated people can speak three languages: mother 
tongue, Kiswahili and English. As in most sub-Saharan African countries shown in Table 1, 
Kenya follows the policy of using her former colonizer’s   language (Great Britain) for 
teaching and learning purposes. Like in her East African neighbors (Uganda and Tanzania), 
there is lack of a homogeneous culture. Hence, there is a multicultural complexity, 
characterized by significant differences in linguistic structures and systems – to be precise, 
the main ethnic languages are 42, some of them with various dialects. These ethnic 
groupings present divergent communal aspirations, problems, needs, and socio-cultural 
values, which ideally necessitate specific attention in the process of policy planning and 
development. The current language policy stipulates that the language of the catchment area 
(the language of wider communication in an area) should be used as the LOI for the first 
three years of primary education, while Kiswahili and English are taught as subjects. 
Thereafter, English is used as LOI from class four upwards. This means the use of mother 
tongues as media of learning in Kenyan schools should end in primary class three. 

However, research has shown that the language policy is not strictly adhered to (Gathumbi, 
1985; Muthwii; 2001). The reality on the ground is that in practice, most teachers use 
English and Kiswahili in teaching, even at the elementary stage. In most cases, the teacher 
uses code-switching and code-mixing between mother tongue, Kiswahili and English. This is 
as a result of using English language in national examinations. A good command of English 
means better performance. Thus again as in many sub-Saharan African nations - 
notwithstanding the educational, psychological, and socio-cultural considerations (UNESCO, 
1953:11). Research has shown most teachers in Kenya do not strictly adhere to the universal 
requirement that the best medium for teaching a child is the language that s/he understands 
well and in this case, the mother tongue for the majority of Kenyan children. The explanation 
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for the above practice can be found in the ethnic diversity described above which consists of 
four main families: Bantu (e.g. Kikuyu), Nilotic (e.g. Dholuo), Nilo-Hamitic (e.g. Nandi), 
and Cushitic (e.g. Galla). In this regard and because of the country’s ethno-linguistic 
complexity and diversity, it is argued that English, and Kiswahili, are the most neutral 
languages in teaching as they do not belong to any ethnic group. It is important to take into 
account the relationship between primary and post-primary education, as well as political, 
socio-cultural, and economic considerations, that are vital in unifying the nation. 

It is important to note, however, that much as there is strong policy support for English, the 
proficiency levels of many children are not commensurate; and one would hesitate to 
commend its continued use as the language of instruction – at least not in the primary 
schools. In general, as is the case in most Anglophone African countries, the standard of 
English (especially communication in speech and writing) has been going downhill 
(Gathumbi in Groenewegen (ed.) 2008; Schmidt, 1991:108). Complaints about the poor 
standards are said to come from various stakeholders in the society: the general public, 
employers, examining bodies, peer pressure, teacher-trainers, and even teachers themselves 
(Cleghorn, et al. 1989). 

3.3 Tanzania 

The national and official language of Tanzania since attaining political independence in 1961 
is Kiswahili. The Education and Training Policy (MOEC, 1995) also stipulates that the 
medium of instruction in pre-primary and primary schools should be Kiswahili, while 
English should be a compulsory subject (pp 35-9). It further stipulates that English should be 
the medium of instruction in secondary school, while Kiswahili is a compulsory subject up to 
‘O’ Level (fourth year of secondary schooling). However, the Ministry of Education and 
Culture reviewed this policy in 1997 in a Cultural Policy Document titled, ‘Sera ya 
Utamaduni’ (with the overall objective of clarifying the position of Kiswahili vis-à-vis other 
languages (about 120 ethnic groups speaking about 110 different indigenous languages in 
Tanzania). 

Nonetheless, the teaching of English was not demeaned in the review: it was categorically 
stated that the English language would be strengthened albeit as a subject (MEC, 1997:18). 
The ‘Sera ya Utamaduni’ Cultural Policy Document had indicated that Kiswahili would be 
introduced as the medium of instruction at all levels of the education system. This position 
was affirmed by the Consultancy Report of 1998. Unfortunately the implementation was 
slow because much as the majority of Tanzanian children are more proficient in Kiswahili, 
there are sections of Tanzanians that prefer use of English as the medium of instruction. 
(MEC, 1998). 

The prevalent situation in Tanzania continues unabated despite research reports such as the 
Medium of Teaching and Learning Project Report (UDMS, 1999) which points out that most 
students have problems with the medium of instruction which is  English, (pp71-73). 
Similarly, Birgit et al. (1997) comment on the Consultancy Report (MEC. 1998) that at 
secondary school level, the data reveals that teachers and students fail to use English 
effectively as the LOI. Kiswahili is used in the classroom by teachers to express themselves 
effectively and for students to understand their teachers and the content. Kiswahili is the de 
facto medium of instruction in many classrooms, as during the project study, teachers who 
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were seen or heard using English only to teach were often thought to be misleading their 
students. They further caution that, code-switching which is prevalent  in schools is not the 
solution for providing a bilingual education system. 

The situation described above is not peculiar to Tanzania only. It cuts across most countries 
in sub-Saharan Africa that have stuck to the use of their former colonial  languages as media 
of instruction. The low proficiency in the language of instruction has become a vicious 
circle: the teacher-trainers’ language proficiency is usually  unsatisfactory, while that of 
teacher-trainees is undoubtedly poor. The situation is the same among in-service trained 
teachers. Consequently, language proficiency of learners  cannot be any better. In this 
perspective, Birgit et al. (1997) refers to the striking response of some panelists with regard 
to the lecturers’/teachers’ language proficiency, “…in a similar vein, in the next five to ten 
years, the university of Dar-es-Salaam should be able to judge and, if appropriate, to query: 
If the teacher’s English is  poor, how about the students’?” (p73).  

3.4 South Africa 

It should be recalled that during the Apartheid era, the official languages were English and 
Afrikaans. The argument that was advanced by the South African authorities was that in 
order to avoid the problems that arise from ethno-linguistic complexity outlined above in 
sections 3.2 and 3.3, including the domination of one language group by another, it was felt 
that two languages served the purpose sufficiently well. However, the 1994 elections ushered 
in a democratically elected government that recognized and raised the status of nine (9) 
indigenous languages. Thus section 6 (1) of the South African Constitution (RSA, 1996: 
Education Act) notes: “The official languages of the Republic are Sepedi, Sesotho, Sebwana, 
siSwati, Tshivenda, Xitsonga, Afrikaans, English, isiXhosa, and isiZulu”. The constitution 
further states, “Recognising the historically diminished use and status of the indigenous 
languages of our people, the state must take practical and positive measures to elevate the 
status and advance the use of these languages” (RSA, 1996:2). Thus according to 
government policy these 11 languages can serve as medium of instruction in the respective 
communities where they are the mother tongues.  

Nevertheless, in practice English is the medium of instruction from Grade 4 onwards. Thus 
the seemingly good language-in-education policy is NOT being implemented. Like other 
sub-Saharan countries described above, South Africa does not follow the medium of 
instruction as laid down by government. In South Africa it is also assumed that by exposing 
children to the English language as early as possible, they get a head start in the language 
that will be used in later stages of education, commerce, industry, and public management. It 
is also assumed that by using English in all content subjects students will in turn become 
more proficient in English. However, this is not the reality since teachers generally code-
switch or code-mix during most lessons – just like is the case in Tanzania, Uganda, Kenya, 
Nigeria, Ghana, and Cameroon to name just a few. Overall, the current practice of preferring 
the English language to the official indigenous languages can be partly related to the 
negative indoctrination of the Africans by the apartheid regime to hate their ethnic languages 
(Koloti, 2000; Desai, 2000; Alexander, 1999, 2000; Desai, 2000). 

Of course the use of the English language instead of the mother tongues has not been without 
costs. For example, the children’s cognitive development as well as their level of 
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participation is affected negatively as well as the overall academic performance. Evidence in 
this respect is provided by Heugh (1999) who notes that during the time that use of mother 
tongues was introduced and maintained for 8 years as the primary languages of learning in 
South Africa, the matriculation results of black students steadily improved, reaching their 
zenith in 1976, which was at 83.7% pass rate. However, due to the inflexible implementation 
of Afrikaans as a LOI for 50% of the subjects in secondary schools, it led to the students’ 
uprising in Soweto in 1975, which forced the government to back down, pass the Education 
and Training Act, and reduce the use of the mother tongue to the basic 4 years of primary 
schooling, followed by a choice of the LOI between Afrikaans and English. Not surprisingly, 
the reduction of the use of the mother tongue, coincided with decreasing pass rates, which 
dropped to as low as 48.3% by 1982, and 44% by 1992 (p304).  

4.0 Implications  

From the perspectives and practices described above, there are several implications that 
could inform decisions on language planning and policy making. We have noticed that 
contrary to education theory and research findings, many parents in former colonial countries 
prefer the foreign languages as the languages of learning and teaching their children, in some 
cases from day one of primary education. While this preference is based on apparently sound 
reasons (Webb, et al. 1999), use of a language that both teachers and learners are not 
proficient in can be one of the factors contributing to the perennial poverty in most sub-
Saharan Africa; for why is it that non-English-speaking nations such as China and Japan are 
successful without using foreign languages? In this regard Mazrui (1996) also asks, “Can any 
country approximate first-rank economic development if it relies overwhelmingly on foreign 
languages for its discourse on development and transformation? Will Africa ever effectively 
‘take off when it is so tightly held hostage to the languages of former colonizers? (pp3). It is 
to these questions that Kwaa, (2000) seems to provide answers, “No society in the world has 
developed in a sustained and democratic fashion on the basis of a borrowed language. It is 
argued that underdeveloped countries in Africa, Asia and South America remain 
underdeveloped, partly on account of the cultural alienation which is structured in the 
context of the use of colonial languages (pp71). 

Secondly, given the high prestige that the former colonial languages have in society, there is 
need to invest and strengthen the teaching of second languages so that people acquire the 
functional proficiency to enable them use the language with facility. The coping strategies 
used by many teachers such as translation, code-mixing, and code-switching are 
unacceptable, especially at higher levels, if learners have to compete for jobs in the global 
market. Mwinsheikhe (2002:67) notes one teacher’s response, “If I insist to use English 
throughout, it is like teaching dead stones and not students”  (Saville-Troike, 1982; Myers-
Scotton, 1993; Brock-Utne and Holmarsdottir, 2000). That is why the teacher uses code-
switching and code-mixing. High quality teaching of the second languages should be done 
alongside the development of the indigenous languages so that children can learn through 
languages that they understand better. If the policy is well designed, there should not be any 
conflict of interest between the needs of mother tongue speakers and those of second 
language learners. As Webb et al. (1999) point out, we can readily enhance the teaching of 
second languages while strengthening the mother tongue; for the learner who is reasonably 
proficient in a first language has that proficiency increased, not diminished, by studying a 
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second language (cf. Cartwright, 1988; Churchill, 1986; Philips, 1983; Reid, 1988; Baker, 
1988; Tosi, 1988; Marcellesi & Elimam, 1987). 

Thirdly, a good number of language policies, as Clifford (1971) observes, are not in practice 
determined by rational considerations and logic. Emotional issues like ethnic identifications, 
religious loyalties, national rivalries, racial prejudices, and the desire to preserve the elite 
class, are among the unjustified factors that have influenced vital decisions on language 
matters (p8). In this respect, Nsibambi (1971) points out that upgrading any of the vernacular 
languages to a national or official status tends to be associated, rightly or wrongly, with the 
political and cultural hegemony of the communities so favored (p71). It is difficult for 
language-in-education policies that are based on sentiments only to be maximally productive. 
Somalia where, despite the fact that everyone (about 95%) can speak Somali and few people 
can speak Arabic fluently, which the authorities tried to make the official language, is a case 
in point. Similarly India at Independence in 1947 had decreed that English should be 
replaced by Hindi as the official language of the new nation; while the regional languages 
were to be used as the official languages of the states of India. But the dual language policy 
failed for two reasons: first, the residual prestige of the English language in the country, and 
second, the resistance against Hindi which existed in many areas on political, religious and 
practical grounds. Today India follows a ‘three languages formula’ policy - the state 
language, Hindi, and English. 

It is argued that if we view society as a dynamic organism where there is an ever-changing 
national, intra-national, and international landscape, (political regime changes, shifts in 
international relations, internal and external economic developments, new cultural interests)” 
then policy-making should be seen as an endless process. Hence, more and better 
information can continuously be sought and collected for the betterment of existing policies. 
This perspective provides the opportunity of the successes and failures to serve as invaluable 
lessons. Schmied (1999) notes that many countries are proceeding with experiments to 
determine which languages provide more favorable results as media of instruction for certain 
students. The debate about educational language policies seems to be never-ending. 
Language-in-education policies that could have been appropriate during the early 
missionaries’ education in colonial territories or during the colonial administration can 
hardly be the best choice for the independent states in the 21st century. 

5. Wayfoward 

The advancement of school-tailored language-in-education policies could be one of the ways 
to go for most countries that are characterized by multiplicity of languages which have 
necessitated bilingual educational programmes, whether Anglophone, Lusophone, or 
Francophone. This is based on the fact that schools provide the most democratic platform for 
the implementation of a national language policy (Webb, et al. 1999).  Each school would 
then plan for the language minorities within its community and develop a school-based 
language policy that is in consonant with the various communities’ cultural, social, 
economic, and educational developmental needs and interests.  This might not only take care 
of such problems as stifling cultural diversity, ethnic identity, social adaptability, 
psychological security, linguistic awareness, and self-esteem, but would also ensure that 
social justice is done. The academic performance and intellectual prowess of the children 
would also generally develop (cf. Crystal, 1987; Vallen & Stijnen, 1987; Moorfield, 1987; 
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Cummins, 1983). Of course there are major financial considerations for (i) organizational 
structures (ii) motivation of the school leadership and teaching staff to appreciate language-
in-education issues (iii) carrying out research into the language needs of each school 
community (iv) the proper approach to bringing on board the parents, guardians, and the rest 
of the community representation so that decisions are shared. The policy must be acceptable 
(in general) to the people in the community.  

In conclusion, planning is critical to the whole process, and drawing largely from Joseif 
(1991: 187), there are essential elements and two sides to language planning: the linguistic 
and the political. Consideration needs to be given to: (1) the sociolinguistic situation because 
the knowledge and use of a language as well as people’s attitude, inform the political 
decisions, which are the result of sociopolitical evaluations of such functions of language as 
the need to ensure efficient communication, national integration, industrialization, 
modernization, cultural identity, and/or promotion of a language for its symbolic value. (2) 
These become the subject for political debate on development vs. nation building, whose 
outcome could either be endoglossic or exoglossic. (3) Policy decision-making process is 
thus set in motion with formulation, implementation, and filtering at the micro-level in 
education, administration, and legal systems. (4) During the practical implementation and 
filtering based on political influence (2) also takes place to handle both intrinsic and 
development problems. (5) It is vital that a re-examination of the sociolinguistic situation is 
conducted vis-à-vis the planned expectations of the formulation stage. Evaluation could 
determine if a re-formulation or re-implementation is necessary.  
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3. Abstract: At the age of 60 when one is considered “old” or geriatric, physical and functional 
changes are encountered that may lead to the individual’s susceptibility to frustration. The 
objectives of the research are: 1) To determine the level of frustration tolerance of senior citizens 
of Baguio City; 2) To determine if there is a significant difference between the respondents’ 
level of frustration tolerance when grouped according to gender, educational attainment, 
ethnicity and presence or absence of chronic illness. The study is quantitative-descriptive that 
utilized a standardized structured questionnaire as data gathering tool, the Gandeza Scale of 
Frustration Tolerance (GSFT). A total of 372 respondents were randomly selected from 85 listed 
barangays of Baguio City.  Findings: The study revealed that the individual frustration tolerance 
of the senior citizens ranged from very low to high levels, with corresponding College Entrance 
Examination Board (CEEB) scores ranging from 327 – 625. In general, the frustration tolerance 
of senior citizens of Baguio City is AVERAGE (mean CEEB score of 500); statistical treatment 
of these data with t-test confirmed that there were no significant differences in the frustration 
tolerance of the respondents when grouped according to the variables of the study: gender, 
ethnicity, health condition and educational attainment do not affect the senior citizens’ tolerance 
to frustration. 
 
4. Keywords: Frustration Tolerance, Senior Citizens of Baguio City, Gender, Ethnicity, Health 
Condition, Educational Attainment 
 
5. Introduction: Life does not end upon retirement. Indeed, the older adults of the society still 
continue to meet their daily needs and accomplish the task they have been living with. However, 
they shift to another kind of developmental task. According to Erik Erickson, they engage in a 
life of integrity where they can look back on good times with gladness, on hard times with self 
respect and on mistakes and regrets with forgiveness; otherwise they wallow in despair because 
of unsatisfied life they have led. Thus, this frustration influences not only their present 
disposition and behavior but their future as well: their readiness for whatever life and death may 
bring. 

Frustration tolerance refers to the quality of a person's performance on a task or during 
information processing when frustration occurs. When a person becomes very frustrated, the 
frustration can interfere with the performance of the task. Tolerance or the ability to endure this 
frustration arises from the degree of the need or goal to be achieved (www.wikipedia.org, 
08/10/08, 4:42pm). 
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Age 60 has been seen as an age in which one may be considered “old” or “geriatric”. 
That is the age at which various laws mandate retirement. People in their 60’s and 70’s encounter 
changes in their bodies, their functioning and in their environment. Amongst those changes, that 
the elderly face are declining health, possible cognitive changes, retirement and lifestyle 
changes, death of a spouse and other significant losses such as death of a friend (Hughes,1995).          

In his theory Hierarchy of Needs, Abraham Maslow talks about five needs that a man has 
to achieve in his lifetime. These needs are arranged from bottom to top according to the sequence 
they have to be met: physiologic needs come first followed by safety and security, love and 
belongingness, self-esteem and finally, self-actualization. According to Maslow, self 
actualization could only be achieved if the preceding needs and goals are realized; inability to 
meet any of these needs may become avenues of frustration. 

As of 2005, the population of Senior Citizens worldwide has increased to fifteen percent 
(www.seniorjournal.com, September 7, 2008, 2:20pm). This means that they present a 
significant part in the worldwide population.  

Even in the Philippines, the population of the senior citizens is estimated to be 924,000 
(1.23%) out of the 76 Million population (www.census.gov.ph, September 7, 2008, 2:30 pm). 
This means that the youthful population has started to gray. In Baguio City, 2.3% of the 301,926 
total population belong to the senior citizens spread through the 85 listed barangays of the city. 

The elderly have a dignity of wisdom and they have a highly general dignity of merit 
which results from their life-long efforts: therefore, the society commonly labels them to be 
psychologically stable and problem free (Nondenfeit, 2003). Thus, discovering the complexities 
of the adult mind today, such as their frustration tolerance, is but proper rather than trying to do 
so in the future when their population has increased.  

Maslow’s basic position is that as one becomes more self-actualized, one becomes wiser 
(develops wisdom) and automatically knows what to do in variety of situation.  He becomes 
more flexible, able to cope and adapt to everyday obstacles towards reaching his goal. 
(http://chiron.valdosta.edu/whuitt/col/regsys/maslow.html, August 11, 2008 11:59 am)  
 To date, there are no studies conducted yet about the prevalence of frustration among 
older adults. Given this situation, the research was conducted to determine the frustration 
tolerance level of senior citizens, and to establish if there is a significant difference between the 
senior citizens’ level of frustration tolerance when grouped according to gender, educational 
attainment, ethnicity and presence or absence of chronic illness. This may lead to a better 
understanding of how senior citizens cope and surpass difficulties in reaching their goals and 
therefore help them in a deeper sense because of their vulnerability (Holmen, HY. et.al, July 
1998). 

The study will bring about new knowledge to students, clinical instructors and other 
health care practitioners about the difference of the frustration tolerance levels of the elderly 
when grouped according to the different variables, and how to deal with them. It will serve as a 
basis in individualizing care, considering the varying degrees of frustration tolerance of the 
elderly client.  

 
6. Method:    The researchers used quantitative descriptive research design which involves 
observing and describing the behavior of a subject without influencing it in any way. The 
researchers used this design to observe, explore, and describe the frustration tolerance of senior 
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citizens of Baguio City in relation to the variables: gender, ethnicity, health condition and 
educational attainment.   

The research was conducted in Baguio City for the convenience of the researchers, 
availability and accessibility of study subjects, and to facilitate the data gathering process.  There 
are 129 barangays in Baguio in which 85 or 65.89% of those have listed senoir citizens. The total 
population of Baguio is 301, 926 and according to the records of the Baguio City Planning and 
Development Office, 2.3 % of the said population are senior citizens. Therefore, the total 
population of Senior Citizens is 6,944 and 5,195 (74.81%) are chosen as respondents. 

Using Slovin’s Formula, the sample population is computed as 372; this was then divided 
by 85, the number of represented barangays to get the number of respondents per barangay. Thus 
four (4) senior citizens were taken as respondents per barangay using the stratified random 
sampling – fish bowl technique.  Numerical codes for each member from the different barangays 
were placed in a fish bowl and the subjects were picked randomly.  The respondents were asked 
for consent before undergoing the test 

The inclusion criteria for the respondents are a) a bona fide senior citizens because of 
their accessibility, b) mentally sound at the time of the test administration to have a higher 
probability of obtaining more accurate results, c) able to understand either English or Ilocano 
since the data gathering tool comes in English and Ilocano, and d) a naturally born Filipino 
because the data gathering tool is specifically designed for Filipinos. Senior Citizens who had no 
formal education and those who entered school but are still unable to read and write, thus are 
illiterate, are not included in the study. 

The study made use of the Gandeza Scale of Frustration Tolerance (GSFT), a 
standardized tool that has been developed in a span of five years and was designed for all 
Filipinos aged 16 years old and above.  The GSFT is currently used by the Guidance Center of 
the Saint Louis University to obtain the frustration tolerance of its college students.  The author, 
however, strongly emphasized that the GSFT can be used in this research for the sole purpose of 
determining the present frustration tolerance of the participants aged 60 years old and above thus 
making this test a valid tool in the study.  Translation of the original English questionnaire to 
Ilocano was done by the researchers and was forwarded to the author for counter checking. The 
translated questionnaire was also floated for pre-test purposes. Researchers received the same 
comments from all respondents: it was difficult to read and understand due to the length and 
depth of the Ilocano words used, but it was not a hindrance for them to accomplish the GSFT.
 The tool consists of 75 items which are answerable by the letters A to F with their 
following corresponding meaning: A – Always True of me, B – Usually True of me, C – 
Somewhat True of me, D – Somewhat Not True of me, E – Usually Not True of me, F – 
Never True of me 

Each item is categorized to 13 factors identified (Table 1) using a minimum of 0.4 factor 
loading. 

Table 1 Factors Used in GSFT 

Factor Name Factor Description 

Factor A- Confidence The sense of assurance and belief in oneself, in one’s purpose 
and in one’s sources of strength and encouragement 
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Factor B- Level 
Headedness 

The capacity to remain rational, realistic and solution-focused 

Factor C- Serenity The ability to maintain a calm and detached perspective 

Factor D- Impulse 
Control 

The ability to restrain or regulate one’s tendency to express 
abruptly a sudden wish, feeling or emotion 

Factor E- Gracious 
Acceptance 

The quality of having a pleasant disposition or manner 
conducive to a favorable reception of situations related to 
frustration 

Factor F- Countenance The ability to maintain and express a peaceful bearing and 
demeanor 

Factor G- Goal 
Orientedness 

The ability to sustain one’s inclination and inspiration to 
accomplish set goals 

Factor H- Internal Locus 
of Control 

A personal belief system that one can cause of influence certain 
desired effects or results 

Factor I- Rootedness The quality of being firmly established in faith and the courage 
that arise from the personally experienced support systems 

Factor J- Anti Defeatism The capacity to stay focused and undistracted in the mastery and 
attainment of the task 

Factor K- Positivism  The positive attitude and perspective about life 

Factor L- Efficacy The exercise of both personal and social capacity to produce the 
desired effect 

Factor M- Generativity The desire to create, to be useful and to avoid being inactive 

 
Formal communication letters signed by the researchers and duly noted by the research 

adviser and the Department Head was given to the president of senior citizens to solicit 
permission to conduct the study and to use their data base to pick 4-5 respondents representing 
each barangay.  The names of the senior citizens were then grouped according to their respective 
barangays. Using the fish bowl method, four names were drawn and their addresses were taken.  
 The researchers were divided into six pairs wherein each pair was be assigned to certain 
barangays.  Each pair took note of the following guidelines: a) The respondent should qualify 
with the inclusion criteria; b) only one questionnaire was given per respondent; c) the respondent 
was informed of the title and the purpose of the study to ensure that the principle of informed 
consent was observed; d) They were given the option to take the test and to allow the researchers 
to use his or her answers for purposes of research where those who refused was respected and 
another respondent was selected through random fish bowl method; this entitles the respondents 
to self-determination; e) it was emphasized to the respondent that all the information he or she 
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had given was kept confidential, this would adhere to confidentiality where data gathered was 
shared only to members of the research group and used only for academic purposes; f) the 
respondent answered all items, including all demographic data, objectively and honestly; and g) 
the researcher  maintained at least one meter distance from the respondent during the test 
administration  to avoid factors that may affect the respondent’s answers.  

Furthermore, whether the respondent had given their name or not, their identity was 
withheld by the researchers in order to uphold anonymity.  
 An average of 90 minutes was allotted for each respondent to answer, depending on their 
pace of answering. When the respondent was finished answering, the researchers retrieved and 
counter checked the answer sheets if all items were answered. After which, gratitude was 
expressed by the researchers for the respondents’ time and cooperation and approached another 
respondent. 
 All the answer sheets were collected for a mother tally and a different tally for each 
variable. The researchers collected all the answer sheets and placed codes in the ID number 
section of the answer sheets for the Guidance Center of SLU to be able to compute for the 
frustration tolerance of the respondents. The researchers then computed for t-test to establish if 
there are significant differences between the variables.     
 After obtaining the results, the researchers observed reciprocity. The researchers went 
back to the senior citizens’office and informed the personnel about the results, and provided 
health teachings and information about managing negative emotions like frustration and 
depression. Lastly, gratitude was expressed again.  

The Likert scale used in the GSFT to answer the 75 items has a corresponding score, as 
shown in table 2. The scoring of answers depended on the type of stated question, whether 
positive or negative.  Out of the 75 items, 40 questions are classified as negative statements and 
35 are positive ones. Items number 2, 4, 6, 8, 10, 12, 14, 16, 18, 20, 22, 25, 26, 28, 30, 32, 34, 36, 
37, 38, 40, 42, 44, 46, 48, 50, 52, 54, 56, 58, 60, 62, 64, 66, 68, 70, 71, 72, 73, 74 are all negative 
statements. While numbers 1, 3, 5, 7, 9, 11, 13, 15, 17, 19, 21, 23, 24, 27, 29, 31, 33, 35, 39, 41, 
43, 45, 47, 49, 51, 53, 55, 57, 59, 61, 63, 65, 67, 69, 75 are positive statements.  

 
Table 2  Numerical Interpretation of the Scale Used 

 

Scale Corresponding Score 
Positive Statements Negative Statements 

A-Always true of me 6 1 
B-Usually true of me 5 2 
C-Somewhat true of me 4 3 
D-Somewhat not true of me 3 4 
E-Usually not true of me 2 5 
F-Never true of me 1 6 

 
After data gathering, the following formulas were utilized to bring about a final 

quantitative and qualitative interpretation on the frustration tolerance of every senior citizen 
participant. The raw data as a result of the test was converted to a z value using the formula: 
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         X - X 

σ 
z =  -------           Where x = individual score of senior citizens 

σ                               = standard deviation of the population; where 
 

σ 
n – 1 

               =        n (∑x – 1) 

 

 
x = mean score of the sample population; where 
              x = ∑x  
                      n 

 n = sample size 
 ∑x = summation of individual scores 

 
CEEB formula was used after determining the z value. The CEEB (College Entrance 

Examination Board), is an established formula with standard scores which are adjusted to a mean 
of 500 and a standard deviation of 100. To convert an original standard score to this scale, use 
the formula:                  

 CEEB = 100 (z) + 500 
• where z = to the computed z value 

This was used to determine the quantitative score and interpreted as presented in Table 3: 
  Table 3 Qualitative Interpretation of the Scores 

CEEB INTERPRETATION 

733 and 
above 

The respondent has an excellent quality of frustration tolerance if he answered all the 
negative questions with F (Never True of Me), and all the positive questions with A 
(Always True of Me). This indicates that the respondent is able to cope up with his 
problems and views these challenges positively. He learns from his mistake and never 
loses hope. 

641 – 
732 

The respondent has a very high quality of frustration tolerance if he answered all the 
negative questions with E (Usually Not True of Me), and all the positive questions with 
B (Usually True of Me).  This indicates that the respondent is able to cope up with his 
problems and views these challenges positively. However, he feels different at times. 

568 – 
640 

The respondent has a high quality of frustration tolerance if he answered all the negative 
questions with D (Somewhat Not True of Me), and all the positive questions with C 
(Somewhat True of Me). This indicates that the respondent is able to cope up with his 
problems but sometimes feels inadequate. 

433 – 
567 

The respondent has an average quality of frustration tolerance if he is able to cope up 
with his problems and views these challenges positively. He also experiences failures and 
feels frustrations but is able to continue with life after overcoming the feelings like 
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declining health, possible cognitive changes, retirement and lifestyle changes, death of a 
spouse and other significant losses such as death of a friend.  

366 – 
432 

The respondent has a low quality of frustration tolerance if he answered all the negative 
questions with C (Somewhat True of Me), and all the positive questions with D 
(Somewhat Not True of Me). This indicates that the respondent feels frustrations 
immediately if he can no longer tolerate the failures and negative outcomes.  

365 and 
below 

The respondent has a very low quality of frustration tolerance if he answered all the 
negative questions with A (Always True of Me), and all the positive questions with F 
(Never True of Me). He is unable to solve his own problems and lose hope with simple 
failures. He doesn’t look forward to life and feels inadequate most of the time. Once he 
failed, he gives up and forgets his goal. 

 
In the study, t-test was utilized to determine the significant difference in the frustration 

tolerance between the means of the variables such as gender, ethnicity, the presence of chronic 
illness, and educational attainment. 

 

t =                   x1- x2 

        sp√1/n1 + 1/n2 
Where: 
x1= mean of the first group 
x2= mean of the second group 
n1 = sample size of first group 
n2 = sample size of second group 
Where: 
s1 = standard deviation of the first group 
s2 = standard deviation of the second group 
 
 
7. Findings and Discussion:   
 

Table 4 Level of Frustration Tolerance of Senior Citizens of Baguio City 

 GENERAL RESULTS 
(n = 372) 

X (CEEB) Interpretation 

Factor H- Internal Locus of 
Control 

500.29 Average 

Factor L- Efficacy 500.23 Average 
Factor K- Positivism 500.06 Average 

Factor J- Anti Defeatism 500.06 Average 

FRUSTRATION 
TOLERANCE 

FACTORS 
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Factor M- Generativity 500.02 Average 
Factor G- Goal Orientedness 500.01 Average 

Factor B- Level Headedness 499.97 Average 

Factor F- Countenance 499.96 Average 
Factor C- Serenity 499.96 Average 

Factor D- Impulse Control 499.94 Average 
Factor I- Rootedness 499.93 Average 
Factor A- Confidence 499.90 Average 

Factor E- Gracious 
Acceptance 478.50 Average 

 MEAN AVERAGE ( x ) 500 Average 

*scale of interpretation 
733 and above = Excellent                               433 – 567 = Average                           568 – 640 = High       
641 – 732 = Very High                          366 – 432 = Low                            365 and below = Very Low 
 

Table 4 presents the senior citizen’s Frustration Tolerance according to the thirteen 
factors with their respective averages from the 372 respondents. It could be seen from the table 
that the senior citizens of Baguio City had a CEEB score mean average of 500 which is 
interpreted as “AVERAGE.”  This means that the respondents are able to cope up with their 
problems and view these challenges positively; they also experience failures and feel frustrations 
but are able to continue with life after overcoming their feelings like declining health, possible 
cognitive changes, retirement and lifestyle changes, death of a spouse and other significant losses 
such as death of a friend. 
 Relating this to the theoretical framework of this study, there may be several aspects in 
the senior citizen’s life which may have led to this result. First of all, it could be considered that 
older adults have already self-actualized and learned, through experience, different coping 
mechanisms to manage stress and negative emotions which include frustration (Magai, 2001). 
However, senior citizens still have many changes to adapt with, namely declining health, 
possible cognitive changes, retirement and lifestyle changes, death of a spouse and other 
significant losses such as death of a friend (Hughes, 1995). It implies that with an average 
frustration tolerance, they are still able to surpass these challenges.  

Sociologist Maryjane Najarila said in a personal interview last January 22, 2009, that 
another trivial reason which may be seen is that all of the respondents were Filipinos, who are 
believed to be naturally happy people and used to daily difficulties. Also, Stacey Wood of 
Scripps College (Reader’s Digest, April 2008) stated that happiness seems to rise even in old age 
and that older adults don’t react as intensely to life events, and they report fewer negative 
emotions and more positive ones.  

Close family ties may have also influenced the frustration tolerance of these adults. 
Since, it was observed that most of the respondents live with their spouses and/or their children. 
According to a published article entitled Happiness, How Elderly Persons Can Help Themselves 
Coping, it was mentioned that social groups are helpful in managing negative emotions thus it 
could be said that the presence of the respondent’s families including their membership in senior 
citizens’ social group, is also helpful.  
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The factor that obtained a highest score was Internal Locus Control with an average score 
of 500.29. And the factor that obtained a lowest score was Gracious Acceptance with an average 
score of 478.50. 
 The implication of this to the Nursing profession is a change in the perception that senior 
citizens are unable to deal with the problems or everyday situations due to old age; with the 
findings of the study, the health provider may now deal with and treat the senior citizens 
accordingly in providing care for them since senior citizens perceive themselves as persons who 
are able to influence desired effects or results. The health providers should maintain this level of 
locus control.  

Gracious acceptance, which refers to the quality of having a pleasant disposition 
conducive for the acceptance of situations, should be improved since it has received the lowest 
score. 
 In some decisions, thinking harder about unfamiliar information will produce the best 
decisions, and older adults are likely to fare less well, says Ellen Peters, Professor of Psychology 
at the University of Oregon and senior research scientist with Decision Research. But in other 
situations, she said, people make better choices when they rely on emotions and past 
experiences, and older adults may excel in this condition. "Having a high quality of life requires 
good decisions, yet we know next to nothing about age differences in decision making," Peters 
said. "For many elderly individuals, the ability to function independently is a particular concern. 
By understanding when the elderly make decisions as well as or better than young adults and 
when their decisions are compromised by declining cognitive abilities, policymakers, family and 
friends can better target situations in which assistance is more necessary and other situations 
where it is not needed." (http://www.sciencedaily.com/releases/2007/04/070426093412.htm 
(3/12/09; 4:45pm)   

Old people may themselves resent and fear other old ones and discriminate against them. 
As a result, acceptance of their condition is being compromised and withdrawal from society is 
almost sure. According to Butler, ageism makes people think that old age is linked to loneliness, 
poor health, senility, and general weakness.  Moreover, other people treat the elderly as 
worthless part of the community.  In general, people higher in psychological acceptance (PA) 
also had higher quality of life in the areas of health, safety, community participation and 
emotional well-being; likewise, individuals high in PA had less adverse psychological reactions 
to decreasing productivity. Interventions that increase PA may lead to improved quality of life 
and resilience amongst the elderly. (http://www.livinghealthfully.com/psychosocial-needs-of-
the-elderly/3/12/09;5:05pm). 

The foregoing discussions support the results of the study which revealed that the 
respondents have average general frustration tolerance. 

 
Table 5 Difference of Level of Frustration Tolerance of Senior Citizens of Baguio City according to 

Gender 

FACTORS 

 
Gender 

Males  n = 177 Females    n= 195 

X Interpretation Factors X Interpretation 

FRUSTRATION  
TOLERANCE 
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Factor A- Confidence 508  Average Factor M- Generativity 513  Average 

Factor I- Rootedness 508  Average Factor L- Efficacy 505  Average 

Factor D- Impulse Control  504 Average Factor J- Anti Defeatism 504 Average 
Factor E- Gracious Acceptance 504 Average Factor B – Level Headedness 501 Average 

Factor F- Countenance 504 Average Factor H- Internal Locus of Control 501 Average 
Factor C- Serenity 501 Average Factor G – Goal Orientedness 500 Average 
Factor K- Positivism 500 Average Factor K- Positivism 500 Average 
Factor G – Goal Orientedness 500 Average Factor C- Serenity 499 Average 

Factor H- Internal Locus of Control  500 Average Factor D- Impulse Control 496 Average 
Factor B – Level Headedness  499 Average Factor F- Countenance 496 Average 
Factor J- Anti Defeatism 497 Average Factor E- Gracious Acceptance 495 Average 
Factor L- Efficacy 496 Average Factor A- Confidence 491 Average 

Factor M- Generativity 488   Average Factor I- Rootedness 491 Average 
MEAN AVERAGE ( x ) 499 Average MEAN AVERAGE ( x ) 500 Average 

Tcomputed = 0.26 ;  ttabular= 1.97       no significant difference 

*scale of interpretation 
733 and above = Excellent                              568 – 640 = High                                         366 – 432 = Low                 
 641 – 732 = Very High                                                  433 – 567 = Average                                   365 and below = Very Low 

Table 5 shows the difference in the frustration tolerance of senior citizens of Baguio City 
when grouped according to gender. The highest frustration tolerance values obtained were scores 
of 614 in males and 609 in females, on the other hand, the lowest scores taken were 352 in males 
and 362 in females. 

It is gleamed from the table that male senior citizens, which comprised 52.42% of the 
total sample population have a weighted mean of 499 which is interpreted as “average” 
frustration tolerance. It is also reflected in the table that females, which comprised of 42.58% of 
the total sample population, have a weighted mean of 500 which is interpreted as “average” 
frustration tolerance. 

The table shows that the factor with the highest score for the males was Confidence with 
an average score of 508 and, the factor with the highest score for the females was Generativity 
with an average score of 513. The factor with the lowest score for the males was Generativity 
with an average score of 488, and the factor with the lowest score for the females was 
Confidence with an average score of 491. 

 The t-test done revealed a computed value of 0.26 where the tabulated value is 
1.97. Since the computed value is less than the tabulated value, the null hypothesis, which states 
that there is no significant difference in the frustration tolerance of senior citizens of Baguio City 
when grouped according to gender, is accepted: gender does not influence the frustration 
tolerance of senior citizens of Baguio City. This finding negates what was indicated in the 
theoretical framework that women can better cope up with loneliness compared to men in a study 
conducted by Rokach.  

 Gender has nothing to do with elder’s coping mechanism in frustrating or stressful 
situations. One’s ability to cope up is subjective and could not be generalized that what is true to 
one is true to the others, such that a male individual’s ability to cope with life’s crisis may not be 
different with that of another with the opposite gender. (www. 
Hildawilkins_psychworld/coping_with_aging.com.html, 1/21/09, 8:30 pm) This article supports 
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the finding of the study and indeed reiterates that gender has nothing to do with the frustration 
tolerance of senior citizens. 
 According to Danilo S. Alterado in his research journal entitled The Women Question in 
Plato’s City-State, both women and men are subjected to the same rigor and disciplined training. 
He also noted that part of the social functions of women nowadays include magistration with 
wide powers, thus empowering their population compared to that of males who were 
traditionally the leaders and heads of the Filipino communities (Agoncillo, 1990). Relating this 
journal to the study, this implies that given the equal type of training, men and women do not 
differ significantly in their performance and adaptation to given roles. 

 The implication of this finding to the Nursing profession is that the care provided for 
improving frustration tolerance does not have to vary according to patients’ gender. But there is 
a need to address the difference among the factors indicated. The lowest factor for the males, 
which is generativity, should be a major focus in improving frustration tolerance by introducing 
self reflection, focusing on the strengths, and improving on the weak points of the male patient.  

The females had the lowest factors on confidence and rootedness; these refer to the desire 
to create, to be useful and to avoid being inactive, combined with the quality of being firmly 
established in faith and the courage that arise from the personally experienced support systems. 
This implies that the health care providers should empower elderly women by encouraging 
them to engage in activities that allow them to feel useful like taking care of grandchildren, 
cooking, and imparting wisdom to younger generation as well as being appreciated for doing so. 
The results further imply that the factor confidence and rootedness received highest scores in 
the males and the factor generativity scored the highest in females should be maintained by the 
health care providers.   

Men tend to show some decline in power, aggression and need for achievement while 
women may actually increase in the need for attainment and assertiveness (especially after the 
children leave home or if they are feeling trapped or frustrated with their lot). A combination of 
the ageing process, successful childbearing and homemaking markedly increases the woman's 
confidence. She is the one who gradually looks outward in a bolder manner, happier inside her 
own skin, while the man becomes more introspective and fearful. He is likely to question his 
overall achievement, especially if he believes he has not yet reached the right staging post along 
his personal journey (like being wealthy, or earning the right status he yearned for) which only 
reinforces feelings of encroaching unworthiness and inadequacy. 
(http://www.helium.com/items/366493-the-impact-of-growing-female-confidence-on-
relationships (3/12/09; 5:15pm). This journal supports the results of the study that males have 
high confidence and females have high generativity. While the males have low generativity and 
females have low confidence. 

Table 6 Difference of Level of Frustration Tolerance of Senior Citizens of Baguio City 
According to Ethnicity 

 

 

Ethnicity
Cordilleran   n = 180 Non-Cordilleran   n = 192 

X Interpretation Factors X Interpretation 

Factor K- Positivism 510 Average Factor J- Anti Defeatism 507 Average 

Factor C- Serenity 504 Average Factor G- Goal Orientedness 506 Average 

FRUSTRATION 
TOLERANCEFACTORS 
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Factor B- Level Headedness 503 Average Factor I- Rootedness 506 Average 

Factor L- Efficacy 501 Average Factor A- Confidence 505 Average 

Factor M- Generativity 498 Average Factor D- Impulse Control 505 Average 

Factor E- Gracious Acceptance 497 Average Factor F- Countenance 504 Average 

Factor H- Internal Locus of Control 497 Average Factor H- Internal Locus of Control 504 Average 

Factor A- Confidence 496 Average Factor E- Gracious Acceptance 503 Average 

Factor D- Impulse Control 496 Average Factor M- Generativity 501 Average 

Factor F- Countenance 495 Average Factor L- Efficacy 500 Average 

Factor G- Goal Orientedness 495 Average Factor B- Level Headedness 497 Average 

Factor J- Anti Defeatism 495 Average Factor C- Serenity 496 Average 

Factor I- Rootedness 494 Average Factor K- Positivism 490 Average 

MEAN AVERAGE ( x ) 498 Average MEAN AVERAGE (  x  ) 502 Average 

Tcomputed = 0.69;    ttabular= 1.97     no significant difference 

 
*scale of interpretation  

733 and above = Excellent   568 – 640 = High       366 – 432 = Low 
641 – 732 = Very High    433 – 567 = Average              365 and below = Very Low 
 

 The frustration tolerance of respondents when grouped according to ethnicity is presented 
in Table 6. The 180 Cordilleran respondents have an average frustration tolerance of 498. On the 
other hand, 192 Non-Cordilleran respondents revealed an average frustration tolerance as 
manifested by a mean of 502.  The t-test was conducted to compare the two means: the computed 
t-value of 0.69 is lower than the tabular value of 1.97, thus the null hypothesis which states that 
there is no significant difference in the frustration tolerance of senior citizens of Baguio City  
when grouped according to their ethnicity is therefore accepted. This means that ethnicity has no 
influence on the level of frustration tolerance among senior citizens.  

The table shows that the factor with the highest score for the Non-Cordilleran was Anti 
defeatism with an average score of 506 and for the Cordilleran, the factor with the highest score 
was Positivism with an average score of 510. The factor with the lowest score for the Non-
Cordilleran was Positivism with an average score of 490, and the factor with the lowest score for 
the Cordilleran was Rootedness with an average score of 494.  

This finding is consistent with the theoretical framework which states that  belonging to a 
group will help the senior citizens cope with their problems and frustrations, and adapt positively 
or negatively, allowing them to attain their goals and strengthen their frustration tolerance to be 
able to reach self actualization. 
 Banduras’ Social Learning theory states that behaviors are learned through observational 
learning. In events that there is repeated exposure to a certain environment, behaviors and 
attitudes may be imitated. This theory helps explain that due to migration to Baguio, Non-
Cordilleran elderly have already imbibed the attitude and norms of Cordillerans, bridging the 
difference between their frustration tolerance. Repeated exposure to situations though stressful, 
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allows the individual to cope and adapt to these situations. Furthermore, Najarila pointed out that 
almost all Filipino ethnic group practices are not foreign from one another and are most likely to 
have the same human instinct in adapting to the environment. This theory supports the result of 
the study:  “average” frustration tolerance which is not influenced by ethnicity. 

In Felix M. Keesing’s book The Ethnohistory of Northern Luzon, it was mentioned that 
every living group, either hamlet (highlanders) or village (lowlanders) was the center of an 
outward extending system of marriage and kinship ties…where these marked the need for 
communication…and to some extent, migration, where cultural diversity was minimized.  This 
partly explains the findings of the study that there is no difference between Cordilleran and Non-
Cordilleran in coping with frustrations. 

Another consideration in the similarity between the two groups is the adaptation of the 
Moro Exchange System in Mindanao here in Northern Luzon between the Cordilleras and Ilocos 
Region in 1907. Major John Finley said that this system formed the clearing house for racial, 
social, religions and commercial differences between the hill people and the coast people, and 
laid the foundation for future blending and cooperation in the progressive development of the 
country. The adapted (Igorot Exchange) program has brought people from far and near so that 
the trade exceeded all expectations and diffused differences in cultural characteristics (Fry, 
2006). In connection with the findings, this program to bridge the racial gap thus makes it easier 
for them to adapt to a different environment. 

The “average” result for both Cordilleran and Non-Cordilleran implies that there is no 
significant difference in the level of frustration tolerance of senior citizens of Baguio City but 
differs on the factors. The Cordillerans had positivism as the highest score, wherein the 
respondents have positive attitudes and perspective towards life, while the Non-Cordillerans had 
the highest score on the anti defeatism factor, wherein the respondents are already undistracted 
on the things that they are doing.  
 According to Atchley and Moody 1997, older people living in the low lands are 
influenced by their previous life experiences and previous activity patterns that determine their 
present level of activity as well as being active, furthermore, previous activities serve to help 
maintain ties with others, while present activities provide new sources of personal meaning for 
each individual (http. www.asaj.orginfo). This supports the results of the study that Non-
Cordillerans have higher focus on activities they do as compared to Cordillerans.   
 "In conclusion, we found that the trait of optimism was an important long-term 
determinant of all the coping strategies of the highlanders,” the authors write. "A predisposition 
toward optimism seemed to provide a survival benefit in elderly subjects who are highlanders."  
Dispositional optimism may also be associated with better coping strategies that are adhered to 
throughout the life of the highlanders than the lowlanders." (Arch Gen Psychiatry. 
2004;61:1126-1135. Available post-embargo at archgenpsychiatry.com)  

 The current `received wisdom' regarding the elderly serves as a risky basis for 
formulating policies to cope with population ageing. It is all too common to decry the 
deteriorating situation of the elderly in the face of rapid social change without examining 
whether there is solid empirical evidence to substantiate this. While objective measures of 
support for the elderly and their conditions of life have their shortcomings and, in particular, are 
not necessarily revealing of the quality of the care and interactions involved, they are an 
essential starting point for making realistic assessments of where the elderly currently stand and 
where they are heading, thus, the elderly are more optimistic when they are close to the society 
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where they have rooted from. (http://www.unescap.org/ESID/psis/population/journal/ 
Articles/1992/V7N3A1.htm). This article agrees with the results of the study that the 
Cordillerans have high positivism while the Non-Cordillerans have low positivism since Baguio 
is the place of origin of Cordilleran respondents. 

The health care worker should encourage the maintenance and sustenance of the 
activities that senior citizens do to keep the Cordillerans’ positivism and the Non-Cordillerans’ 
anti-defeatism; while activities that build the sense of being firm on decisions and beliefs should 
be reinforced by the health care providers to improve on the factor rootedness. 

 
Table 7 Difference of Level of Frustration Tolerance of Senior Citizens of Baguio City 

according to Health Condition 

FRUSTRATION 
TOLERANCE 

FACTORS 

 
  
 

Health Condition 

With Chronic Illness 
n= 195 Without Chronic Illness n= 177 

X Interpretation Factors X Interpretation 
Factor M- Generativity 512 Average Factor I- Rootedness 507 Average 
Factor B- Level Headedness 508 Average Factor E- Gracious Acceptance 505 Average 
Factor G- Goal Orientedness 507 Average Factor A- Confidence 504 Average 
Factor H- Internal Locus of Control 505 Average Factor K- Positivism 503 Average 
Factor L- Efficacy 505 Average Factor J- Anti Defeatism 502 Average 
Factor F- Countenance 504 Average Factor D – Impulse Control 501 Average 
Factor C- Serenity 502 Average Factor C- Serenity 499 Average 
Factor D – Impulse Control 500 Average Factor F- Countenance 495 Average 
Factor K- Positivism 500 Average Factor H- Internal Locus of Control 495 Average 
Factor J- Anti Defeatism 498 Average Factor L- Efficacy 494 Average 
Factor A- Confidence 496 Average Factor G- Goal Orientedness 491 Average 
Factor E- Gracious Acceptance 496 Average Factor B- Level Headedness 489 Average 
Factor I- Rootedness 494 Average Factor M- Generativity 487 Average 
MEAN AVERAGE ( x ) 502 Average MEAN AVERAGE ( x ) 498 Average 

Tcomputed =0.98 ; ttabular= 1.97       no significant difference 
*scale of interpretation 

733 and above = Excellent   568 – 640 = High                                 366 – 432 = Low 
641 – 732 = Very High   433 – 567 = Average              365 and below = Very Low 

 
 The difference in the level of frustration tolerance of senior citizens of Baguio City when 

grouped according to health condition is reflected in Table 7. 195 respondents with chronic 
illness had a general mean of 502, thus having an average level of frustration tolerance, while 
177 respondents without chronic illness had a mean of 498 indicating an average level of 
frustration tolerance.  
 The t-test conducted revealed a computed value of 0.98 as compared to the tabular value 
1.97.  The null hypothesis is therefore accepted: there is no significant difference between the 
frustration tolerance of senior citizens when grouped according to their health status. This 
signifies that the present health condition of older adults, whether with or without chronic illness, 
does not waver their frustration tolerance.  
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 The table shows the highest score of factor for with chronic illness was the Generativity 
Factor with an average score of 512 and for without chronic illness, the highest factor was the 
Rootedness Factor with an average score of 507. The lowest factor for with chronic illness was 
the Rootedness Factor with an average score of 494, and the lowest factor for without chronic 
illness was the Generativity Factor with an average score of 487.  

Maslow considered illness as a problem with regards to the first and second level of 
Maslow’s hierarchy of needs and Brawn et.al, Recognizing and Managing Depression at end of 
life, 2008, established that older client with illness are faced with psychological distress. 
However, the results of the study show that the presence or absence of chronic illness does not 
affect the level of frustration tolerance of senior citizens. 
 It is inferred, therefore, that senior citizens could tolerate frustration at an average level, 
with or without chronic illness. This could be related to the healthy lifestyles of most respondents 
with chronic illness. It was observed that presence of family support systems and medical 
attention was common among most of them. These support systems offer source of strength 
which helps the individual adapt to his or her condition and upon aging. Self fulfillment and self 
importance is reinforced especially by the family.  
 Support groups provide an environment where people can learn new ways of dealing with 
illness also gain strength in knowing that they are not facing hardships alone 
(http://www.webmd.com/osteoarthritis/guide/coping-arthritis).  
 Another observation made during the data gathering was that most respondents with 
chronic illnesses knew the intensity and basic management to their conditions.  
 Most people living with a long term illness find that knowledge is power: the more they 
find out about the condition, the more they feel in control and the less frightening it is. As part of 
the coping process, they could also feel comfortable with their treatments and with the tools they 
need to use to live a normal life 
(http://kidshealth.org/teen/your_mind/problems/deal_chronic_illness.html).  
 Furthermore, when the client gains some measure of acceptance of the disease process, as 
part of the stages of adaptation to illness, a reorganization of the approach to illness may take 
place. As a successful adaptation to management of the disease process evolves, the client may 
display a series of positive coping responses such as increase ability to express emotions and 
feeling about disease (Hogstel, 1998). This leads to decreased anxiety towards own condition, 
which reduces the possible differences in psychological and emotional well-being of people, 
with or without chronic illness. 
 The average result implies that both the senior citizens of Baguio City with chronic 
illness and without chronic illness have no significant difference in the level of frustration 
tolerance. But they have different factors which gain the highest and the lowest score. The 
respondents with chronic illness had the highest score on the Generativity factor, wherein the 
respondents are known to be useful and avoid being inactive. This implies that the sick elderly 
are able to do tasks and eager to finish the tasks they have started on. The respondents without 
chronic illness had the highest score on the Rootedness factor, wherein they are already firmly 
established on the faith that arise from the personally experienced support system. The 
respondents with chronic illness had the lowest score on the Rootedness factor, wherein they are 
known to be lacking in their firmness on their faith. The respondents without chronic illness had 
the lowest score on the Generativity factor, wherein they chose to be inactive in the tasks that 
they have to do.   
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Compared to participants who reported a high level of pessimism, participants reporting 
high levels of optimism had a 55 percent lower risk of death from all causes, and a 23 percent 
lower risk of cardiovascular death. The researchers also found an inverse relationship between 
level of optimism and risk of death, with a stronger protective effect of optimism in men than 
women for all-cause mortality, but not cardiovascular mortality. 

"Our results, combined with the finding that hopelessness was associated with an 
increased incidence or progression of disease, suggest that dispositional optimism affects the 
progression of cardiovascular disease," the researchers state. " Dispositional optimism may also 
be associated with better coping strategies that are adhered to throughout life." (Arch Gen 
Psychiatry. 2004;61:1126-1135.) 

Suffering is a powerful experience that can be difficult to articulate. Suffering differs 
from pain alone and includes an individual's awareness of a threat to self through death, loss of 
identity, or uncertainty of the meaningfulness of one's life. In response to this threat, generative 
acts, especially creative expressions imbued with the self, may act as a means to repair the self in 
crisis. The case of Mr. A, an 85-year old man in good health, illustrates how various artistic 
pieces he created – a wooden dog and several poems – helps him to restore a “fading” self. For 
Mr. A. the idea of “fading away” or becoming weaker and less useful until eventually 
disappearing is a major source of personal suffering. Through his art, he creates unique, 
interactive and tangible entities that can outlive his physical body and help him reclaim or repair 
threats to selfhood. For these AA men, experiences of racism were salient in stories of suffering, 
and suffering was intricately related to attitudes and behaviors of generativity. We placed men's 
narratives, showing the link between suffering and generativity, in 3 categories: Generativity is 
rooted in (a) suffering and in empathy for suffering others, (b) experiences of redemption from 
suffering, and (c) religious belief that assuages suffering. 
(http://psychsocgerontology.oxfordjournals.org/cgi/content/abstract/gbn012). These articles 
support the results of the study that senior citizens with chronic illness have high generativity 
and low rootedness while senior citizens without chronic illness have inversely proportional 
results regarding the said factors. 

 
Table 8 Difference of Level of Frustration Tolerance of Senior Citizens of Baguio City 

According to Educational Attainment 
 

 
 
 
 

Educational Attainment 

Non-college graduates n = 204 College graduates   n= 168 

X Interpretation Factors X Interpretation 
Factor J- Anti 
Defeatism 
 

510 Average Factor H- Internal 
Locus of Control 513 Average 

Factor L- Efficacy 
 507 Average Factor A- Confidence 512 Average 

Factor M- 
Generativity 507 Average Factor C- Serenity 509 Average 
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Factor K- Positivism 
 504 Average Factor D- Impulse 

Control 508 Average 

Factor I- Rootedness 
 498 Average 

Factor G- Goal 
Orientedness 507 Average 

Factor B- Level 
Headedness 497 Average 

Factor F- 
Countenance 506 Average 

Factor F- Countenance 
 496 Average 

Factor B- Level 
Headedness 504 Average 

Factor G- Goal 
Orientedness 495 Average Factor E- Gracious 

Acceptance 503 Average 

Factor D- Impulse 
Control 494 Average Factor I- Rootedness 503 Average 

Factor C- Serenity 493 Average Factor K- Positivism 495  Average 
Factor E- Gracious 
Acceptance 492 Average 

Factor M- 
Generativity 492 Average 

Factor H- Internal 
Locus of Control 491 Average 

Factor L- Efficacy 
 

491 Average 

Factor A- Confidence 490 Average 
Factor J- Anti 
Defeatism 489 Average 

MEAN AVERAGE  
( x ) 498 Average 

MEAN AVERAGE 
( x ) 503 Average 

tcomputed = -1 ttabular= 1.97             no significant difference 

*scale of interpretation 
733 and above = Excellent   568 – 640 = High    366 – 432 = Low 
641 – 732 = Very High   433 – 567 = Average   365 and below = Very Low 
      

Table 8 presents the frustration tolerance of senior citizens of Baguio City when grouped 
according to educational attainment, where it is shown that there is no significant difference 
among the results. Those who are non-college graduates had the mean value of 498 which is 
interpreted to be average. For college level, the mean value is 503.  

The computed t-test value which is -1 is less than the tabular t-test value of 1.97. The 
study therefore accepts the null hypothesis which states that there is no significant difference 
among the Frustration Tolerance when grouped according to their educational attainment. This 
signifies that the Frustration Tolerance has no significant relation with regards to the senior 
citizens of Baguio City achievements on education. 

The table shows the highest score of factor for the Non college graduate was the Anti 
defeatism Factor with an average score of 510 and for the college graduates, the highest factor 
was the Internal locus of control Factor with an average score of 513. The lowest factor for the 
non college graduate was the Confidence Factor with an average score of 490, and the lowest 
factor for the college graduate was the Anti defeatism Factor with an average score of 489.  

In the theoretical framework, cognitive function is established to have contributed to 
successful aging and education contributes to meet self-esteem in Maslow’s hierarchy of needs. 
In the study, results show that senior citizens with chronic illness and senior citizens without 
chronic illness have the same frustration tolerance which is average.  
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 It was observed that several senior citizens, who did not finish college held positions in 
public offices, were retired teachers and even war veterans. One respondent verbalized, “Even 
though I am only an elementary graduate, I still found a good job and became successful. I have 
sent all my children in good schools and at present, they are all professionals that is why I know 
that my life has been happy and successful.” 

 Since education here in the Philippines was formalized only during the 1950’s, education 
was not of great essentiality at that time due to the recovery of the country from WWII. School 
houses and other infrastructures still had to be rehabilitated or reconstructed yet (Agoncillo, 
1990).  Najarila said that the Philippines needed manpower, thus hired even elementary 
graduates to work in blue and white collared jobs. Furthermore, according to Rico C. Jacoba, the 
circumstances of this time have made it easier to continue the education of adults. People are 
more aware of their own dignity and position in as much as they want more active part in social 
and especially economic and political life. (Revisiting and Revitalizing the Essence and Identity 
of Catholic Universities, 2007) 

 In a research study conducted by Mary Anne Liebart, she suggested that having a higher 
or lower education does not affect people’s ways on how to cope with life and survive. This 
shows that educational attainment does not affect one’s status with regards to dealing with 
frustrations and survival. 

 The implication of the average results for both non-college graduates and college 
graduates is that there is no significant difference on the frustration tolerance of the senior 
citizens when grouped according to educational attainment. Although they had different factors 
with the lowest and the highest score. The non-college graduates had confidence as the lowest 
factor, wherein the respondents have low sense of assurance and belief in oneself, in one’s 
purpose and in one’s sources of strength and encouragement. This implies that the health care 
providers should focus on improving the non-college graduates’ sense of assurance and belief in 
oneself by introducing self reflection, focusing on the strengths, and improving on the weak 
points of the individual. While the college graduates had the anti defeatism as the lowest factor, 
wherein the respondent has low capacity to stay focused and undistracted in the mastery and 
attainment of the task. This implies that the health care worker should encourage the 
maintenance and sustenance on the activities that they do. 

   The following article supports the result of the study that internal locus control is high 
among college graduates. "Having a high quality of life requires good decisions, yet we know 
next to nothing about age differences in decision making," Peters said. "For many elderly 
individuals, the ability to function independently is a particular concern especially when they 
have graduated with a degree and successful career. By understanding when the elderly make 
decisions as well as or better than young adults and when their decisions are compromised by 
declining cognitive abilities, policymakers, family and friends can better target situations in 
which assistance is more necessary and other situations where it is not needed." 

 To conclude, the findings of this study is supported by the Reality Principle, which states 
that as an individual matures and grows, he/she develops a way of diffusing and sustaining 
tensions for a longer period of time that is a characteristic of the infantile personality. In other 
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words, they develop a certain level of frustration tolerance and become more adept with stressful 
situations (McConell, James V., Understanding Human Behavior, 1985). In connection, results 
of this study have shown an average frustration tolerance for all 372 respondents, with no 
significant difference shown when grouped according to gender, ethnicity, educational 
background and health condition.  

8.  CONCLUSIONS AND RECOMMENDATIONS 
     Based on the findings of the researchers: 

1. The level of frustration tolerance of senior citizens of Baguio City is AVERAGE. For 
example, they are still able to perform their tasks in the society like, according to Havighurst, 
integrating themselves in groups and meeting social and civil obligations by coping with life’s 
stressors and challenges which may include decreased well-being, death and reduced income.   

2. Gender, ethnicity, health status and educational attainment do not affect Senior citizens’ 
tolerance to frustrations. 

Based on the findings of the study, the researchers came up with the following 
recommendations:  

- Gracious acceptance, being the lowest factor in the average frustration tolerance of senior 
citizens, must be strengthened. Gracious acceptance is the quality of having a manner 
conducive to a favorable reception related to frustration. Coping with stressful situations 
must always be reinforced to facilitate acceptance of frustration. Family members should 
also be patient and supportive when the elder deals with frustration. 

- Internal locus of control, being the highest factor in the average frustration tolerance of 
senior citizens, must be developed further. The senior citizen must develop his or her 
personal beliefs that he or she can influence the desired effect or result. The family and 
the society must provide opportunities for senior citizens to practice independent decision 
making.   

- To the clinical instructors, to give more focused assistance to the students to enhance 
nurse-patient relationship especially with elderly patients who are part of the vulnerable 
group. It is also recommended to reinforce communication skills to explore the feelings 
of the elderly, since they are already on the stage of integrity vs. despair wherein they 
may have the feeling of either self-inadequacy or self-fulfillment. Trainings or seminars 
in geriatric nursing could also help the instructors to have their teaching skills on how to 
deal with Senior Citizens.   

- To the students, to further delve into the various factors that may affect frustration 
tolerance since the result of the research is average on all variables specifically gender, 
ethnicity, educational attainment and health status. It is also recommended to improve 
therapeutic use of self and therapeutic communication that will result to better assessment 
and interview to the patient which can determine earlier signs of frustration to deal with it 
at an earlier age. They could also develop individualized plans of care that can aide in 
improving the frustration tolerance of senior citizen wherein interventions depend on the 
level of their frustration tolerance.  
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- To the academe, to give support and guidance for studies on other factors, that was not 
included among the variables studied in this research, which may affect the frustration 
tolerance of senior citizens.   

- To the senior citizens’ association of Baguio City, to develop programs and activities that 
will increase the frustration tolerance of senior citizens and older adults.  

- To the Saint Louis University Guidance Center, to create and promote programs for 
senior citizens regarding successful aging to achieve a high frustration tolerance.   

- To other senior citizens, to be aware about programs that will help them improve their 
health. Through their interest in knowing and understanding their frustration tolerance 
they can determine on how to deal with their frustration and can lead to better coping 
mechanisms with regards to their frustration. 
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Decision Making by the Growing Elderly Population Is Uncharted Territory C:\Documents 
and Settings\Mark\My Documents\RRL\high internal locus control.htm 

 
     Anti defeatism. Moody and Atchley, 1997 http. www.asaj.orginfo 

Arch Gen Psychiatry. 2004;61:1126-1135. Available post-embargo at 
archgenpsychiatry.com) 

 
 

D. Interview 

Gandeza, Lilian; interview, 07/30/08, 2:30 pm 
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Najarila, Mary Jane; interview, 01/22/09 9:30 pm 
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APPENDIX A 

 

 

Please fill the necessary information: 

 

Gender:     Ethnic Background: 

 

Educational Attainment: 

 

Chronic Illness present: (e.g. Diabetes Mellitus, Hypertension etc.): 
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Appendix B 

Sample Computations 

 

Table B.1 Results of t-Test Assuming Equal Variances for Gender 

 

 Female Male 

Mean 500 499 

Variance 2466.55 2392.48 

Number of Respondents 195 177 

Hypothesized Mean Difference

(If 0 = no difference; if 1> with 
significant difference) 

0 

Df 368 

t-stat 0.26 

P(<=t) two-tail 0.79 

t Critical two-tail 1.97 

 

 

Table B.2 Results of t-Test Assuming Equal Variances for Ethnicity 

 Cordilleran Non-Cordilleran 

Mean 498 502 

Variance 2610.31 2269.82 
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# of respondents 180 192 

Hypothesized mean difference 

(If 0 = no difference; if 1> with 
significant difference) 

0 

Df 370 

t-stat -0.70 

P(<=t) two-tail 0.48 

t critical two-tail 1.97 

 

Table B.3 Results of t-Test Assuming Equal Variances for Health Status 

 With chronic 
illness 

Without 
chronic illness 

Mean 502 498 

Variance 2254.92 2607.601 

Number of Respondents 195 177 

Hypothesized Mean Difference 

(If 0 = no difference; if 1> with 
significant difference) 

0 

Df 370 

t-stat 0.98 

P(<=t) two-tail 0.32 

t critical two-tail 1.97 
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Table B.4a Analysis of Variance for Educational Attainment 

Group Number of 
Respondents 

Sum Mean Variance 

Elementary 97 48339.15 498 2567.87 

High school 108 53738.15 498 2062.1 

College 167 83931.38 503 2593.86 

 

 

Table B.4b Analysis of Variance for Educational Attainment 

Source of 
Variation 

Sum of 
Squares 

Df Mean of 
Squares 

Frequency P-value f-Critical 

Between 
groups 

2015.69 2 1007.84 0.41 0.66 3.02 

Within 
groups 

897740.9 369 2432.9    

Total 899756.58 371     
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T-test  

 

X1= mean of male 

X2= mean of female 

SD=49 

 

 

t = x1 – x2 – ( µ0 ) 

        Sp √1/N1 + 1/N2 

 

  = 500.6646943- 499.3168188 

      49√1/195 + 1/177 

  = 1.3478755 

 5.087 

  =0.26 
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ABSTRACT 
 
This article reveals perceptions and experiences of students regarding the 

research course offered for the Bachelor of Technology, Human Resource 

Management, at  Walter Sisulu University.  A self-administered questionnaire 

was distributed to 24 graduates who had already completed the course. They 

indicated satisfaction with certain aspects of the course, such as research 

supervision, in spite of difficulties in other areas of the course. They 

recommended the introduction of research at an earlier stage, that is, at the third 

year level of the national diploma, and giving it more time than at present.    This 

small-scale pilot study aimed to fine-tune the survey instrument in preparation for 

a broader-based study, to uncover problem areas and to develop more practical 

ways of guiding students into independent research.   

 

INTRODUCTION AND BACKGROUND 

The development of research capacity is a critical challenge facing South African 

universities today as they are mandated to strengthen the research capacity 

needed to meet the demands facing the country.  According to Gruchy and 
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Holness (v: 2007) this challenge is not uniquely South African, as growing the 

number and quality of researchers is an issue for many countries and therefore 

universities across the world.  They further state that what is unique is that South 

Africa is not only seeking to increase the number of researchers; the country is 

simultaneously trying to change the demographics by developing more women 

and black researchers.  The development of quality research students to create a 

representative and internationally competitive research workforce cannot be 

overemphasized.  For this reason WSU offers research to Bachelor of 

Technology (B. Tech) : Human Resource Management (HRM) students. 

 

The B.Tech: HRM research students at the School of People Development and 

Technology at Walter Sisulu University (WSU) must submit a research project to 

obtain a B. Tech degree.  This is done to ensure that these students acquire 

research skills.  They are required to choose research topics related to human 

resource management.  These students do research for the first time in their B. 

Tech programme.  As a result they often experience problems and challenges 

which delay their studies and often prevent them from finishing their programme 

in time.   It is within this context that this paper explores experiences and 

perceptions of B. Tech : HRM students regarding research with the aim of 

uncovering the problem areas and improving their success rates.  Several 

studies in South Africa have examined perceptions of masters and doctorate 

students only.  As far as can be ascertained, no research has been conducted on 

research at B. Tech level.  
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As with other types of educational courses, obtaining feedback from students is 

crucial to the on-going success of the educational programme.  This article 

examined data derived from B. Tech : HRM students regarding their perceptions 

and experiences of research.  The focus of this article is on B. Tech:HRM 

students who have already completed their research and who studied in the 

academic years 2002 to 2007.  The primary reason for assessing perceptions is 

to gain an understanding of students’ satisfaction and dissatisfaction regarding 

the research course offered to them.  The assumption was that the researcher 

would learn about the problems that the students encountered while trying to 

complete their research projects.  This feedback would help in the development 

of an intervention aimed at improving the research environment, the research 

course content and the quality of research supervision.  Quality is achieved by 

identifying and satisfying students’ needs and by continually improving research 

processes and their outcomes.  Where  negative perceptions are identified 

suggestions are discussed on how those perceptions might be changed to 

improve the experiences of research students. 

Addressing the postgraduate students’ needs is essential in an era characterized 

by transition to ensure accountability and quality within higher education 

Albertyn, Kapp & Bitzer ( 2008: 749).   This applies to B.Tech students as well. 

This research is an attempt to improve quality of research at WSU. 
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The literature and research on students’ perceptions and experiences about 

research were useful starting points to designing the study.  The literature on 

students’ experiences and perceptions of research is extensive ( Kattara, Eraqi & 

Hewedi : 2004; Lessing & Schulze : 2002: le grange, & Newmark: 2002 ), but it 

focuses on masters and doctoral students’ perceptions and focuses primarily on 

research supervision.  Limited research has been conducted on undergraduates’ 

research experiences and perceptions ( McKenna, Finn, Ossof : 2005; Kardash: 

2000 ) and none as far as can be ascertained, has been conducted on South 

African B. Tech students.  Data about students’ perceptions and experiences 

offers crucial information about their expectations and the extent to which these 

expectations are met offering a starting point for making research courses more 

effective. 

 

According to Mouton (2001:16) the master’s degree and to a lesser extent the 

doctoral degree, are apprenticeships.  This means a student is on training as a 

researcher or scholar working under the guidance and supervision of an 

established and experienced scholar.  Mouton argues that the role of supervisor 

cannot be overestimated, and that a good supervisor helps the student to be 

more effective and productive in various ways. Research supervision is one 

factor that impacts on both the quality of postgraduate education and the 

efficiency of the higher education system to deliver postgraduate students le 

Grange and Newmark (2002:50).  They point out that the quality and efficiency of 

postgraduate education is being given greater attention by the post-apartheid 
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government as part of its programme to transform the South African higher 

education system.  There is widespread consensus in the literature that the 

supervision entails topic selection and definition; research design; research 

procedures; analysis; literature review methods; report writing; presentations; 

encouragement networking opportunities and personal friendship. 

 

Lessing and Schulze (2002: 139) assess the supervisor’s contribution as 

threefold: support for the student and balancing creativity and critique.  Mouton 

(2001: 170) sees the role of supervisor as to: guide, advise, ensure scientific 

quality and provide emotional support. The students’ role is firstly adhering to the 

research contract established between student and supervisor.  Secondly the 

student must also initiate contact and request meetings with the supervisor.  

Thirdly he or she must understand all institutional and formal requirements and 

rules relevant to his or her studies. Finally the student must maintain acceptable 

levels of interest and commitment to his or her studies. 

 

Lessing and Schulze believe supervision should be assessed by the 

postgraduates themselves to determine its quality.  This enables supervisors to 

evaluate what they are doing and determine whether they meet students’ 

expectations.  The present study confirms these assessments and the view that 

undergraduate research courses should prepare students for post-graduate 

research requirements.  The only key difference is that undergraduate research  

methodology is only useful to students who continue with post-graduate studies  
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as a basis for the research required to attain a post-graduate qualification, B. 

Tech HRM graduates from WSU confirm that doing research at B. Tech level has 

improved their wider employment skills including project management skills. 

 

RESEARCH METHOD 

This study employed both the qualitative and quantitative research designs to 

explore the experiences and perceptions of B.Tech students regarding research.  

A self-administered open and close-ended questionnaire was designed, pre-

tested, revised and used in the study.  The questionnaire included open and 

closed ended questions.  Open ended questions were included to encourage 

discussion and allowed the opportunity for more response and expression by the 

responded should they require it.   Students were asked to reflect upon a large 

set of questions about their experiences  and perceptions towards research.  They 

were also  asked to comment after every choice of answer they made.   Open-ended 

questions were necessary to allow the opportunity for more response and expression by 

the respondent should they require it.   The literature review  (Albertyn, Kapp, & 

Bitzer : 2008; Lessing & Schulze : 2002; Le Grange & Newmark : 2002) provided 

a framework for the development of a questionnaire that examined various 

aspects including research supervision, resources and facilities, skills 

development, level of difficulty of research, problems experienced by students 

during the research process and students’ recommendations on resolving their 

problems.  Given the small size of the sample data analysis was conducted 

manually.  Responses to the open-ended questions were analyzed in an effort to 
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identify common themes that provided insights into why some students take 

longer to complete their research projects. 

 

 

Population and Sampling 

The total population was 57 students.  Stratified random sampling was used to 

select 24 respondents according to year completed.   This method allowed the 

researcher to obtain a representative sample from a population with clearly 

distinguishable strata not available with simple random sampling.  With a 

stratified random sample we are ensured of a sample ‘s representativeness, 

irrespective of sample size, because it has been built into the sampling strategy 

right from the very beginning.   In total, 20 questionnaires were returned. 

 

Limitations of the study 

Several limitations were inherent in the study.   The fact that the sample was 

drawn from one school only did not allow the research results to be generalized 

more widely in the faculty or in the whole institution.   The sample did not include 

students who failed or those who withdrew from the program.  Another limitation 

is that the researcher was one of the supervisors in the school where the 

research was conducted which could affect full objectivity,    so to counter such 

an effect the questionnaire was reviewed by peers from other departments. 

 

FINDINGS AND DISCUSSION 
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The main aim of this research was to discover students’ perceptions and 

experiences of research.  Findings discussed here are based on the data 

obtained from 20 completed questionnaires. Each of the major themes identified 

in the data are discussed in the following paragraphs. 

 

Demographic Data 

In the first section of the questionnaire some background data were obtained.  

Demographic data was meant to determine the make-up of the sample in regard 

to age, gender, where students completed their national diploma and whether 

students had done research before.  An examination of the demographic data 

revealed that males and females  were equally represented. Half the 

respondents were in the age-group 20 – 29 years followed by 33% in the age 

category 30 – 39 years.  The age group least represented were those in age 

group 40 – 49 years. All respondents did not take research methodology as a 

subject in their National Diploma: HRM studies.   The researcher thinks this has 

implications for the length of time students took to complete their research 

projects.  The study revealed that non of the students completed their research 

projects in the required 6 months time but the majority of students completed it in 

at least 12 months and only a significant number took 24 months to complete 

their research projects.  This is in line with the comments of respondents in the 

section on the level of difficulty experienced during research where most of them 

said they experienced research as difficult. 
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Only the minority did not obtain their National Diploma: HRM qualification at 

WSU - they obtained it at Buffalo City College.    33% of surveyed graduates was 

employed at the time of studying their B. Tech program while 67% was 

unemployed. 

 

Perceptions about research supervision 

Using the five-point Likert Scale, respondents were asked to indicate the degree  

to which they agree or disagree with particular statements. 

 

In response to the question on whether respondents received good guidance  

from the supervisor in topic selection only 50% strongly agreed that they received  

good guidance while the other 50% agreed with the statement.  Thus they are  

satisfied in general.   One respondent commented that her research topic was a  

topic that had not been well researched but because of the guidance she  

received she did well.  Another commented:  “the topic I first chose was found not  

to be researchable but with the guidance of my supervisor I ended up with a  

suitable and relevant topic.”  Yet another comment was “at the beginning my  

topic was very broad but my supervisor encouraged me to narrow it down.” 

 

In the question regarding whether respondents received helpful guidance in  

planning the research almost all graduates responded positively  with 83%  

strongly agreeing with the statement and 17% agreeing with it.   One comment  

illustrating this response was: “We received a lot of information in planning our  
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research through workshops in addition to what we received in the research  

methodology class.” 

 

Regarding the question on whether supervision was available when needed or  

not 67%  strongly agreed with the statement, 33%  agreed with the statement.  

The comments received here were: “My supervisor allowed me to call her even 

after hours and even during week-ends when I was stuck.  Even during week-

ends she would avail herself so we discuss our problems with her.” 

 

All the respondents felt their supervisor had a good knowledge of their research 

areas  except for one who commented that because there was little literature 

available on her topic other people including the supervisor had no knowledge of 

her topic.  The comment was: “My topic did not have much research done on it.  

It was an exploration.  Not everyone knew what it was about.”   Another 

respondent commented: “At some point I wanted to cheat and take short cuts but 

I realized that my supervisor would catch me because she knows a lot more than 

I do.” 

   

On whether the supervisor provided helpful feedback on student progress, 

all respondents strongly agreed that they received helpful feedback on their  

progress.  Comments included: “My research project would always come back  

more red than black, full of comments.”   Another was: “The feedback was  

sometimes disappointing, having worked so hard on a particular section and  
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receiving feedback that is the opposite of what you expected.  She was very  

strict.  She would not cover our weaknesses.” 

    

A lot of students felt they were encouraged to present their research in a  

Conference : 83% strongly agreed while 17% agreed even though  

only two students managed to present their research in a conference. 

One graduate presented his paper at a South African Association for Public  

Management (SAPAAM) International Conference held in Port Elizabeth, and the  

other one at an Industrial Relations Association of South Africa (IRASA)  

conference in Stellenbosch.  Another said : “currently I have presented four  

papers in different conferences because of the encouragement I got while I was  

doing research for the first time.”  

     

Overall, students were satisfied with quality of research supervision they  

received.  100%  strongly agreed that they were satisfied with the quality of  

research supervision received.  Comments that were received were: “The  

communication and understanding that I had with my supervisor at all levels are  

the two most important aspects that made me complete my research.  It  

becomes more motivating when you are supervised by someone who believes in  

you, someone who shows her trust in you.  You always strive for the best so you  

don’t disappoint her.”   

 

Another comment: “Her supervision style motivated me to the extent that I also  
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mentor other research students.  My supervisor also invited me to her workshop  

so I could motivate other research students.” 

 

Overall satisfaction with the research supervision students received is very high.  

  

 

Resources and facilities 

Concerning the question of access on library services needed the majority of 

respondents commented that a lot of material on their topics was available in the 

library.  They indicated they also took advantage of the municipal library and the 

Rhodes University library which is close-by.  Some even mentioned that the 

library staff would use inter-library loan services to see to it that they receive the 

material they needed.  Graduates mentioned that there are a lot of journal 

articles at  the WSU (Buffalo City Campus) library. 

   

Skills Development 

The majority of students i.e. 70% felt that research sharpened their skills.  They  

also mentioned that it improved their skills in written communication.   One  

graduate commented : “I had a problem of writing very long sentences but after  

writing the research report I have improved a lot”.   Another commented: “I am  

able to conduct projects because of the skill I got in writing a research proposal.” 
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From their comments students indicated that they developed a variety of skills 

like communication skills, report writing, presentation skills, and interpersonal 

skills through doing research.    

 

Level of difficulty experienced during process of research     

In this section respondents were asked to rate the level of difficulty they  

experienced during the research process ranging from very difficult to not  

difficult. 

 

Selecting a topic 

A minority of students (17%)  indicated that selecting a topic was very difficult,  

67% said it was difficult and 17%  indicated it was neither difficult nor easy. 

Comments ranged from “My topic was found to be not researchable and I had to  

rephrase it.”  “My topic was said to be very broad and I had to narrow it down.” “ I  

kept on changing my topic.  My real one was the fourth one.” 

“Difficult! This was made difficult by the lecturer for research methodology and 

the supervisor not agreeing on the suitability of my topic.”  “It took me about a 

month to decide on my topic.” 

Research proposal   

Regarding writing the research proposal most respondents felt the research  

proposal was difficult because it was their first time having to develop a proposal.   

Report writing 

Report writing was generally regarded as not difficult.  Comment:  “Report writing  
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was not that difficult because it is about reporting what your respondents gave  

you.”    

Analysis and interpretation 

Responses on analyzing and interpreting data varied from very difficult and 

difficult.  No respondent experienced analysis and interpretation of data as easy.  

The respondent who did not answer this question made this comment:  “Analysis 

and interpretation of data was not  easy.  Sometimes you cannot make sense of 

the answers provided to you and  so you have to go back to the respondents for 

more explanations.”  The respondent who said it was very difficult indicated: 

“This was the most difficult part for me.  The data was raw and I did not know 

how to make sense out of it.  It took me about two weeks to decide on how I was 

going to tackle data interpretation.”  One respondent who said it was difficult 

commented: “It is time consuming!”  

Referencing, bibliography and lay-out    

Those who said referencing, bibliography and lay-out  was difficult said 

“Referencing of books was easy but referencing articles from journals and the 

internet was difficult.”  Another respondent said: “I still struggle with this part.”  

Those who responded it was easy made the following comments:  “This part was 

easy because on top of what was taught in class during the course of our studies 

our supervisor invited someone from the library to come and teach us on how to 

write references and bibliography.  The librarian even gave us some booklets 

which I used most of the time.  In my group the supervisor was also the lecturer 

for research methodology and in our research methodology tests she would 
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always have a 10 mark question where we had to correct a bibliography that was 

written incorrectly.  I think this helped us a lot in getting used to referencing 

correctly.”   

  

Problems experienced by students during the research process 

Respondents were asked the three most important problems they experienced  

during the research process.  One graduate  responded as follows:  “All I 

experienced was that people with authority in the corporate world are reluctant to  

allow students to conduct research inside their companies.  When they refused  

me permission to conduct my research I viewed it as though they had something  

to hide.  I was turned down by four companies.  I almost gave up.” 

 

“I also had a problem with managers who did not have the time to sit down with 

me and give me the information I needed as well as those respondents who write 

one or half sentences when answering questions.  My view is that most people 

see research as a complete waste of time”.  

 Suggestions from students  

Finally students were asked to suggest what they thought should be  

done to deal with students’ problems and the following comments were made: 

 Research methodology should be made a course on its own with enough 

time. 

 Doing research for working people is difficult. 

2010 HICE Proceedings - Page 1874



 Most of the topics researched in the HR field are work-based and this is 

difficult for students who are not working and those who have never 

worked before. 

 Research should be done at Masters level rather than B. Tech level. 

 Research should be started at a diploma level because it is difficult for B. 

tech students to cope when they start it at B. Tech level. 

 Again it must be ensured that the lecturers who are given the task of 

handling B. Tech research are given enough time to interact with their 

students.  They must not be overloaded. 

 

Another problem that was mentioned is the confusion between the opinions of 

the research methodology lecturer and those of the supervisor’s about the 

suitability of one student’s topic.  The methodology lecturer rejected the topic but 

the supervisor was interested in it.  The supervisor gave guidance, suggested 

websites and journals that the student must consult.   

 

Another problem mentioned had to do with availability of computers during 

literature review.  The respondent mentioned that firstly there were a few 

computers at the library for searching for information.  “Even if you managed to 

get a computer you will be allocated one hour only to work on it which is a very 

short period for someone conducting research.  Secondly there were not enough 

books at the library.  Thirdly I did not know which journals to look for but my 
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supervisor helped me to find the relevant journals.” The last statement about 

unavailability of books is contrary to what the majority of respondents said. 

 

Regarding advice to fellow students wishing to undertake research the following 

comments were made:   

• students must continuously work on their projects, to meet timeframes to 

complete the different stages of their projects. 

• Consult their supervisors regularly 

• Learn from other students’ mistakes 

• Consult other relevant sources of information to broaden their knowledge 

or information base 

• Improve as they go along. 

 

Students’ perceptions of research highlight the difficulty of conducting research.  

However these are students who completed their research projects but not within 

the required period.   

CONCLUSION 

As with other types of educational courses obtaining feedback from students is 

crucial to the on-going success of any educational programme.  This research 

was inspired by the need for a deeper understanding of students’ satisfaction and 

dissatisfaction regarding research.   Since the majority of students experienced 

research as difficult, the researcher recommends that the school introduces 

research at the first year level of the national diploma.  By the time students get 
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to the B. Tech level they will be familiar with research and this should help them 

to finish their research projects on time.  From their comments students indicated 

that they developed a variety of skills like communication skills, report writing, 

presentation skills, and interpersonal skills through doing research.   One 

respondent even mentioned that she is able to handle projects because of the 

skill she acquired in proposal writing.  This is contrary to Wagner and Maree’s 

contention that undergraduate research methodology is only useful to students 

who continue with post-graduate studies.  HRM graduates from WSU who left 

after completion of their B. Tech program are of the opinion that doing research 

at B. Tech level has improved their skills including project management skills. 

Further research 

The pilot study is a starting point in developing a survey instrument, a self-

administered questionnaire that will be used in a broader study to be rolled out to 

all B.Tech students including those from other institutions. 

 

Since too many students experienced difficulty in securing permission for entry 

into the workplaces for the purpose of collecting data for their research projects it 

may be of benefit to consider further research aimed at establishing the 

importance employers attach to research.  It is also important to explore what 

topics are of interest to employers in the area of human resource management 

so students may pursue those. 
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On the Guidance and Emotional Support from English Teachers 

in the  Postgraduate Students’ Practice of Autonomous learning 

Abstract： 

The research was based on the investigation of the first-year postgraduate students of Hebei 

Normal University in China. The purpose is to investigate the students’ autonomous study ability 

in learning English, and probe into the existing problems in teaching and learning.  Findings 

show that most postgraduate students have the ability of self-management, self-adjustment to 

certain degree, yet they are still in passive learning. Therefore it is of great necessity for the 

English teachers to offer some guidance and emotional support in their autonomous study. With 

the help of teachers, the students’ autonomous ability can be cultivated effectively and their 

academic achievement can be improved accordingly.  

Key words: English learning,   autonomous learning,   the role of English teachers 

Introduction： 

It is admitted that the postgraduate students have the ability in self-planning, self-

controlling and self-monitoring and they are capable of learning in their majors with plenty of 

relevant know-how ability. Yet when it comes to English study, the students lack of 

consciousness in actively participating in learning and teaching in the class and lack of self-

determination consciousness. They feel nervous and anxious in learning English and perform 

badly in study methods adjustment. Meanwhile, the English teaching for the postgraduate 

students follows the traditional model, which is teacher-centered class. The disadvantage of this 

model is that the teachers focus too much on passing on knowledge and neglecting the 

cultivation of the students’ language capacity and comprehensive ability. The students’ 

comprehension and subjective initiative are underestimated and their learning initiative cannot be 

stimulated and their ability in using the language cannot be improved.   

       Presently, with the penetration and development of the reform in English teaching, a new 

teaching model—student-centered model gradually replaces the teacher-centered model. And  
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autonomous study is one of the student-centered models. It goes without saying, of course, that 

this shift of locus of responsibility from teachers to learners requires the changes of the learning 

methods and the reshaping of the roles of the teachers and students. 

 In addition, the postgraduate students have mastered the basic knowledge of English and 

possessed skills in reading, listening, speaking and writing. Meanwhile, the introduction of CAI 

(Computer Assisted Instruction), which provides not only the words but also the sounds, the 

pictures and the supplementary materials from different resources, makes autonomous learning 

by the students possible. Since the students lack of self-consciousness and self-monitoring and 

self-adjustment in learning English, whereas autonomous education helps students develop those.  

Thus the autonomous learning model possess overall positive effect on their learning. 

        It is true that autonomous learners are expected to assume greater responsibility for, and 

take charge of, their own learning. However, learner autonomy does not mean that English 

teachers become redundant, abdicating their control over what is transpiring in the language 

learning process. It is believed that in order to help students to assume greater control over their 

own learning teachers should help them to become aware of and identify the strategies that they 

already use or could potentially use (Holmes & Ramos, 1991, James & Garrett, 1991). Thus it is 

of great necessity for English teachers to do some research and carry out experiment on the roles 

and functions of both the teacher and students in autonomous learning. 

In recent years, many researches have been done on the practice of autonomous learning. 

However,  most of them focus on the students’ aspects, discourse on the teacher’s role is rarely 

seen. Hereby the research group intends to discuss the following two aspects ---- the teacher’s 

guidance and emotional support to the students in their practice of autonomic study. 

The definition of autonomous learning  

 Over the last two decades, the concepts of learner autonomy and independence have gained 

momentum, the former becoming a 'buzz-word' within the context of language learning (Little, 

1991). According to Holec, autonomy is defined as the ability to take charge of one’s own 

learning (Holec,1981).  Furthermore, Dickinson accepts the definition of autonomy as a situation 

in which the learner is totally for all of the decisions concerned with his or her learning and 

implementation of those decision.(Dickson,1987) In David Little's terms, learner autonomy is 
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essentially a matter of the learner's psychological relation to the process and content of learning. 

a capacity for detachment, critical reflection, decision-making, and independent action (Little, 

1991). The autonomous learner takes a (pro-) active role in the learning process, generating ideas 

and availing himself of learning opportunities, rather than simply reacting to various stimuli of 

the teacher (Boud, 1988; Kohonen, 1992; Knowles, 1975). It can be seen that this line of 

reasoning operates within, and is congruent with, the theory of constructivism. The autonomous 

learner is a self-activated maker of meaning, an active agent in his own learning process. He is 

not one to whom things merely happen; he is the one who, by his own volition, causes things to 

happen. Learning is seen as the result of his own self-initiated interaction with the world. (Candy, 

1991). 

On a general note, the term autonomy has come to be used in at least five ways (Benson & 

Voller, 1997): a) for situations in which learners study entirely on their own; b) for a set of skills 

which can be learned and applied in self-directed learning; c) for an inborn capacity which is 

suppressed by institutional education; d) for the exercise of learners' responsibility for their own 

learning; e) for the right of learners to determine the direction of their own learning. 

 Autonomous learners understand the purpose of their learning program, explicitly accept 

responsibility for their learning, share in the setting of learning goals, take initiatives in planning 

and executing learning activities, and regularly review their learning and evaluate its 

effectiveness (cf. Holec 1981, Little 1991). In other words, the practice of learner autonomy 

requires insight, a positive attitude, a capacity for reflection, and a readiness to be proactive in 

self-management and in interaction with others.  

The autonomous language learner takes responsibility for the totality of his learning 

situation. He does this by determining his own objectives, defining the contents to be learned and 

the progression of the course, selecting methods and techniques to be used, monitoring this 

procedure, and evaluating what he has acquired. His selection is based on the objectives set and 

its applicability to internal and external constraints. The student evaluates his attainment through 

his objectives, and this evaluation helps him to plan subsequent learning. The concept of 

autonomous learning requires a redefinition of knowledge from an objective universal to a 
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subjective individual knowledge determined by the learner. For teachers, it means new objectives 

which help the student define his personal objectives and help him acquire autonomy.  

Helping learners to become autonomous 

Attempts to theories the process of 'autonomisation' (e.g., Little 1999, 2000a, 2000b) have 

been strongly influenced by neo-Vygotskian psychology, which sees learning as a matter of 

supported performance and emphasizes the interdependence of the cognitive and social-

interactive dimensions of the learning process. According to this model, the teacher's role is to 

create and maintain a learning environment in which learners can be autonomous in order 

to become more autonomous. The development of their learning skills is never entirely separable 

from the content of their learning, since learning how to learn a second or foreign language is in 

some important respects different from learning how to learn mathematics or history or biology. 

 In the student-centered teaching model, teachers are no longer the only experts in imparting 

knowledge, but just organizers in classroom teaching activities. Second, teachers should act as 

supervisors and guide the students to seek truth, to practice, rather than to accept knowledge 

merely. Third, teachers should be participants and often participate in students’ communication 

and provide a scaffold for their students’ learning with their own knowledge and experience --- 

even when they are not immediately in a communicative exchange.  

From above definitions, we can see that the learners must be independent thinkers, and 

should have a clear view of the whole learning process, including the purpose of learning, the 

aim of learning, the way of learning, the choice of materials in learning, etc. Of course, there is 

no doubt that it is very useful for the students to learn autonomously. But it is not very suitable in 

our students’ cases. The students should be encouraged to do some learning by doing on their 

own under the teacher’s guidance. At the same time, the teachers should adopt a new teaching 

method to complete the transition from the teacher-centered teaching model to the student-

centered one.  

In this process, the teacher’s role has changed, but just partially not totally, the same to the 

students’ role. With the wider and wider use of CAI in English teaching, we have to admit that 

the teachers’ privileged and centered position in teaching is being challenged. First, since the 
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students can get more knowledge from a variety of channels through the computer, the 

traditional figure of teachers as authority and expert is turned over in the role of teacher. Yes, 

teachers are no longer the only experts in imparting knowledge, but just organizers in classroom 

teaching activities. Second, teachers should act as supervisors and guide the students to seek 

truth, to practice, rather than to accept knowledge merely. Third, teachers should be participants 

and often participate in students’ communication and “provide a scaffold for their students’ 

learning with their own knowledge and experience --- even when they are not immediately in a 

communicative exchange.  

As a result of the change in teacher’s role, the students’ role in classroom teaching has 

changed, too. First, the students should be active learners rather than passive receivers. They 

must know what to do and where to go under the guidance of the teacher. They must be 

industrious enough to consult the reference books or surf on the internet so as to gain some 

knowledge on their own. Second, the students should be active participants or performers in class. 

In tradition, the teachers play the absolute lead in the classroom teaching, and they are the only 

protagonists.  

Learner autonomy is generally regarded as a defining characteristic of all sustained learning 

that attains long-term success (Little, 1996). Autonomy has been described and defined in a 

number of ways in connection with language learning. To take charge of one’s own learning is to 

have, and to hold, the responsibility for all the decisions concerning all aspects of this learning: 

determining the objectives; defining the contents and progressions; selecting methods and 

techniques to be used; monitoring the procedures of acquisition, evaluating what has been 

acquired (Holec, 1981). 

 These views suggest that learning and teaching the autonomous way poses tremendous 

challenges for both learners and practitioners. Second language learners of English possess 

relatively limited control over the language. In this sense, they are not independent of external 

support, for example, teacher input. Consequently what the teachers do and how they conduct 

their classes would necessarily impact on the prospect and practice of autonomous learning          

 Participants: 
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The research was carried out by a group of English teachers who are teaching English to the 

postgraduate students.  First four classes (two for science major, two for art) were randomly 

selected form the first-year postgraduate students in Hebei Normal University, 210 

questionnaires were distributed and among them 184 were valid. Based on the finding from the 

questionnaires two teachers began to carry out some experiment on the students’ practice of 

autonomous learning. All the students of the four classes are involved in the research. 

Methodology: 

The research is a case study and random sampling is adopted for the participating students. 

Based on the data collection of the questionnaires, the research group began to search for 

theories of autonomous learning and teacher education. Besides, the research group has also 

made some interviews before the experiment, during and after the experiment. According to the 

finding from the questionnaires and interviews before the experiment, two teachers combined the 

autonomous learning theories into classroom teaching, offered students the guidance on the study 

methods and method adjustment and as well as some emotional support. Finally, by making 

comparsion with the findings of the questionnaires and interviews after and before the 

experiment, the research group has drawn some conclusion that the students’ autonomous 

learning can be cultivated with the guidance and emotional support of the English teachers. 

Theoretical Framework: 

I. The Educational Theory of Noam Chomsky  

According to theory of transmission of Chomsky, teaching should not be compared to 

filling a bottle with water but rather to helping a flower to grow in its own way. Any good 

teacher knows methods of instruction and range of materials covered are matters of small 

importance as compared with the success in arousing the natural curiosity of students and 

stimulating their interest in exploring on their own. What students discover for themselves will 

be remembered and will be basis for further exploration and inquiry and perhaps significant 

intellectual contribution.  

2. Cognitive principles 
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        Helping students become effective learners is relevant to the key principle: a metcognitive, 

or self-monitoring approach can help students develop the ability to take control of their own 

learning goals and monitoring their progress in achieving them. There are five general cognitive 

principles that help us understand what happens in the classroom:  the constructivism principle,  

the context principle, the change principle, the individuality principle, the social learning 

principle. Among these principles, the constructivism principle mens that individuals build their 

knowledge by making connections to existing knowledge; they use this knowledge by 

productively creating a response to the information they receive. According to the individuality 

principle, each individual constructs his or her own mental structures, different students have 

different mental responses and different approaches to learning. Any population of students will 

show a significant variation in a large number of cognitive variables. Educators should look at 

each child as an individual who learns distinctively. Consequently, the knowledge and skills that 

are worthwhile learning varies with the individual. At any rate, individual learners differ in their 

learning habits, interests, needs, and motivation, and develop varying degrees of independence 

throughout their lives (Chomsky, 1982). The social learning principle is based on the work on 

group learning that builds on the ideas of the Russian psychologist, Lev Vygotsky. These ideas 

have had a profound impact on modern theories of teaching and learning. It shows that for most 

individuals, learning is most effectively carried out via social interactions. 

3. Theory of affective education 

        A teacher may provide such students with the emotional support they need to focus on 

learning. There is connection between students’ academic achievement and their need to feel safe, 

accepted, and valued. Researchers single out a safe, welcoming, stimulating, and nurturing 

environment focus on learning.  

        The education theory of Norm Chomsky, the cognitive principles and the theory of affective 

education form the frame work of the research and they are also the principles which the two 

teachers followed in their teaching practice. The understanding of the theories and principles can 

help both the teachers and students improve their teaching and learning.  

Experiment on the students’ practice of autonomous learning 

2010 HICE Proceedings - Page 1888



       In order to cultivate students’ autonomous learning, two teachers have tried some methods in 

their classroom teaching. Firstly, they tried to set up classroom collaborative learning by way of 

discussion:  The whole class was divided into groups, before the class the students were asked to 

make preparation for the discussion topics, which sometimes was given by teachers, sometimes 

the students choose by themselves. Since they all searched for the resources and information 

needed for the discussion, every member of the group were involved in the topic discussion in 

class. Finally the representative of the group will deliver their speech in the presence of the 

whole class. Secondly, the teachers selected some heated topic for the students’ discussion or 

writing. The purpose is that the teachers tried to make every one involved in the task, for they 

can easily find information by searching from the internet, books, and articles, and everyone has 

something to share with others. The process of thinking and writing is a kind of autonomous 

learning. Thirdly, the teachers, by adopting different methods, organized a variety of classroom 

activities in class to create language learning environment. For example, ask students to have a 

debate on some topics such as whether owning private cars should be advocated in cities, 

whether people should hire some one to take care of their sick parents, etc. By way of debating, 

the students learned how to find evidence to argue with others, how to organize their ideas, how 

to convince others.  From these activities, the students themselves find learning English is very 

interesting, and they also come to know that in addition to the teacher’s lecture, there are so 

many other ways to learn. As language teachers, they should teach the students to use the 

language rather than the language itself. 

Findings: 

     The questionnaire  consists of some general  questions and  questions concerning with the 

individual phases in the process of autonomic study, such  as: preparation of the class, whether 

they have clear objective, draw any practical plans for study, make some adjustment  both for the 

study method and plans and make evaluation on their learning effect by themselves. It also deals 

with the students knowing about theory of autonomic study. It can be seen from the results of the 

questionnaires that there are some imperfect aspects such as without well-defined plans, scarce 

capacity of self-management in the process of study, big gap between anticipatory goal and 

learning effect, insufficient master of learning theories. There are some data analyses in the paper.  
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Without well-defined plan: From the findings of the questionnaire, it can be indicated that 

20% of the students  have any plan in their study, 41% of them think they have drawn the plan 

yet they can not follow it. As for the question whether they can select the learning content 

according to their own objectives, there are 15% of students definitely saying that they can not, 

while 14% think that they are capable of making choices for the learning content by themselves. 

It is obvious about 70% of the students are not quite sure of their ability of making choice. 

Finally, when it comes to the question whether they can chose the appropriate study method in 

relevant to the content, the number of the students who think they can not amount to  34%.  

Scarce capacity of self-management in the process of study: Only 18% of the students 

express that they are capable enough to make adjustment to their study plan according to the 

practical situation. There are 16% students who will make full preparation for the class, while the 

number of the students who make little or no preparation is up to 29%. For the rest half of the 

students, they just prepare a bit for the class in normal time.  When asked about the time they 

spend on studying English after class, their answer is 18% students spend less than half hour, 

more than 50% spend more than one hour studying English.  In class only 9% students can catch 

up with the teaching process, while 19% students feel it hard for them to, and 5% think they are 

totally left behind.  Summarizing the learning experience is helpful for the improvement of study. 

The results of the investigation shows 50% student pay attention to the summarization of 

learning experiences yet they don’t exchange them with others, while there are only 7% students 

seldom draw summery of learning experience. 

Big gap between anticipatory goal and learning effect: As for the description about 

learning effect, 28% students believe that they get half the result with twice the effort in their 

English study,  they spend a lot of time on learning yet with little effect produced. 65% students 

think that they gain something from their learning , but the result is unsatisfying, and far from 

their expectation. 

Insufficient master of learning theories: 8% students said that they know about 

autonomous learning, while 35% students claim that they have no clear idea about it. 

The conclusion which can be drawn based on the analysis is that the students have certain 

ability of self-control, self-management and self-adjustment, yet the tendency to passive learning 
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is comparatively evident, and they lack of consciousness of participating in the teaching process 

actively and consciousness of self-determination. Students are the constructer of knowledge, the 

language practitioner and active paticipant of the teaching and learning process. The function of 

the English teachers can be of great importance, they should not only offer some guidance in 

their practice of autonomic study but pay attention to the emotional factors as well, therefore  

they  can help students overcome their  

Based on the questionnaire, the research group also has designed some open questions for 

the interview. 15 students of each class were randomly selected to be interviewed. There were 

totally  60 students joining the interview.  The questions mainly dealt with the problem they have 

in autonomous learning and what kind of help they need from their English teachers. By 

interviewing the students, the research group found that the role of the teacher is no more the 

mere imparter of the knowledge, it should change from sole type into compound type. On the 

one hand, the teacher offer guidance to the students to advance their autonomic study and 

development of various cognitive competences, on the other hand, the teacher give students 

emotional support in order to make them feel safe and confident in their study and develop their 

autonomy. The following is the summary of the reflections of the research group on the 

interview with the students:  

Offering guidance to the students in the autonomous learning 

 First of all, the teacher should be the promoter of the autonomous learning, that is to say, he 

may cultivate the students the consciousness, and help them know about the nature of the 

autonomic study, be aware of its effect and necessity in English learning. It is very helpful for 

the teacher to help the students have a clear idea about themselves. Since self-recognition is the 

base of autonomy study, the goal, plan and method of study depend upon clear ideas about their 

personal interest, language potentiality, learning style and learning strategies. Clearly, the teacher 

should foster students variety of study methods and learning strategies.            

Secondly, the teacher may give individual support to the students in the concept and 

technical aspects. It is true that the fundamental principle can be applied to all the students, 

whereas there are some difference in the help and support needed owing to the individual 

congenital factors, living environments,  interests, motivations and cognitive styles.  
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Thirdly, the teacher may provide and select proper materials for the students relying upon   

their academic knowledge and teaching experiences. In the age of information, there are 

tremendous amount of learning materials and resources. It is hard for the students to make 

selections accurately and rapidly. So the teacher can help the students select and make use of the 

materials.  

Giving emotional support in the autonomic study practice 

While teaching English, emotional factors play an important role.  In the autonomous study, 

reaction and participation are emphasized. If teachers pay more attention to the students’ 

emotional factors, they can help students overcome nervousness and anxiety so that they can put 

into study actively and achieve better results. Modern English teaching advocates the transform 

from knowledge-based teaching into student-based teaching. In the autonomic study, the main 

role of the students is given prominence, when the cognitive and emotional factors are combined 

together, the students can perform better in their autonomic study practice. The emotional 

support can be summarized as following aspects: 

Sense of trust: While offering help of self-management, the teacher should have trust in the 

students believing that they can be entirely autonomous after practicing. 

 Atmosphere of democratic consultation: The real relationship between teacher and 

students is not necessarily the controlling and being controlled relationship. In classroom 

teaching, the teacher may try to be flexible and make them interact and participate   through 

consultation, which can advance the practice and foster their sense of pride and responsibility. 

 Safe psychological environment: Many students feel nervous and anxious in the class, 

and they are afraid of being laughed at, of making mistakes etc. To make these students speak 

out freely and free to exercise their autonomy, the teacher should turn threatening companion 

into caring one, meanwhile the teacher himself should also weaken his own power. 

       Self-evaluation: It is generally believed that the teacher cannot be clear about the study 

progress in every aspect and make accurate evaluation on each student. Self-evaluation can 

furnish students chance to self-reflection and self-adjustment. Given the chance of self-
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evaluation means given the sense of responsibility, confidence and psychological security. The 

function of the teacher is the assistance to the self-evaluation instead of making evaluation. 

Conclusion:  

       After having done the experiment, the teachers of the research group all agree that it is of 

great necessity for English teacher not only to offer guidance in their practice of autonomic study 

but pay attention to the emotional factors as well. 

The English Teacher should help students become effective learners --- help students 

develop the ability to take control of their own learning goals and monitoring their progress in 

achieving them. The English teacher should look at each student as an individual who learns 

distinctively. Both the technical guidance and emotional support can help the students actively 

participate the classroom teaching and advance their autonomic study. It is hoped that the 

research can affect and motivate the reform of English teaching model and the effective 

improvement of the English level of the postgraduate students.  

Limitations or Further Investigation:  

There are the limitations of our present study, and we can draw some implications can be 

drawn from them. First, if the classroom observation can be added to this study, it can give us 

more hints about the role or the function of the English teachers. Secondly, since there is no 

tracing report about later studies of the postgraduate students, we can not see whether the 

students’ competence of autonomous learning can be sustained. As for the teachers, we need to 

make more theoretic researches on learning strategies and know more about students’ learning 

and affection education. 
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The purpose of this paper was to apply Latent Class 
Analysis (LCA) to identify distinct groups or clusters of 
Kindergarten teachers who rated the characteristics of 
kindergarten readiness items in the Early Childhood 
Longitudinal Study (ECLS), in fall 1998. 
  More than three thousand Kindergarten teachers in the 
ECLS completed comprehensive survey questionnaires 
covering many instructional areas including teachers’ views 
on pupil readiness, school climate and environment. 
Selected items on teachers’ views on pupil readiness for 
Kindergarten were subjected to latent class analysis. 
Latent Class analysis is a method for analyzing the 
relationship among manifest variables where a number of 
latent or unobserved categorical variables are used to 
explain the relationships among the manifest data. 1  The 
                                                 
1 1 For more complete information on LCA, see 1) Papers by Jay Magidson and Jeroen Vermunt, 
http:www.statisticalinnovations.com 2.) J.A. Hagenaars and A.L McCutcheon, (2002), Applied Latent 
Class Analysis NY: Cambridge University Press 
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analysis was performed with Latent Gold Version 4.5 
(Vermunt & Magidson 2005). 
Unrestricted latent class methods were used to model the 
data. 
 
 
 As an exploratory LC Cluster analysis of the data, different 
models were estimated by stepwise addition of classes to 
identify the model that fit the data well. 
 
Results:  
The Bayesian information criterion (BIC) indicated that a 

 Model with four general classes/clusters of teachers fitted 
the data better than two, three, or five class models. The 
predominant view of the teachers on the characteristics of 
readiness for kindergarten was those relating to: Following 
directions, no disruptive behavior, problem solving skills 
and knowing English language. 
The pattern of responses (the conditional probabilities) of 
the teachers suggests the four clusters of teachers were 
those who believe the above characteristics were very 
important (62%), essential (21%), somewhat (15%) or not 
important (.9%).  
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Professional Learning Communities in K-12 Schools: The Implementation Process Using 

Organizational Change Models 

Abstract 

With the recent budget cuts concerning education, the face of traditional 

education will be forever changed.  Professional development for teachers will be 

significantly effected as a result of the lack of funding.  Where better to turn for 

professional development than looking at the educators that teach at the school. 

Professional development for teachers is necessary for their growth as professionals. 

Professional learning communities (PLCs) will allow teachers to get the professional 

development they need to renew their craft. PLCs take advantage of the best-untapped 

resource at schools. Why should teachers attend conferences, seek mentors that are off 

campus, hire educational coaches to assist in the reflective process when teachers at that 

same site can do all of that?  Teachers can teach other teachers, and through that process, 

there becomes a sense of learning and collaboration. 

This study will investigate where the current literature falls short and where to 

inject further energy into the efforts of implementing and sustaining professional learning 

communities. The research question addressed is, is there a relationship between the 

factors prescribed by Kotter’s model that were included in the implementation process 

and student success.  Interviews were conducted to ask school leaders how the 

implementation process was carried out, and the API scores were used as the indication 

of the success of the professional learning community. 

Introduction 

Taking introspection into the implementation process of professional communities 

in K-12 schools allows other schools to learn from mistakes that are made during the 
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way. An analysis of this process is important because organizations only improve “where 

the truth is told and the brutal facts confronted” (Collins, 1997, p. 5). 

With the recent down turn in the economy, more organizations are being re-

strategized, downsized; merging with other organizations, or the organization is renewing 

its efforts and organizational culture. As a result from these efforts, more organizations 

will be pushed to reduce costs, improve quality of their products and service, and 

improve conditions for employees while they are at work. 

            Schools are not immune to these downsizing efforts as a result of the 

economy. Many education budgets have been slashed by fifty percent. These cuts will not 

allow results in little to no budget allowances for professional development for teachers. 

The purpose of this study is to look at the emerging trend of Professional 

Learning Communities as they will be a necessity for school improvement endeavors.  

Naturally, schools will take on a “new way of doing things”, which will yield a cultural 

shift in the school community.  The literature currently on Professional Learning 

Communities does give a prescribed process in Getting Started: Reculturing Schools to 

Become Professional Learning Communities by Robert Eaker, and Richard and Rebecca 

DuFour in the implementation process of the new school system. However, it neglects 

several key organizational change principles. The current literature does provide a 

framework to walk a school through the change process. Nevertheless, it skips relative 

and important steps that must be addressed in an effective organizational change. The 

book is incomplete, and does any follower of Eaker and Dufour a disservice. Instead, the 

Bolman and Deal’s four frames is used as a needs assessment tool to ascertain the current 

stage of the school.  Then Kotter’s (1996) eight-stage change process is used to analyze 

the school’s effectiveness in enduring change.  
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By doing this analysis, it will highlight where to inject further energy into the 

future efforts of schools implementing and sustaining a professional learning 

communities. It also should be noted, that of all of the PLCs that have been implemented 

nation-wide, many did not use organization change models in doing so, and authentic, 

team-based PLCs are exceedingly rare (Schmoker, 1999). 

Background on Professional Learning Communities 

 Professional learning communities are currently defined as having no universal 

definition. There are commonalities of consensus building for the organizations decision-

making; however, consensus is a subjective term and specific to each organization. There 

are commonalities among professional learning communities that groups of teachers 

share and critically interrogate their practice, as a result, this behavior is depicted in being 

ongoing, reflective, collaborative, having a common mission, vision, values, and goals in 

the organization, is inclusive, learning-oriented, and promoting professional growth. It is 

generally agreed that professional learning communities (PLCs) promote and sustain the 

learning of professionals in a school with the collective purpose, enhancing student 

learning (Stoll & Louis, 2006). 

 The origin of learning communities dates back to 1927, when Alexander 

Meiklejohn formed the two-year experimental college at the University of Wisconsin, 

Madison (Kellogg, 2003). PLCs have five characteristics. They have shared beliefs, 

values and vision. They have shared supportive leadership, collective learning, supportive 

conditions, and a shared personal practice (Hord & Sommers, 2008). 

 Dufour (2004) argued that “Learning Community” has been used to describe a 

grade level teaching team, a school committee. “Learning Community” has also been 

used to describe single high school department, a school, an entire school district, a state 
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department of education and even a national professional organization. This term has 

been used or misused so often and for so many different applications that it is in danger 

of losing its meaning and integrity altogether. This definition may in fact be too large and 

too broad. If a learning community is too large in size, does it lose its effectiveness? 

 “The most promising strategy for sustained, substantive school improvement is 

building the capacity of school personnel to function as a professional learning 

community (Milbrey & McLauglin, 2008 cited in Professional Learning Communities at 

Work, Dufour & Eaker, 2004). 

Organizational Change Efforts 

 Most organizational change efforts fail. Many times they fall into several pitfalls 

during the implementation process. Organizations have been changing more rapidly over 

the past two decades then ever before. With the recent down turn in the economy, more 

organizations are being re-strategized, downsized; merging with other organizations, or 

the organization is renewing its efforts and organizational culture. As a result from these 

efforts, more organizations will be pushed to reduce costs, improve quality of their 

products and service, and improve conditions for employees while they are at work 

(Kotter, 1996). 

Recommendations for Schools Using The Eight-Stage Change Process  

 According to Kotter (1996), there are eight stages that an organization must go 

through in order to sustain the change. The stages include 1) Establishing A Sense of 

Urgency, 2) Creating the Guiding Coalition, 3) Developing a Vision and Strategy, 4) 

Communicating the Change Vision, 5) Empowering Broad-Based Action, 6) Generating 

Short-Term Wins, 7) Consolidating Gains and Producing More Change, and 8) 

Anchoring New Approaches in the Culture (Kotter, 1996). For successful change to take 

2010 HICE Proceedings - Page 1903



PROFESSIONAL LEARNING COMMUNITIES  6

place, no matter how large the change effort is, the sequence of these steps is important. 

Skipping even a single step or getting too far ahead without a solid base always creates 

problems (Kotter, 1996).  

Establishing a Sense of Urgency 

 Since the publication “A Nation at Risk” came out in 1983, people have adopted 

the opinion that American public schools are failing. Thus, leaving our graduating 

population less equipped to compete in global markets (Senge, 2000). If only it were that 

simple.  

Schools face a unique set of pressures these days, unknown to any other kind of 

organization. In the nineteenth-century industrial world, a one-size-fits-all 

educational system was a boon that reduced the abusiveness of child labor and 

brought opportunity to the world. By 1950, half of the eighteen year olds in 

industrialized nations expected to graduate secondary school; many of these 

people got relatively good jobs even though they had little more than sixth-grade 

level math and reading skills. By any objective measure, when you take into 

account the full range of the school population, educators in the United States 

(and around the world) are still as good, and probably better, at teaching basics 

sills. (Senge, 2000, p. 9). 

Create a Guiding Coalition 

 An effective broad-based leadership team is comprised of a variety of interests 

and perspectives. By the leadership team being inclusive, wide ranges of stakeholders are 

included and the workload is distributed. This also will develop a broader ownership of 

the school’s improvement plan (Blankstein, Houstin, Cole, 2008). 
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 The leadership team should include eight to ten members. These members should 

be from a variety of roles in the school. There should be at least one principal or assistant 

principal, at least two grade-level classroom teachers, and other support staff such as: 

counselors, psychologists, and paraprofessionals. The team should also include parents, 

afterschool program leaders, and technology support staff. Ideally, teachers who are 

respected among their peers should be sought out to join the team, which will heighten 

the team’s credibility. Having a wide range of roles included in the leadership team will 

bring about complimentary strengths. Of course, the inclusion of a principal or assistant 

principal will ensure that the decisions that are made have administrative support.  

Develop Vision Strategy 

 Many times schools skip the first step: developing and building a common 

mission, vision, values and goals (MVVG). Most schools feel that they already have a 

school vision or mission statement, why should they go through the trouble in redoing 

them?  After careful review of professional learning communities, it becomes clear that 

the MVVG has not been created in a collaborative way, nor are the goals measurable. 

One reoccurring theme is the principal and the two assistant principals created the vision, 

“To create productive citizens”. Although admirable for society, it cannot be measured. 

Many times, schools divide the departments into “collaborative” teams without having 

them work toward a vision, and then pass out common assessments without determining 

what is the value when they review the common assessments. The other problem is that 

the school has 50 teachers, 1125 students, and 1,912 parents, yet only three people 

collaborated to build the MVVG. 

Developing the Mission, Vision, Values, and Goals 
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 Sometimes there is little or no group comprehension of the differences among, 

and definitions of, MVVG. Develop clear definitions of each component, and hold on to 

these definitions. They will be important when you are training new staff members, or 

reviewing the mission and vision with the entire student body. Remember, it is important 

to include students in the creation of your common MVVG.  

Mission. The mission statement is an explanation on why does the school exist. In 

meetings, all decisions should be directed to the mission and vision of the school. The 

topic of cost cutting in schools is more meaningful when the topic of the mission is 

brought up rather than beginning with “we need to cut copy costs.”  People will unite 

around a mission, especially when they are being asked to do the same job they have 

been doing, just on less (Bolman & Deal, 2008). 

The main focus of a professional learning community must be learning. The 

mission statement must go beyond “each and every child becoming lifelong learners.”  

Some entities must be identified when discussing learning. They are: “1) what do we 

expect students to learn? 2) How will we know what students have learned?  3) How will 

we respond to students who are not learning” (Eaker, Dufour, & Dufour, 2002, p. 12)? 

Vision. “Vision turns an organization’s core ideology, or sense of purpose, into an 

image of the future” (Bolman & Deal, 2008, p. 225). The vision should be measurable. 

Where does the school want to be in six years?  There should be a six-year plan of where 

the school wants to go, with benchmarks after every year.  

 The vision statement is the product of action research. Rather than writing a “wish 

list” of where the school wants to be (i.e.: the use of more technology, new band 

uniforms, etc.), the vision statement should articulate results operating on the bare 
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essentials. The vision statement should be directed to describing what excellent academic 

programs look like (Eaker et al, 2002). 

 Finally, every decision should be based on the school’s vision. The vision 

statement forms the basis for school improvement planning, budgeting, staff 

development, and other improvement endeavors. “Discussions and decisions should 

inevitably focus on the question, ‘How will this help us move the school toward the 

vision we have for our school’” (Eaker et al, 2002, p. 15)? 

Values. Values that count are those an organization are demonstrated, regardless 

of what is articulated in the mission statement or formal documents. The value statements 

clarify the purpose of the school. 

Carefully review the current school vision and mission statements.  From the 

guiding coalition group, have them identify several attitudes, behaviors, and 

commitments that are shared in the organization.  Next, develop the statements in a draft 

form to be presented at a faculty meeting.  Have small groups break out to discuss the 

statements and to provide feedback to the guiding coalition.  Finally, have the small 

groups meet and revise the statements until there is a consensus.  Present the final draft to 

the entire staff for their endorsement (Dufour & Eaker, 2004). 

Goals. The goal statements break down the vision into small measurable units. 

The goals provide a plan that build toward the vision. Goals are monitored continuously, 

they are designed to promote short-term wins, they are measurable, and closely 

monitored (Eaker et al, 2002). 

Communicating the Change Vision 

Ineffective Communication 
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 Insufficient attention to communication has been cited as one of the most 

common causes of the failure of change initiatives (Kotter, 1996). In poor performing 

schools, there is the complaint of not knowing what is expected of educators’ 

performance or what educators can expect of the system (Hord & Sommers, 2008). 

Effective Communication 

 Communication structures are vital to a well-functioning professional learning 

community. Schools have a variety of structures to promote information sharing and 

communication. 

Meetings. In a professional learning community, meetings can become 

overwhelming and defeat the strategy for saving time and increasing effectiveness. 

Faculty Meetings. Information about weekly events, holidays, and themes for dances 

should be done through email or circular notes. Items requiring discussions should be 

addressed during the meetings. Decisions that must be made using the school’s consensus 

method are ideal for face-to-face meeting time. 

Email and Circular Notes. Transferring information in a timesaving, paper-saving 

way. This is an effective manner in which to get factual communication circulated. This 

type of information should not contain anything that should involve a discussion. 

Newsletter. Can be not only vertical information, coming from top-down, but can 

also be used in horizontal communication between grade-levels or departments. Teachers 

can have weekly newsletters to communicate to students and parents. 

Empowering Employers for Broad-Based Action 

 Empowering employers involves removing barriers and providing supports so 

employers can make the changes that they are being asked to make. In PLCs, there are 

common issues that arise that involve resources. The first is providing professional 
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learning for all professionals on the campus. Another is time. Collaboration does take 

time. 

Not Including Support Staff in the Professional Learning Community 

 The support staff has been a neglected partner within professional learning 

communities. There must be adequate professional learning for all adult members in a 

knowledge-rich world. Finally, professional learning communities are characterized by 

the focus of learning, and the commitment and involvement of all staff in the community 

(Stoll & Seashore Louis, 2007). 

 Support staff can be included in the professional learning community by 

encouraging them to participate in the faculty meetings. When the support staff is 

included in the faculty meeting, they have become part of the consensus, or the 

collective-decision making body. The contributions that the support staff makes should 

also be affirmed and publicly valued. There must be time and funds allocated for their 

specific professional development. Incorporating join staffrooms and facilities will also 

create a culture of inclusion. The support staff will feel included in the school 

improvement when they are included on panels for the appointment of new staff and 

faculty appointments. Finally, their roles must be defined as being active contributors to 

student learning. 

 The support staff should be involved in the professional learning community 

because each constituent group makes up the school, which makes a significant 

contribution to advancing the school’s vision. The task of developing value statements, 

and a common mission and vision should not rest solely on the educators of the school. 

Every group within the school community should complete an exercise that identifies 

value statements for that group (Dufour & Eaker, 1998). 
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 The term support staff is used for two groups of school employees. Those who are 

directly involved in instruction and those who are nonteaching support staff. The 

instructional support staff members include such roles as: special needs assistants, 

technicians, and learning support assistants. The nonteaching support staff includes: 

secretaries, office administrators, cleaning staff, janitors, and school meal supervisors. 

The nonteaching support staff makes a less direct contribution to classroom learning but 

play an important role in students’ education (Stoll & Seashore Louis, 2007). 

 A school district in Ohio is one example of a connected staff that focuses on 

learning. This district had regular meetings with its custodial and food services staffs. 

The custodial staff focused on repairing and cleaning because they know this led to an 

environment more conducive to learning for the students. The food service staff would 

say they were making and serving nutritious food to fuel learning (Hord & Sommers, 

2008). 

Time for Collaboration 

 A major challenge that professional learning communities face, is the time for 

teachers to meet for learning and to do their collaborative work. Many schools note that 

they cannot develop into communities or professional learns because they do not have the 

time that is required. Joint work does take time. 

 Finding the time does require creativity as to not expend any further resources. 

Some examples: extend the instructional time of four days of the week, so one day during 

the week can be a half day for collaborative teams to meet. Another way is to have 

teachers take on five more students into each of their periods so they can have two 

preparatory periods to collaborate with other members of their teams. Inviting parents to 

help circulate the classroom, reinforcing student learning, while teachers are able to meet 
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in a central location that is near their classroom. Finally, hiring substitute teacher to do 

period-by-period relief so collaboration could take place.  

Generating Short-Term Wins 

No small wins; equals essentially no progress (Schmoker, 1999). Measurable 

small wins provide momentum to overcome resistance in the change process. The 

number one lever for improving morale and effective practice is by recognizing and 

celebrating short-term wins (Nelson, Blasé, & Kirby,).  

Celebrating is a form of communication, indicating what the organization values 

(Dufour & Eaker, 1998). The single best, low cost, high-leverage way to improve 

performance, morale, and the climate of change is to dramatically increase the levels of 

meaningful recognition (Evans, 1999). The compelling need to celebrate is that the 

mission, vision, values, and goals of the organization do not have an impact unless 

progress to those is celebrated (Dufour & Eaker, 1998).  

There must be a variety of celebrations at all levels of the organization, whether at 

the team level, or on the organizational level (Blankstein et al, 2008). Not only should 

celebrations be at the end of the year, there should be mini-celebrations dotted on the 

calendar throughout the year.  

It is recommended that each meeting begin with some manner of celebrating the 

weekly success. This celebration at the beginning of each meeting can include a member 

of the organization whose child just graduated from high school or if an employee 

increased their test scores on a common assessment (Blankstein et al, 2008). By 

beginning each meeting with a mini-celebration, the organization is communicating that 

they value sharing family success as well as individual professional success. 

Ways to Celebrate 
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 Once the vision and mission are adopted for the new PLC, there should be a 

celebration. This celebration could take place as an ice cream sundae party for everyone. 

The most effective way to celebrate is handwritten notes from the principal. Notes that 

are personalized can be placed in the teachers’ mailboxes, which is a private yet 

meaningful way to acknowledge their efforts (Hord & Sommers, 2008). 

Sharing Accomplishments 

 In a successful organization, there is time provided for teams and individuals to 

share their success with each other. This can be done on a yearly basis. By sharing 

accomplishments, this fosters positive relationships among adults and increases the 

potential for an organization that will engage in reflection and learning (Blankstein et al, 

2008). After the sharing of accomplishments, teams will be given the time for reflection 

and to review their assessments of progress, and to develop a new yearly plan. 

Consolidating Gains and Producing More Change 

 Resistance is a big challenge change efforts face. Unfortunately in schools, the 

education process has been “reinvented” so many times that educators have a common 

belief about educational change, “this too shall pass.” 

Anchoring New Approaches in the Culture 

Culture in an organization refers to the organization’s values, beliefs, and 

behaviors. It is the specific set of values and norms, both implicit and explicit, which are 

shared by the people and the separate sub-groups in an organization. These factors 

control the way both the individuals and the groups interact with each other and with the 

stakeholders who are outside the organization (Black, 2003).  

How does one know when an organization has a good culture? A simple objective 

measure is to ask the question, is the organization productive (Deal & Kennedy, 1982)? 
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With this information, productive organizations can carefully create and cultivate their 

culture. It is much easier to see an organization that has an ailing culture than one that is 

thriving. The characteristics of an ailing culture are those in which trust relationships or 

interactions are lacking, thus illustrating a blame culture. Other traits of ailing cultures 

are diversity is not celebrated, poor vertical communication, poor cross-functional 

collaboration, poor teamwork, and poor leadership and management.  

Likewise, there are several leadership mistakes involving organizational culture 

that can lead an organization to its demise. A leader can allow too much complacence, 

fail to create a powerful guiding coalition, underestimate and under communicate the 

organization’s vision, and fail to create and celebrate short term wins (Kotter, 1999). 

Each one of these has a detrimental effect on the culture of an organization; however, it 

can be transformed into a positive culture with the correct change and reframing. Each 

step towards creating a productive culture leads to a successful organization. 

High performing organizations have deeply engrained cultures that comprise the 

company’s way of life. Every company has cultural traits that shape decision-making 

patterns and influence behavior. These traits are usually passed down from generation to 

generation, often conveyed through customs, symbols, and value systems (Ladika, 2008).  

Norms 

Collaborative teams should establish a set of norms for their operation. Some 

example norms include: we will articulate our specific commitments to the team and will 

fulfill those commitments, we will work toward consensus, we will value, solicit, and 

consider the input of each team member, we seek to understand one another by 

articulating and investigating reasoning behind our respective positions, we will attend all 

meetings, and we will support a decision once there is a consensus for it.  
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Consensus and Collective Decision Making 

 The universal term of consensus means a general agreement among all of the 

members of a group; however, for different organizations, consensus can hold several 

different meanings. In organizations, there are several ways to make decisions and also 

define and measure an organization’s degree of consensus. Not only restricted to 

decision-making, consensus can also refer to the daily workings of the organization. In 

this case, consensus has the meaning of consistency. There is an expectation of each 

member of the organization and how each member governs ones self. From this, the 

terms cultural consensus and social consensus are derived. 

Cultural Consensus. Cultural consensus occurs when members of an organization 

agree on a set of shared values and perceived goals. The extent to which organizational 

values are shared among employees (cultural consensus) is another important aspect to 

keep in mind when considering organizational characteristics that lead to a positive 

organizational culture. A leader can create buy-in by maintaining cultural consensus, 

which determines the homogeneity or heterogeneity of the organizational culture 

(Waldman and Yammarino, 1999). Members of the organization will be more willing to 

buy-in and commit to the leader if the leader’s vision is based on the values and moral 

justifications that are acceptable to the employees (King & Anderson, 1990). If the 

employees do not support the leader’s viewpoint, divergent and perhaps deviant sub-

cultures may arise in the organization, increasing the heterogeneity of the organizational 

culture (Waldman and Yammarino, 1999). Homogeneity in an organization’s culture can 

also diminish creativity and innovation, but if the values center on these entities, that 

obstacle may be reduced (Jaskyte, 1999). Albeit, power and influence also govern the 

matter in which decisions are made, case in point, the more members of the organization 
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who agree with the decision, the higher the degree of cultural collectiveness (Jaskyte, 

1999).  

Social Consensus. In today’s pluralistic world, where once entities appeared to be 

black and white, ethical issues are grayer. Social consensus is now more difficult to 

cultivate and foster, unlike the traditional democratic or hierarchal means of making 

decisions. These days in organizations, there are various social groupings, alliances, and 

communities that create tension and frustration when social consensus is sought. The 

strength of an organization’s culture can be measured by the group’s degree of consensus 

(Collier, 1998). 

 The term consensus does not mean unity; nor does it mean capitulating, 

compromising, or giving-in. It means seeing things from another person’s perspective. 

Members engage in moral argumentation, and they are allowed to freely express their 

point of view without judgment (Collier, 1999). In an organization where this type of 

discussion is not valued, often the resolution of the conflict is negotiated. Compromise is 

the “second best” solution to a problem (Collier, 1999). Although compromise may be an 

easier manner in which to come to a conclusion on a problem, engaging in the process of 

argumentation is more effective in the long term than any compromised solution.  

 The Argumentation Process. In order to engage in the process of argumentation, 

groups must have established norms. The group must agree to enter the process of 

dialogical interchange and reciprocal search (Collier, 1999). The participants in the 

discussion convey their convictions in a safe environment where there is no coercion 

from other group members. The language must also be neutral, and participants are able 

to rationalize their positions in the matter. The contributions to the dialogue must be 

appreciated, and this process should be viewed as an asset to the organization rather than 
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negative or destructive (Collier, 1999). From this procedure, the shared practice of 

establishing a “we-perspective” can be reached (Habermas, 1995).  

 The final component is deciding who should participate in the dialogue. The 

participants should be anyone who has a position of personal interest, or are personally 

affected by the outcome of the decision. In this dialogue participants are equal in their 

position (Collier, 1999). According to McLaughlin and Phillips (1991), those faculties 

that can come together to build consensus, and decide to agree upon the actions required 

by the resolution of the conflict, must follow through with the implementation.  

Celebrating, Ceremonies, and Rituals 

Ceremonies and rituals provide a predictable factor among organizations (Bolman 

& Deal, 2008). According to Bolman and Deal (2008), the difference between a ritual 

and a ceremony is elusive. The difference between them is a ritual occurs more on a daily 

basis and a ceremony is reserved for more of the momentous and episodic occasions.  

At BMW, rituals are a way of life. The company focuses on building bonds with a 

diverse group of employees, connecting their hearts with the company’s soul. By doing 

this, BMW is able to pool better ideas for their products. BMW values innovative ideas, 

and from that they have created a culture that reflects the company’s bottom line. BMW 

has grown to become the world’s largest premium carmaker, passing Mercedes (Bolman 

& Deal, 2008).  

Nordstrom has a unique commitment to customer service that has brought them to 

the top of the market. Nordstrom’s commitment of customer service has by reinforced by 

a storewide ritual. New employees are introduced to the company’s values in the initial 

employee orientation. At the orientation, employees engage in role-plays and scenarios 

that they may encounter while dealing with customers (Bolman & Deal, 2008). 
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These tribal aspects of the modern organization emphasize the importance of 

symbols, which reduce ambiguity and add meaning to the work (Bolman & Deal, 2008). 

From the symbols, rituals, ceremonies, and celebrations reinforce the beliefs, values, and 

practices of the organization. From these symbols, rituals, and ceremonies, the 

organization’s vision and values are communicated to new employees and reinforced by 

veteran employees (Bolman & Deal, 2008). 

Basing Actions on Evidence 

Evidence-based inquiry into connections between practices and student learning 

provide the engine that motivate and deepen teachers’ reform work and community (Stoll 

& Seashore Louis, 2008). There should be a constant monitoring of student progress, 

involving action inquiry. The focus of the inquiry should be focused on the skills, 

knowledge, and behaviors specified from the common goals.  

Incorporating Data: S.M.A.R.T. Goals. Data must be the driving force in 

academic priorities. These goals that each school wishes to attain, should be measurable 

and tied to an assessment. Each assessment therefore should have the appropriate support 

of resources when the goal is attained or not.  

An example of an annual goal for a subject area would be moving 60% proficient 

students to 65% proficiency. The number students for this percentage increase must be 

identified and targeted. From there, an action plan must be developed and carried out on 

how that department will reach its goals. 

Observation Data. The leaders of the school, whether members of the leading 

coalition, the department heads, or the administration must conduct at least one 

unannounced classroom walk through each month for each teacher. The observer will 

look for school-wide patterns of strengths and weakness in regard to instruction being 
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clear and focused on essential standards, college preparatory, critical and higher-order 

thinking, reading and writing skills. There should be evidence of the essential elements of 

an effective lesson (Schmoker, 1999). 

Conclusion 

 “Kotter’s stages depict a dynamic process moving through time, though not 

necessarily in a linear sequence. In the real world, stages overlap, and change agents 

sometimes need to cycle back to earlier phases” (Bolman & Deal, 2008, p. 394). 

Combining Kotter’s stages with the four frames of Bolman & Deal can help intensify the 

change effort. 

Trust 

 Regardless of the method used in any change effort, trust must be present. 

Through teamwork, trust must be cultivated and developed to ensure the success of the 

organizational change. In many organizations, trust is absent (Kotter, 1996). Lack of 

communication and misplaced rivalry assists and reinforce the cycle of the lack of trust 

and transparency needed to solidify the change.  

In summary, trust is the prerequisite for developing a professional learning 

community. Few schools, and even fewer administrators have confronted this issue. Trust 

can be built by emphasizing a covenant between the formal leaders and the members, 

establishing a contract of expectations, and acting with integrity.  

Effort 

Any change effort involves a great amount of effort on both parts of the members 

and of the leadership. However, at the end of the day, the benefiting group of what all of 

this work is for is to benefit one group, and that is the students. 
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Appendix  

Survey Measuring Kotter’s Eight Stage Change Process 

Thank you for taking this survey.  This survey looks at how schools implemented Professional Learning 
Communities, and assessing several aspects of that process. 

 
Please put an “x” next to the line, indicating a yes or no response to the question.  In the free response 

questions, please type below the question in the box. 
 

Thanks again! 
 
1. Are there instructional teams set up for collaboration?                 ________Yes ________No 
   
Is there a leadership team or Professional Learning  
Community coalition to initiate the change?                                ________Yes ________No 
 

2. In your Professional Learning Community, have you  
indicated a sense of urgency to implement the program goals?                  ________Yes ________No 
 
If so, how did you indicate a sense of urgency? 
 

 

 

3. Have you developed a vision strategy?    ________Yes ________No 
 
4. Was the vision strategy communicated to all staff members 
including support staff, parents, students, and teachers?              ________Yes ________No 

If not, which groups was the vision strategy communicated to? 

 

 

5. Name 3 barriers that your school overcame to initiate the broad-based action of the implementation of the 
Professional Learning Community. 

 
 
 
 
What have you done to remove the barriers to complete the goal of implementation of the Professional Learning 
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Community? 
 
 
 
 
 
 
 
 

6. What celebrations do you have in your organization? 
 
 
 
How do these celebrations relate to reaching your schools projected API? 
 
 
 
 
 

7. Name 2 strategies for addressing your school has overcome resistance in obtaining solid results with in the 
Professional Learning Community. 

 
 
 
 
 

8. Name 2 ways that you have anchored successful new approaches with the Professional Learning Community 
into your school culture. 

 

 

 

 

 

 

 

2010 HICE Proceedings - Page 1923



How to create effective relationship between students and teacher: 
Case study of "Design Studio" in Architectural education. 
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Abstract: 
This study was done over a long period of teaching at the dept. of Architecture from 2006 to 
2009. How to make effective relationship with our students was first quest which made us to be 
more sensitive about our teaching methods. "Design studio" is a creative place to learn from the 
students and teach them. In this educational ambience, we are not the only speaker, the 
discussion will be made by the students and we are just considered as a part of a friendly debate. 
To encourage the students to express their design ideas, the class atmosphere should give them 
air, space and time. Self-confidence is the first thing which they need to continue more 
productive and creative. In the academic program of architecture defined by Persian schools, 
there are four years of study towards the BA. During these years, five programs of "Architectural 
Design" should be experienced by the students. "Architectural Design" is similar to "correlation 
Analysis"; it is a kind of measuring the degree of relationships among different variables to 
choose the best way possible to relate them more effectively as a spatial definition to answer the 
users' basic needs. In the third semester of BA program, we ask juniors to realize the relations 
between their family members. This semester is the first opportunity that they try to design a 
basic architectural space, a house. First step is to know the way each family member lives; the 
second is to design a room or a complex room for each of them. And finally, the last step is to 
design a combination of spaces to serve the needs of a family as their living space. In this 
"design studio", they are going to be more familiar with the architectural design, as a sociological 
aspect of technology. That is the point: architecture is to discover clients' needs, to design their 
life, their culture and their future. So, architects are psychologists and designers at the same time; 
who try to gain public participation to reach multidimensional design. The studied society can be 
a child whose room is designed by an interior designer; and it also can be a part of an urban 
population whose quarter centre is being planned and rehabilitated by an urban design group. 
The students' design skills were improving day by day in the process of inviting them to be a part 
of a professional design group, to be a scientist: an architect, a sociologist, a psychologist, an 
artist and a director of these four member group. After the third semester they will be more 
sensitive about their surrounding, they will draw as an artist, will act as an architect and will treat 
as a sociologist. As a result, they will understand the meaning of hierarchy and focal point 
fundamentally; the main gap between traditional architectural education and modern educational 
system. The society is who lead us and draw the basic lines of our final design.  
 
Keywords: 
Design Studio, Architectural Education, Creativity, School of Architecture, Cultural Design, 
Urban Sociology, Psychology.  
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Co-operatives: Enhancing Rural Community Health  

Through Intergenerational Engagement and Community Development 
 
Abstract 
 
This paper highlights my research that examines factors leading to the enhancement of education 
policy and integrated approaches to rural community health and well-being by connecting youth 
and adults/elders.  My dissertation research is guided by the research question: How can an 
intergenerational dialogue framework enhance our understanding of the social, economic, 
educational, cultural, geographical (environmental) and global factors that influence rural youth 
migration? In this paper, I discuss how co-operatives may have a role in sustaining youth populations 
in rural communities and how they serve as community assets that contribute to rural community 
resiliency, leadership, community economic development, and connections between generations.  
 
In this paper, I share my research directions and methodology and provide examples of existing 
rural co-operative initiatives.  Further, I explore ways in which to educate about co-operatives 
using adult education principles.  Through an exploration of the possibilities for a new dialogue 
between generations, I propose a new way to discuss issues and opportunities, and illustrate how 
intergenerational co-operatives and mentorship may serve as innovative solutions for rural 
sustainability 
 
Background to the Research – Personal and Social Position 

Growing up on a family farm near a small rural agricultural community in Saskatchewan, I have been 
attentive to individual and collective connections to land, regional food systems, and community.   I 
am committed to understanding the long-term impacts of rural youth migration: the factors that 
influence generations to stay, leave, or return to rural settings. I also wonder about how one 
navigates an identity, community memory, and sense of belonging or rootedness within a place, 
including the geographical, environmental, and human interactions which I refer to as landscapes.   

I believe that the rural community landscape is best understood from the perspectives of the 
members. These landscapes include dynamics unique to each community as well as assets, challenges 
and relationships.  Everyone has her or his own lived experiences and narrative gleaned from these 
landscapes, built upon interconnections of social, familial, cultural, political, educational and 
geographical terrain, and situated in a complex political economic context.  These experiences can 
have a profound impact on who we are, how we understand the rural context, how we tell our 
stories, and how we find our own place in the world.  Our ways of interpreting and acting on these 
experiences have long term impacts on rural community health and sustainability.   

I am driven to understand and explain how rural young people perceive the choices that they make 
about remaining on a farm or in their rural community, or migrating to another community or urban 
centre.  I am interested to follow their paths and choices in terms of the long-term implications for 
all aspects of community sustainability, particularly the impacts of this migration on community 
assets, systems, and structures. I believe that choices to leave, stay, or return are complex, often 
involving a sense of personal gain, loss or compromise.   

An understanding of rural identity coupled with responsibility and belonging are themes that interest 
me as I examine the choices of young people as they struggle with options.  I am eager to 
understand the roles of rural community members in supporting various options for education, 
employment, and a range of experiences that respond to the needs of the young people.   In recent 
discussions about rural and remote community sustainability and planning, involving government 
organizations, it was notable that there were no participants under the age of 35- 40 years.  This 
personal experience emphasized the prevalent gap in input from the next generation of community 
leaders if an entire generation is absent from the discussions about future planning that impacts their 
community.  It is clear that if this next generation is critical to rural and remote community 
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leadership and succession planning, they need to be present in the discussions and decision-making 
(Commonwealth Secretariat, 2005).  The choices that young people are making about staying, 
leaving, and returning, have implications for the future of these rural communities.  Further, their 
opinions and experiences are vital to plan relevant education and community development policy. 

 
Theoretical Underpinnings 
 
Depopulation of rural towns is anticipated to have a long-term impact on the health and 
sustainability of rural communities through closures of community schools, health centres, and 
loss of a diverse economic base (Epp, 2001; 2007). My research contributes new knowledge to the 
body of literature investigating the factors and impact of out-migration on the health (well-being) and 
sustainability of rural communities. Depopulation of rural towns is anticipated to have a long-term 
negative impact on rural communities through closures of schools, health centres, and loss of a diverse 
economic base (Epp, 2001; 2007). Research focused on youth aged 15-29 indicates that out-migration 
from rural communities that have a population of less than 10,000 will persist or accelerate, with more 
than 55% moving to urban centres, while only 37% (1 in 3) plan to return to a rural community.  Those 
who choose to remain in cities point to limited economic and social opportunities in rural settings 
(Canadian Rural Partnership, 2002).  
 
Researchers assert that rural community members are seeking solutions through economic alternatives 
and leadership (Rural Secretariat, 2002). Co-operatives may address this gap through non-formal 
education and community organizing that develops a younger generation’s skills to contribute to 
communities as committed members, as elected leaders, and as employees (Saskatchewan Co-
operative Youth Association, 2008).  Co-operatives share common concerns around declining 
populations in rural communities and the decrease in numbers of young people and serve to 
mobilize community members to sustain their livelihoods.  
 
Solutions for those choosing to remain in rural communities necessitate tangible social and economic 
opportunities including employment, training, and mentorship, as well as a more profound connection 
and responsibility to place (Wotherspoon, 1998). This connection to place is critical to protect a unique 
rural identity and culture, systems of food production, and the environment (Ross, 1984; Berry, 2009).   
 
Consultation with young people reveals that mentoring and engagement are strategies that may connect 
them with their communities (Rural Secretariat, 2002). Scholars stress that connection and meaningful 
democratic participation in community lies in understanding the value of place, developing skills to 
participate in local political processes, intergenerational identity, and community memory (Epp, 2001), 
but intergenerational mentorship (i.e. between generations) can increase purposeful opportunities for 
youth and adults (Rural Secretariat, 2002; Alberta Government, 2007). The mentorship model that I am 
developing and reciprocal dialogue between youth and adults will benefit rural and urban regions 
seeking local solutions. 

 
There has been a shift away from tradition that emphasizes connection to place and environmental 
stewardship in favour of economic goals. Rural education can play a central role in integrating a sense 
of place and community sustainability by investing learners in community life (Corbett, 2009; 
Wotherspoon, 1998; Theobald & Nachtigal, 1995). In addressing the trend of rural out-migration, 
researchers and policy makers are recognizing the vital role that education can have in fostering 
meaningful social, economic and cultural opportunities that support rural community infrastructures 
(Wotherspoon, 1998). A growing body of literature addresses education in rural communities both 
locally and internationally (Benseman, 2006; Cicchinelli & Dean, 2005; Wiley, Bogg, & Ho, 2005). 
This recognition is realised in emerging support for policy and innovative approaches to engage rural 
youth (Rural Development Fund, 2007; Dupuy, Mayer, & Morisette, 2000). Scholars and rural policy-
makers call for rural education policy that supports partnerships and initiatives to engage youth in 
building healthy, sustainable rural communities (e.g. Vanclief & Mitchell 2000; Annual report to 
parliament 2001-2005; Roppel, Desmarals, & Martz, 2006). Many researchers emphasize the value of 
place and pedagogy in this “sense of rootedness, responsibility and belonging” (Orr, 2005, p.88), and 
recognize the intrinsic inter-connectedness of social, culture, economic, environment and agricultural 
factors (Corbett, 2005; Westhues, 2003; Swift, Davies, Clarke, & Czerny, 2003). Ultimately, the 
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objective of this emerging scholarship is to encourage youth to stay and contribute to the regional 
economy and culture of the rural community, or to return and contribute to building sustainable rural 
communities in Canada. Unfortunately, education policy that promotes existing community assets is 
absent from the current discourse of rural community development and education (Corbett, 2005; 
Green & Woodrow, 2004).  

 
My research applies an intergenerational perspective to address the urgent need to strengthen rural 
communities by developing strategic capacity building that offers hope through local leadership, 
mentorship and community-based social and economic opportunities (Huckle & Sterling 2001). With a 
high proportion of rural youth leaving rural areas, these discussions are critical to empower the 
next generation to provide leadership, labour, and environmental care for rural resources. By 
strengthening links between youth and adults in rural communities, my research provides an innovative 
approach to advance communication across generations, and to identify and remove barriers that 
prevent rural youth from participating in their community.    
 
Methods for Education and Community Capacity-Building 

Three distinct methods for education and community capacity-building are highlighted in the 
literature that supports an active conversation in communities and may apply to my research.  The 
first is civic scenarios, which draw on the community context to create relevant stories to facilitate a 
discussion about community issues, but move beyond the issues to discuss possible solutions and 
approaches to the future (Nebraska Rural Institute, 2007).  What my research contributes to this 
approach is a consultation with local community youth and adult leaders or mentors, facilitated in 
the form of a town hall meeting or focus group discussion. My research intends to work with local 
knowledge and experiences to generate and test community-based responses.   

A second resource that can be used for developing dialogue is Appreciative Inquiry, which supports a 
pattern of questions to gain a better understanding of an issue from a variety of different 
perspectives (Belinda & Rinker, 2007).  What is missing from the literature on this tool and 
approach is an emphasis on engaging in this process with youth and adults.  This gap provides 
evidence of the need for an intergenerational component in which youth and adults interview each 
other and then participate in a deliberative dialogue. My research method builds on the theory of 
appreciative inquiry to construct a dialogue to examine the ways in which local community members 
describe their rural identity, how they see their community assets, how they understand the problem, 
assumptions, and underlying issues that lead to rural youth out-migration.  The emphasis on creating 
theory around how to engage in a new way of communicating is new to this field and has long-term 
potential.  It generates local solutions based on rural community assets to strengthen the social and 
economic supports in local areas to ensure that the local youth feel it is a place in which to stay, or 
to return if they leave to pursue post-secondary education or other experiences. 

A third method for community engagement is the critical discourse analysis approach, which asks 
questions about who is included/excluded in the discourse, how language is used, who holds the 
power, in what ways community members are marginalized, and how global forces impact 
communities (Olssen, 2004; Lin & Martin, 2005).  I intend to extend the application of this method 
by using this type of critical discourse analysis to build tools of literacy and numeracy needed to situate 
the issue of rural out-migration in a local and global context.  The literature outlines methods for 
community engagement; I take this a step further by emphasizing the need for local youth and adults 
to examine provincial government documents such as the new rural development strategy document 
in an intergenerational dialogue.   

In this section I have explored various methods and resources for working in a participative process 
with community members.  My rationale for reviewing this literature in my thesis is to address 
existing gaps in these approaches and develop tools and resources to apply to developing tools for 
rural community dialogue with adults and youth, and make a unique contribution to sustainable rural 
community development.  
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Community Development Models 
Literature on community development models and sustainable community indicators is abundant, 
(Kline, 1997; Caton & Larsh, 2000; Fuller, Guy & Pletsch, 2001, and others), but not all respond to 
rural Canadian’s call for an approach that recognizes rural communities as distinct from urban 
Canada (Rural Canadian Partnership, 2004).   Although there is some overlap between adult 
education and community development, that later focuses intently on “how” in addition to asking 
“why”.  Thus a central theme in the community development literature that underlines the 
importance of this research is the emphasis on grassroots, community organizing and informed 
decision-making about resources and community assets.  While community economic development 
remains a high priority for rural communities concerned with local control over resources and long-
term financial viability, organizations such as Canadian Community Economic Development 
(CCEDnet, 2009), Canadian Centre for Community Renewal (CCCR, 2009,) and Alberta 
Community Cooperative Association (ACCA, 2009) support a holistic vision of community 
development that is attentive to the social, economic, environmental and cultural elements of a 
community.  These contemporary organizations and their practical application of terms and tools 
serve as background for my dissertation that aims to be attentive to practitioners and educators in 
the field while it contributes to policy and practice.  The focus on participation and building social 
and economic networks, capacity for leadership and rural economies committed to social goals and 
environmental care is crucial to my study.  My research aims to build on this holistic view of 
community development and add new knowledge to examine, explain, and respond to these 
interconnected aspects of rural community, while learning from the lived experiences of rural 
community members as they understand their own community’s assets and challenges.   

My research adds new dimensions to the field of rural community development by working together 
with youth and adults to hear their stories, and then to develop a new way of communicating 
together to understand the local rural histories and contexts and to begin a process of co-
constructing theory and practical application to local challenges.  Scholar and farmer Wendell Berry’s 
words (interview, 2008) succinctly connect these threads as he expresses the importance of 
community life as told through stories and relationships because “[i]n a functioning culture the 
landscape is full of stories. Stories adhere to it. And they’re most interesting when they’re told within 
the landscape.” Where my research extends beyond previous work is its capacity to be applied to 
work with rural youth and adults in a new form of dialogue and mentorship that, while it honours 
their lived experiences and local knowledge in the uniquely Canadian context, it is transferable to a 
variety of local and global contexts beyond specific rural communities. 

International scholars (Shiva, 2005; Herbert-Cheshire, 2000) examination of forms of governance 
that support local power and control over land, political process, and food production provide 
background context on the global rural realities that help to frame my thesis.  My work with youth 
and adults in a process of mentorship addresses a gap in the literature that does not identify youth as 
part of the solution to the political process and a range of rural issues.  Herbert-Cheshire’s (2000) 
research raises questions about responsibility while he advocates for local control combined with 
continued support for rural community development through government resources.    My research 
extends the idea of local control of decision-making and resources and includes the next generation 
in the discussion and succession planning.  Further, it adds original research and praxis to existing 
theories that it is possible to create real spaces for restoration of sustainable agricultural systems as a 
“process of learning” wherein the interconnectivity of rural landscapes is respected and there is 
strong democratic social commitment to democratic knowledge exchange for the public good (see 
Weis, 2007, p. 170).  This body of literature is vital to understand the future possibilities of rural 
communities, including farming and new models of food production such as community supported 
agriculture and cooperatives (Henderson & Van En, 1999; OECD, 1998).  It adds new knowledge to 
the field of rural community social and economic development.  Further, my research provides the 
theoretical and practical background for creating tools for addressing the profound implications that 
fewer family farms represents to our rural history and ecology.   
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The “Healthy Community” approach to community development, developed by Ontario Healthy 
Communities, emerges as highly relevant to the rural context as it integrates community, economics, 
and environment in a model with health at the centre.  This approach is relevant to my research as it 
offers an intersectoral approach with a focus on youth and people from various sectors.  It 
emphasizes community members who respect and support each other, and are involved in political 
decision-making.  This approach focuses on “liveable, equitable, and sustainable” aspects of 
communities (Caton & Larsh, 2000, p. 5).  Scholarship supporting rural community assets and the 
impact on sustainable community development presents three practical approaches that community 
leaders can use to engage people in shaping the future of their community; asset mapping looking at 
community-based skills and resources, storytelling, and community histories can be used by rural 
community members for community-based initiatives such as community development and 
planning (Fuller, Guy, & Pletsch, 2001)  What I aim to explore further in my thesis are the ways in 
which tools such as asset mapping or community stories may be used between generations to 
explore economic, social, cultural, and educational factors specific to rural communities, how they 
impact migration, and the political context in which they exist.  The Acadia Centre for Rural 
Education and Sustainability (A.C.R.E.S., 2009) provides an understanding of rural development and 
community development as an educational project in the broadest sense (including, but also 
transcending the boundaries of formal educational institutions).    

The mission and objectives of this research centre reflect a commitment to scholarship and praxis 
that guide this research: to provide a collegial forum for scholars doing research in and about rural 
communities, to explore ways to bring activists, practitioners, government and scholars together to 
work on common projects, and to facilitate publication of research related to rural education and 
sustainability (website, 2009).   This connection between community and academia reflects a 
commitment to rural community development that is crucial to my understanding of community 
development and research with rural communities.  This approach is consistent with Fletcher and 
Vavrus (2006) emphasis on a community development cycle, led by and with young people, and the 
collective approach to understanding three key components: issues, actions, and tools.  Committed 
scholars and community development practitioners are continually developing theoretical and 
practical resources for community-based organizing (see Perry, 2000; CCEDnet tools and 
techniques, accessed 2009; Commonwealth, 2005).   After reviewing a breadth of literature on 
community development, community economic development, and resource guides, it is most 
evident that the missing piece is often successful youth-adult partnerships and involving younger 
and older generations in succession planning.  Only the youth-oriented guides I reviewed explicitly 
stated the importance of these youth-adult connections. 

A gap that emerges in the literature on community development is how to involve youth through 
true engagement vs. invited participation, and how to examine the messages (real and perceived) 
that are communicated between youth and adults.  This distinction is important because true 
engagement implies that the relationship is reciprocal and symbiotic, while participation can 
become a token gesture rather than full inclusion. For example, Hart’s (1992) “Ladder of Young 
People’s Participation” provides a useful starting point to envision youth engagement.  From the 
rungs of a ladder, it is immediately apparent that Hart (1992) sees the process of participation 
from a hierarchical perspective, which is potentially problematic, or conversely, as a positive 
process of growth and change.  On the bottom rungs, or in less participatory processes, youth are 
“manipulated,” tokenized,” “assigned and informed” while with a progressive process of 
participation, they “lead and initiate action” and share decision-making with adults.  Hart’s 
emphasis on participation and engagement provides rationale to include questions about youth 
engagement and how youth and adults communicate together, in the research design. 

There are spaces to create a new framework of engagement and to build on Hart’s (1992) model 
to include a process where adults and youth may be in dialogue together, but young people may 
ultimately have the power to make decisions that affect their lives even if this is not as a result of 
consensus with adults.  A contemporary model that supports the need for connections between 
youth and adults, with youth at the centre of the cycle of decision-making and analysis, is the 
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Freechild spiral of youth engagement (2008).  Freechild organization’s cycle of youth 
participation (2008), and Fletcher and Varvus (2006) cycle of youth engagement and social 
change led by and for youth represent a giant leap forward in developing a foundation for youth-
adult partnerships.  A review of the existing literature indicates a need for the intergenerational 
framework that I propose.  This framework will then be applied to build a model that includes 
youth in all levels of decision-making, partnership, and process, with an understanding that youth 
will also be provided with tools to be informed, and able to engage in theory and practice 
(Canadian Rural Partnership, 2004). Ultimately the young people will be co-creating these 
resources themselves in youth-adult partnerships.  Through analysis of various theoretical 
frameworks for community development and youth engagement, it is clear that there is a need 
for a theoretical framework that contributes new knowledge through intergenerational dialogue, 
adult education principles and reciprocal engagement between youth and adults. 

Cooperatives are one concrete example of how young people and adults may be engaged in 
youth-adult partnership with social and economic benefits.  As I describe in the next section, 
cooperatives have the potential for youth and adults to develop leadership skills together and to 
be actively engaged in decision-making.   

Cooperatives: social and economic development and civic engagement 
Rural youth and community leaders have identified cooperatives as an important tool for rural 
development, entrepreneurship, and training (Canadian Rural Partnership, 2004). Further, the 
Canadian government supports cooperative initiatives through the Cooperative Development 
Inititive 2009-2013 (CDI, 2009). Current Cooperative Initiative Project policy priorities that are 
highly relevant to rural communities and to my research are “agriculture, rural/northern 
community development, and capacity building and sustainability” (Cooperative Development 
Initiative, Canadian Co-operative Secretariat, 2009).  Cooperatives by definition are 
“associations united voluntarily to meet their common economic, social, and cultural needs and 
aspirations through a jointly owned and democratically controlled enterprise” (Cooperative 
Secretariat, Definitions and Principles of a Cooperative, Accessed 2009).  The values and 
principles that define cooperatives provide rationale to support cooperatives that benefit youth 
and adults in rural communities.  Cooperative principles that reflect the values of social 
responsibility, democracy and equity vital to rural communities are: voluntary and open 
membership; democratic member control; member economic participation; autonomy and 
independence; education, information and training; and concern for community (Cooperative 
Secretariat, Definitions and Principles of a Cooperative, Accessed 2009). 
 
These key features provide strong rationale for cooperatives to strengthen rural communities 
through democratic decision-making and policy development contributing to sustainable community 
social and economic development. Cooperatives may offer social networks and methods for 
developing social and economic enterprise and leadership skills (Bartolcic, 2005).  Recent 
government reports indicate a need for more research that examines capacity building, the transfer 
of skills and knowledge that cooperative leaders bring from business experiences and community 
activities, and to what extent these might transfer for rural community capacity building (Canadian 
Rural Revitalization Foundation, 2002).  

These examples provide evidence for me to explore how solutions to understanding challenges in 
rural communities and to providing alternatives lie in public engagement with rural communities. 
Rural cooperatives and youth leadership training may offer a concrete method to engage across 
generations.  This theory is consistent with the literature that emphasizes a sense of place and 
connection (Orr, 2004; Wotherspoon, 1998; Gruenewald & Smith, 2008) and the possibilities of a 
new form of regional civic agriculture with community planning and participation at the core 
(Lyson, 2004).  My research provides a unique way in which to engage youth and adults to facilitate a 
mentorship approach, and engage in this discussion and decision-making. 
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The Potential of Youth Engagement: A mentorship approach 
Education and youth engagement through intergenerational dialogue and mentorship (between 
generations) can play vital roles to support social, economic and cultural opportunities and rural 
community infrastructures (Dupuy, Mayer, & Morisette 2000; Rural Secretariat, 2002). This 
recognition is supported in emerging policy and innovative approaches to engage rural youth 
(Alberta Rural Development 2007; Freechild, 2008; TORC, 2007).  Mentorship may be a connection 
or relationship between youth and adults that builds on the dialogue because there is potential for a 
deeper commitment to learning and skill development beyond the initial discussions. The 
significance of this work lies in connecting youth and community leaders in a mentorship process to 
impact the social, political, and economic realities of building healthy rural communities.  As Epp 
(2001) asserts, depopulation of rural towns is a challenge in Alberta, and on a global scale.  However; 
unique models for mentorship and leadership may reverse this trend.  For example, internships with 
cooperatives or rural social enterprise initiatives provide youth opportunities to learn local systems 
and skills (ACCA, 2009) and have immense potential to build rural community resiliency.  As the 
Rural Secretariat (2002) indicates, community members are searching for solutions through local 
alternatives and leadership.  

There is evidence to suggest that involving youth and adults in community decision-making is one 
area for hope (Huckle & Sterling 2001), and an intergenerational approach has been identified as 
important in four types of intergenerational programs internationally, including 1) older people 
serving children and youth (as tutors, mentors, resource persons, coaches, friends, a grandparent 
raising a grand child; 2) children and youth serving older people (as friendly visitors, companions 
and tutors); 3) older adults and youth collaborating in service to community (e.g. environmental and 
community development projects; and 4) older adults and youth together engage themselves in 
informal learning activities, (recreation, leisure, sports, art festivals, exhibitions (UNESCO, 2002).  
However, my theoretical and practical approach to applying this evidence through an 
intergenerational framework is a unique contribution to building a concrete model for understanding 
community-based challenges and opportunities.  My research which proposes a method of shared 
dialogue between youth and adults addresses this gap in the current literature.  It is uniquely 
positioned to test a hypothesis about the positive benefits of intergenerational dialogue as a tool for 
youth and elders to explore challenges, to strengthen communities, and to identify leadership skills 
to constructively impact the health of their communities. A future component of the project could 
investigate intergenerational frameworks in rural sectors of Canada and other nations.  

Summary 
It is evident in the literature that there is a need to develop new models to analyze various 
approaches to the problem of rural out-migration.  The literature highlights the need for renewed 
emphasis on research that extends the focus on place and local rural community connections to 
examine ways of acting on local issues.  The possibilities for connections between youth and adults 
through mentorship and apprenticeship are taken up by contemporary scholars like Corbett (2007), 
and a need for mentorship and engagement is emphasized (Freechild, 2009; TORC, 2007), but a 
framework that provides tools and a forum for a new form of reciprocal intergenerational dialogue 
is new to the field.   

This review provides rationale to support my research study to examine the ways in which youth and 
adults understand and respond to the factors that influence youth migration, and how these factors 
promote or limit youth engagement in rural communities and impact rural out-migration.  To 
respond to the existing gaps in the research, I propose a community based approach that is attentive 
to local knowledge, and research that develops an intergenerational, inter-sectoral framework that 
calls attention to the social, political, environmental, cultural, educational and economic dimensions 
of this complex problem.  

Perspectives gained through the literature provide a foundation for my research questions, and 
enhance my understanding of my unique position as a researcher, educator, and mentor who has 
lived and worked in rural communities.  The evidence in the literature provides a striking portrait of 
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rural out-migration as an international issue with dramatic implications for the social and economic 
realities of rural communities (including closures of hospitals, schools, and loss of family farms and 
local food production).  It is evident in the theory and practical application of this theory or praxis, 
that there is an urgent need for a new form of dialogue to communicate between generations to 
understand youth migration, to counter rural youth out-migration, and to enhance opportunities for 
youth to engage and find their place and their community in a rural context.  It is clear that developing 
new theories and original research addressing not just why young people stay, leave, or return to 
rural communities, but how we might best respond is crucial.  This thesis offers to extend this query 
to understand the root causes and connections between youth and adults in rural communities. The 
connection between these generations in a new form of dialogue about how rural youth perceive 
their “home,” their networks, and their place in the community is essential to this research that aims 
to explore factors influencing youth migration, support rural communities, and counter rural youth 
out-migration. 

Method My multi-method approach involves qualitative and quantitative methods that include a 
survey of 200 rural youth, semi-structured interviews, participant observation, policy analysis, and 
community-based dialogues.  In early 2010, I will begin interviewing youth (age 18-30) and adults in 
three rural Alberta communities, chosen for criteria reflected in the literature as beneficial or 
challenging to rural community sustainability: youth mobility, gender, and resources (oil and gas), and 
subgroups that may exist in the rural community such as children of farm families, Aboriginal or 
Mennonite youth (Looker, 2001; Tremblay, 2001).  The results from the survey data I am currently 
collecting, and the semi-structured interviews will then be the basis for focus groups that are 
intergenerational (dialogue between youth and adults). Research findings will be verified through 
presentations with these communities upon completion of the information collection, sharing insights 
and confirmation of the analysis (Gall, Borg, & Gall, 2006). I have chosen research methods that, at 
their core, are collaborative with rural community youth as future leaders, policy developers, and 
program implementers. 

 
Significance This research is highly relevant because it broadens the analysis of rural community 
development beyond economic factors to include an exploration of citizenship, participation, and the 
best approaches for educators to support rural youth who may choose rural or urban centres as their 
home (Corbett, 2009).  My doctoral research also addresses alternative social and economic 
opportunities and regional cooperation, such as co-operatives.   

 
Application for Teachers and the Fields of Adults Education and Community Development 

  
This research has practical implications for the field of adult education and will be a unique 
contribution to the areas of rural community development, rural education, and economy by 
incorporating insights from the focus groups with rural youth and adults.  My research with 
community-based dialogues can generate a new framework for communicating between youth and 
adults about urgent topics such as the social, environmental and economic impacts of resource 
development on rural, remote, and Northern communities. My dissertation will build theory about 
sustainable rural community development and education policy, and contribute to our understanding of 
how to engage youth and adults in reciprocal mentorship, dialogue, and decision-making. This 
framework for dialogue, based on mentorship and local knowledge about rural challenges and assets, is 
a major contribution to rural education research and offers a new and richly theorized approach to 
understanding rural community identity and community development policy. My research will also 
provide new insights into fields of sustainable community development, such as citizenship, 
environmental stewardship, and governance.  
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ABSTRACT 

This small phenomenological study explored factors that potentially influenced 14 Teaching 
English as Foreign Language preservice teachers  (TEFL) participation in an online threaded 
discussion in two sections of an undergraduate course at a Middle Eastern university in the United 
Arab Emirates. Findings suggested that online learner achievement, participation, patterns of 
participation, and communicative competence are influenced by at least 10 factors: clear purpose, 
technology access, interface characteristics, content knowledge, student/teacher roles, 
instructional tasks, culture, English language level, assessment and information load. Monitoring 
student participation and patterns of participation closely can help instructors identify student 
needs and facilitate learning accordingly. Findings suggest key roles that online human-to human 
communication can play in language development of foreign-born English as second language 
teachers. The cultural growth was evidenced by experiences shared in discussions. The ideas 
supported transference of theory into practice for professional development and teacher training in 
the language development area. New teachers and faculty expressed pedagogical and anecdotal 
information about using networked-based strategies in creating curriculum and conducting 
instruction. The unique ideas often confirmed the important role for leadership in designing 
professional development to support faculty in considering students’ social-cultural and ethnic 
identities when designing or revising instructional methods. In addition many students expressed 
that the site gave the confidence to pursue professional and social networks in  on and offline 
communities. The conclusion suggests possible directions for further investigation. 

(Keywords: online learning, learner participation, asynchronous discussion, network-based 
strategies, virtual discussions interface design, and TEFL teaching methods) 

The growth of networked-based language teaching concepts and practice is contributing to a new paradigm 
involving collaborative online learning as a key strategy to improve the communicative competence of TEFL 
students and teachers (Warschauer & Kern, 2000). Currently, second language learning experts encourage 
online social collaborative learning methods to support different theoretical and pedagogical forms of 
Computer-Assisted Learning (CALL). The general idea is to advance theory and practice to support the active 
use of language in the classroom as an alternative to replace or support extensive drilling, testing, and language 
appreciation dimensions (p. 21). Although research to support online learning overall is rampant, not much is 
known about unique factors that influence English language learner or teacher participation in threaded 
discussions in online environments. Less is known about factors that influence the nature of their participation. 
Participation is defined as more than posting responses to teacher-directed questions and other superficial 
activities that simply reproduce or support traditional teaching methods online. Online participation may be 
defined in many ways.  Participation is used in this research to mean interaction of contributors (students) with 
each other, the facilitator/moderator, colleagues or classmates to engage with ideas, experiment with use of the 

2010 HICE Proceedings - Page 1939

mailto:Joyce.pittman@gmail.com
mailto:Ghanem.albustami@gmail.com
http://johaina2.chalksite.com/


English language, and communicate using authentic topics.  In this paper, threaded discussion  

… Refers to an asynchronous method of communicating in which comments to an original post 
are listed below, and indented under the original post. Comments to comments are indented again 
and appear with the poster’s identification. However, a thread or topical discussion refers to the 
full list of comments, including the original post and all the comments participants made to it. A 
discussion may feature multiple threads (topics) (Collison, Elbaum, Haavind & Tinker, 2000, p. 
212).  

Another term often used for thread is topic. Therefore, threaded discussion or topical discussion could be used 
interchangeably with slight differentiation. Threaded discussions require a moderator, a person who is 
responsible for building the culture and the learning in an online dialogue or online discussion space (p. xiii). 
Members or contributors to the discussion are participants. Topical discussions may not be moderated in the 
same way as a threaded discussion. Posting are often closed guided by the teacher, which results in a more 
closed environment, requiring participants to simply add comments or new information without the expectation 
of continued the same dialogue.  

Research shows that the most effective online discussions follow the open learning model rather than the 
traditional instructor as center of all communication. The instructor creates intercommunication as the guide on 
the side to support teaching and learning, which is the role of online moderator or facilitator.  

BACKGROUND 

The development and implementation of an online discussion forum was influenced by two virtual technologies: 
Chalksite.com and Johaina 2. Chalksite.com is an online information and communication system to support 
virtual learning and teaching. Johaina is a news monitoring service in the middle east that scans Arabic, English 
and French news sites by collecting, organizing, archiving and displaying news from a variety of sources. An 
important feature is that each supports and publishes public opinion and intercultural discussions. This 
opportunity represents emerging egalitarian ideology that is advancing global understanding of Middle Eastern 
culture. Johaina’s focus is news and discussions about happenings in Middle East regions. Johaina2 is a website 
created using Chalksite.com to support dialogue within the Technology and English as Foreign Language 
(TEFL) course (http://aramedia.com/johaina.htm). The principles of Johaina guided the conceptual design that 
created an ICT community for EFL teachers to participate as students in a unique learning environment different 
from the traditional English language learning course experiences. Pedagogical knowledge was focused on 
improving reading, writing, speaking, and listening skills in English and how to use technology to create human-
to-human communications through contextual or authentic use of English vs. traditional contrived Computer-
assisted learning systems (CALL). Student accounts of their English language learning experiences suggested 
they were not experienced in or influenced by technology as a teaching, learning or communication tool beyond 
email before the restructure of this TEFL 403 methods course. Students described use of technology by 
instructors and students as limited to using the network for email, access course materials, but primarily to 
search and gather information to complete assignments.  

TEFL learners or preservice teachers maintained close traditional uses of CALL and were not connected to the 
TEFL academic world or global online community of learning. As such, the former methods of teaching 
learners to become effective teachers did little to prepare new teachers in new ways to learn, teach and use 
English in meaningful ways in a technological age. Access to computers were limited to use in public computer 
laboratories, which did not allow learners to spend a significant amount of time to explore the vast potential of 
the Internet during classroom instruction. The Network-based Language Teaching Concepts and Strategies 
undergraduate course was typically scheduled in a one-computer classroom offering limited access to support 
student learning.  

During spring 2006, two instructors began experimenting with converting the three-hour class into two 
subsections. The syllabus for the course remained the constant variable with only the pedagogical methods 
being revised in practice. The major change was going from a comprehensive lecture format to an online 
threaded discussion forum supported by hands-on activities. The restructure included converting the three-hour 
course session into two sessions: one session of network-based lab and a second session of lecture, face/face 
discussion, and guided practice activities. The NWBTL course redesign and online learning component are 
discussed in this paper. The research is focused on the results from integration and use of networked based 
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technologies as tools for teaching and learning as a way to expand communicative competence, TEFL teaching 
methods, and improve understandings about current language teaching theories, practices, and pedagogies. 

Theoretical and Pedagogical Basis for Transformation 

An accepted way to study the value-added contribution of networked-based strategies (NWB) to effectively 
support human-human and virtual sociocollaborative learning (SCL) approaches remains under study by 
educators and administrators in English language teacher education. Clearly, a need exists for more knowledge 
about conditions that support effective language learning or networked-based strategies to improve language 
programs, teaching, and learning methods.   

The overall goal was to improve traditional Computer-Assisted Language Learning system practices of the 
1960s (CALL). Experts, teachers, and learners within this discipline must identify and study factors that impact 
opportunities to improve outcomes. This knowledge could accelerate English language teachers’ ability to 
develop higher levels of communicative competence, acquire and transfer new knowledge. Students have a need 
to improve use of English personally, socially, and academically in authentic language usage communities. 
Therefore, English language teacher education and training programs must rethink the instructional design of 
methods courses for the era of global learning.  

Today, the situation is that some institutions and individuals are not able to take advantage of new web-based 
learning opportunities for a myriad of reasons. English language teacher educators and TEFL students may 
require more support for access to network-based computer tools to participate in this new volatile and dynamic 
era that is changing the perception of high quality English language teacher education. Most English language 
teacher education programs were designed before the pre-dynamic network-based information era. 

Blending New Technologies 

o

ow, it is important to understand that Internet 1.0 is gone. Internet 2.0 brings with it a wide variety of 
information and communication technology options to support sociocollaborative English language learning in 

nline environments. Each technology performs a specific role to help learners negotiate meaning in threaded 
discussions. Instructors and students must understand that they may be required to pick and choose or blend 
technologies to get the most appropriate approach to create experience or strategies to improve communications 
between peers and the instructor/facilitator. For example, the trend for mixing video, digital images, email, Web 
casts, links to sites, and other resources are increasingly viewed as necessary components to add value to 
threaded discussion and to improve communicative competence. Web casting is one of most flexible 
broadcasting tools for supporting listening and speaking skills.  Wikipedia entries for Web cast resulted in this 
description: "transmission of linear audio or video content over the Internet" (Wikipedia.com). A Web cast uses 
streaming media technology to take a single content source and distribute it to many simultaneous 
listeners/viewers who can then engage in asynchronous or synchronous dialogue using threaded discussions or 
chat to continue real-time interaction with the presenter and listeners. Point being that students and teachers will 
need to use their creative talents, remain flexible and give up the purist attitudes about using one technology 
when designing interactive online spaces to support the learning and teaching process.  

 N

LITERATURE REVIEW 

Sociocollaborative Online Learning Spaces 

The selective research is a review of web learning spaces for English language teachers. The selective sites 
include a cross-section of sites developed and supported by English language teachers, professional 
organizations, educational foundations, and the corporate community. The information provides a descriptive 
analysis of existing sites serving as virtual learning spaces for English language teachers along with their unique 
collaborative learning (CL) features. There are thousands of such sites on the Internet. However, the research 
about the usefulness or the ease of use of these virtual spaces as effective e-tutors by the targeted audience, 
TEFL students and teachers, is limited. The sites selected are those supported by large-scale initiatives or 
professional organizations well known to supporting English language teacher education and professional 
development for English language teachers. 
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Research conducted by (Bean 1995) confirms that CL increases leadership skills of female students. Bean 
(1995) states that "Collaborative learning is particularly effective at increasing the leadership skills of female 
students and for getting male students used to turning to women for help in pressure situations." continually. 
Students are more apt to like and enjoy math and want to take advanced courses when math is taught 
cooperatively. This is especially important for female and minority students. If large numbers of female and 
minority students who must encourage and support each other due to inherent learning and language problems. 

In this study CL activities appeared to often equalize interactions between students during class activities. Such 
an environment removed the focus on individual students, and reduced the opportunity for any individual 
student to dominate a discussion. The instructors reported feeling more empowered during observation of group 
dynamics and was better able to intervene where necessary to encourage participation by all students. In a 
learning environment where typically male and female students do not mix students were able to overcome the 
gender separation problem through the opportunities that emerged in the online group and individual activities. 
The instructor was then able to follow-up with any issues by a plenary class discussion.  

Online networked environment is especially important in colleges where students commute to school and do not 
remain on campus to participate in campus life activities, networked creates an online collaborative community 
environment within the classroom. 

Colleges and universities in the United Arab Emirates are primarily commuter schools. Students do not remain 
on campus for extracurricular or social activities. Many students have cultural, jobs and/or family pressures, 
which limit their ability to participate in a campus life. Thus it falls to the instructor/faculty to create an 
atmosphere of community through interactions between students. Based upon the previous discussions of the 
social benefits of networked based learning it is clear that creating a community of learners is easily 
accomplished using CL techniques. In commuter institutions, the traditional lecture method does not provide 
opportunities for students to socialize in an academic setting, which often contributes to high attrition and poor 
retention in the long term. The traditional methods of language teaching methods can created a passive and 
isolating atmosphere and set up competitive learning where some shuns collaboration. Many professors continue 
the practice of considering collaboration among students cheating or plagiarism. To change these attitudes and 
perception there is a need for clear mechanisms for determining the positive side of bringing students together to 
develop support strategies that encourage learning in local and global communities.  

Such practices maybe useful in foreign language and ESL courses where interactions involving the use of 
language are important 

 

Another researcher, Brufee (1993) emphasizes the idea that learning takes place when individuals move from 
the society which they are familiar with to the society which they wish to join by learning the vocabulary, 
language structure, and customs unique to that society. This is true in academic societies which all have their 
own vocabulary and customs. Working collaboratively in networked environments is an ideal way to facilitate 
the acquisition of language and to practice the customs of debate and discussion, which teachers need before 
they enter their own classrooms to teach.  

Research conducted by Lotan and Benton (1990) further point out that the Finding Out environment for learning 
language is different from and preferable to the drill and practice of formal language constructions traditionally 
associated with established ESL training. In support of this position are researchers (Hatch, 1978, Richie, 1978, 
Neves, 1983) who agreed that peer interaction in natural settings is the optimal use of language necessary for 
successful acquisition of a second language. 

During this experiment, instructors assigned challenging tasks that encouraged the creation of interdependence 
among group and individual members. The students were required to pool their knowledge and resources to 
complete assignments. Longer and complex assignments become attainable when students realized that they 
could divide responsibility for different aspects of a project. 

Davidson (1990) suggests "Students in groups can often handle challenging situations that are well beyond the 
capabilities of individuals at that developmental stage.” Once students were trained to work collaboratively their 
frustration levels decreases and their performance and output increases dramatically. 

The online environment was noticeably effective in increasing the leadership skills of female students whose 
cultural norms often require them to be less overt in expressing opinion (Bean 1995). And remove the focus on 
individual students, thus reducing the opportunity for any individual student to dominate a discussion. Cl 
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enables the teacher to observe group dynamics and intervene where necessary to encourage participation by all 
students. If a gender problem does arise the teacher may create an opportunity to address it through group 
activities followed by a plenary class discussion. Many students are unaware of their behavior when it comes to 
gender related issues and class behavior. 

 

The role of learning spaces to support EFL teachers and students is multidimensional. English language learning 
must be about “meaning making” beyond the boundaries of structural lexis and syntax. Increasingly, the 
sociocognitive and sociocultural aspects of learning English are being recognized as critical to build 
communicative as well as academic competence. The learning spaces and projects represent selected sites that 
offer some potential to continue this dialogue or to support further research about the impact on EFL students 
ability to acquire English through new pedagogical methods made possible for EFL teachers to change old ways 
to new ways of learning. 

The Digital Edge Learning Interchange is an online library featuring National Board Certified teachers in 
exhibits of exemplary teaching. Although there is a scarcity of examples unique to EFL teachers’ needs there are 
excellent video for students and teacher to view the use of the language in classroom settings. The design 
includes an introduction, lesson plan links, video clips, student work samples, assessment tools, resources, 
research, and English language teacher reflection. Some lessons focus on using technology with English as 
foreign language students (EFL) in a wide range of subject areas and grade levels. All exhibits include 
correlation to the National Board Standards and ISTE's NETS (National Educational Technology Standards), as 
well as to state and content area standards. 

Gallery of Teaching and Learning for teacher e-learning space provides premier, digital representations of 
knowledge related to teaching and learning. The carefully crafted and vetted work of numerous participants of 
Carnegie Foundation programs and partners provides examples for individuals, projects, departments, 
institutions, communities of practice, and for the simply curious. Their work on educational transformation, the 
scholarship of teaching and learning, and English language teacher and faculty development is meant to inspire 
new forms of practice, elicit comment, and provide a basis for new knowledge. 
http://gallery.carnegiefoundation.org/ 

English Language Teachers - Teaching English Language Teachers is a blogging site for English language 
teacher development. The site’s founders are partnered with a weekly web cast on the EdTechTalk channel of 
the World Bridges network that brings together English language teachers using web casting with audio and 
blogging in synchronous and asynchronous formats. The unique goal is to bring English language teachers 
together to share perspectives as regular classroom English language teachers. The main participants on the 
blog, podcast, and web cast are K-13 English language teachers who enjoy telling “new stories” about their 
classrooms. Four English language teachers are mainly responsible for this blog, podcast, and web cast. Toward 
the beginning of 2006, a group from New York City began to meet via Skype. In the spring of 2006 the group 
began web casting with the help WorldBridges. Every Wednesday evening at 9:00 EST (Americas) the group 
meet and talk about their teaching. These conversations are archived as a podcast on this blog. Together the 
group is searching for the most effective practices in technology, studying research, and improving our 
knowledge of new media by using it in practice. The learning space has two purposes: developing English 
language teacher knowledge and leadership in schools and districts and putting this knowledge and leadership to 
work to improve student online reading and writing through the use of blogs, wikis, podcasts and web casts. 

Thompson ELT is a learning space was created for English language teachers and centers on video teaching 
modeling by expert English language teachers. English language teachers model methods for teaching all 
aspects of English language learning for English language teachers of English as a foreign language. The aim is 
to helping learners become more effective readers, writers, and communicators, and to helping English language 
teachers become more effective in guiding learners to achieve their goals. 

http://elt.heinle.com/emea/en_uk/index.html 

George Lucas Educational Foundation is a comprehensive site focused on diversity and provides access to an 
abundance of resources, research, video exemplars, English language teacher learning modules, and more. The 
site publishes the Big List of English language teacher Preparation tools that are supported in this dynamic 
learning space. English language teachers and English as a foreign language students (EFL) can access tools to 
improve and develop subject-matter expertise, practice teaching in real classrooms, connect with mentor English 
language teachers, and learn the skills to teach with technology. http://www.glef.org or www.edutopia.org. 
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There are more site descriptions for EFL learning sites available in the reference section of this paper. 

Teach-nology and Englishpage.com. These are two good examples of how students and teachers can use e-
tutorials. The sites provide interactive discussion forums and opportunities for teachers to submit lesson plans 
for peer review and more. Services include 28,000 lesson plans. Teaching tips and themes 6,600; printable 
worksheets, games, rubrics; and 257,000 reviewed sites, and Webquests. The sites combine professional 
development resources and support with teaching resources.  

http://www.teachnology.com/tutorials/teaching/esl/ 

There are many emergent ways for providing English language teacher trainings and learning opportunities for 
English language teachers related to their professional knowledge and practices. However, research shows that 
there is a widespread consensus that English language teacher learning is not only a function of learning 
opportunities, but must also consider the perceived usefulness and ease of use for learning spaces or tools that 
provide these opportunities.  

The learning space like a computer is only a tool when it serves a meaningful purpose from the learner’s 
perspective. However, the transition of this learning into improved practice can be influenced by different 
factors like previous knowledge, ease of use, attitudes or beliefs of the individuals and technological 
competence (Lewis, Agarwal, & Sambamurthy (2003). Therefore, as new learning spaces are visualized and 
created for English language teacher trainings, professional knowledge and instruction, consideration must be 
given to English language teachers related needs, beliefs and the role they are likely to play in the acceptance of 
the tools.  

Attention to English language teachers perceived needs could impact successful implementation of network-
based learning spaces and the potential to change English language teacher practice more efficiently. This aspect 
makes partnerships with English language teacher participation critical during the early stages of the project 
development process. Several research studies from different cultural contexts provide a wide spectrum of 
thinking about the efficacy of using ICT to support English language teacher education and professional 
development.  

METHODOLOGY 

The study conceptualized as a quasi-experimental research project that was transformed through experiences of 
participants and research conditions into a phenomenological case study.  Mixed methods were used for 
collecting data, which focuses on affective, cognitive, and psychomotor outcomes of this experimental project. 
The Stanford Encyclopedia defines Phenomenology  

…as the study of structures of consciousness as experienced from the first-person point of view. The 
central structure of an experience is its intentionality, its being directed toward something, as it is an 
experience of or about some object. An experience is directed toward an object by virtue of its content 
or meaning (which represents the object) together with appropriate enabling conditions. Available: 
http://plato.stanford.edu/entries/phenomenology/ 

 A case study is defined a detailed examination of one setting, a subject, a depository of documents, or one 
particular event, which represents the object in the research (Stake, 1994; Bogdan & Biklen, 1998). The constant 
comparative method, which is similar to analytic induction, was used to construct the descriptive problem, 
questions, enabling conditions and issues that were examined in this research. Analytic induction is an approach 
to collect and analyze data as well as a way to develop and test a theory. Using the constant comparative method 
allowed data collection, and formal analysis to begin early and continue throughout the research period to look 
for issues, recurring events, behaviors or events that informed the problem and grounded questions. Although in 
qualitative research, questions are normally stated as issues for developing understanding, the format helped to 
guide the coding process during the analysis stage.  

In this paper, the guiding theory is that a valid way to identify contributing factors to preservice TEFL teachers 
perceived usefulness of networked-based strategies (NWB) such as discussion forums, to support 
sociocollaborative learning (SCL) and communicative competence remains a subject that need more research. 
As a result, factors that influence English language preservice teacher participation in network-based threaded 
discussions to improve communicative competence are unknown. In depth observations, discussions and 
informal interviews with participants allowed the development of a loose description of the theoretical 
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constraints that TEFL preservice teachers might encounter in attempting to use network-based technology given 
the social, cultural, educational and economic factors in some Middle Eastern countries. The problems faced and 
decisions made by preservice teachers about how they participate become factors that might influence English 
language preservice teacher effective participation in online discussion forums to supplement the lecture 
delivery modality. This issue is important to study to learn more about ways to use networked based 
technologies to improve the practice of teaching English as a foreign language and to improve communicative 
competence of teachers and students through authentic dialogue. 

Participants 

The participants in the sample were selectively and purposively chosen for their unique characteristics as native 
Arabic speakers preparing to become English teachers as compared to mainstream students in more general 
curriculum. The sample was from a small private university in the United Arab Emirates. There were no 
treatment groups. The TEFL 403 course had two sections that participated in the online discussion forum, 
Johaina2. One section (Group A) included n = 11 female, native Arabic speaking preservice teachers, and the 
second section (Group B) included n=3 male, native Arabic speaking preservice students. All 14 (n=14) students 
in both groups were in preparation to become teachers of English as a foreign language.  None of the students 
reported experience in online learning experiences involving discussion forums or the Internet except for email. 

Table 1: Sample Demographics for Class Sections 1 and 2 

Variable Group % 

(N=14) 

Native Arabic 14 

Female 11 

Male 3 

 

Setting: Network-based curricular integration and redesign 

The context of this study is a Network-based Language Teaching Strategies: Concepts and Practice course. The 
content was focused on providing an introduction to the developments in computer-mediated language teaching 
and specifically networked-based language teaching methods. The basic nature of instruction was premised on 
the lecture format to examine empirical research studies or descriptive accounts of networked-based teaching in 
a variety of foreign and second language teaching contexts and careful analysis of the nature and effects of such 
innovations (Warschauer & Kern, 2000). Learners in this sample were all third or fourth year students who 
struggled with learning and academic achievement in an environment that required learning in English, which is 
not their native language.  A sociocollaborative teaching and learning space, known as Johaina2, was designed 
to support sociocollaborative learning in an online environment. The intent was to facilitate and study factors 
that influence sociocollaborative participation of TFL learners in a networked-based, blended learning 
environment to determine the efficacy of this method for professional development. Furthermore, the idea of 
creating a more interactive learning and responsive learning environment for students was vital to the 
effectiveness of restructured EFL course curriculum and delivery methods.  

Design 

Three arguments are central in this paper: 1) web-based discussion spaces such as Johaina2 support the 
development of communicative competence for English language teachers; 2) communication technologies such 
as email do support online discussion by expanding ways that help students understand social-cultural, 
sociocognitive, and communication theories from a practical perspective; and 3) discourse analysis is a good 
and valid way to study how networked-based strategies (NWB) effectively support human-human and virtual 
sociocollaborative learning approaches to professional development. The research questions that guided this 
study were: In the two sections of Teaching English as a Foreign Language: Networked-based Teaching – 
Concepts and Practices course: 
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1. What were the technical and pedagogical features of the Johaina2 web-based teaching and learning 
space (forum description)?   

2. What factors influenced student participation in the Johaina2 network-based learning community? 
(transcript, reflective questions, survey) 

3. What did student observations and comments reveal about how TEFL students responded to the 
revised curriculum? (class discussions, transcript, survey) 

4. Was there conceptual change concerning the role that networked-based technologies can play in 
teaching and learning English or professional development?  (Quiz and Midterm evaluation) 

5. What constraints did TEFL students express regarding acceptance, ease of use and satisfaction 
with Johaina2 networked-based discussion space (forum transcript and survey)? Was there a 
difference in the pattern of participation between the male and female groups? (postings count) 

 

The case study approach was selected to achieve a body of information that would provide a rich understanding 
about factors that influenced English language learners’ sociocollaborative participation in the Johaina2 web-
based learning space. During the first four weeks of the experience, the instructor acted as moderator/facilitator 
to lead online discussions by posting key questions and intercommunicative posts to keep the conversation 
moving. During the last four weeks, students were asked to volunteer for the roles of: Facilitator: responsible for 
initiating the discussion, the flow and quality of information posted. Critical reflector: review, analyze and 
critique posts, suggest additional questions, engage the student posters in critical thinking about issues posted 
and those that emerged during the interaction. Summarizer: responsible to print the transcript, provide 
reflections on discussions in a sort two or three page report for the instructor and posted for the class (Li & 
Edmonds, 2004). The roles were performed as partners or small groups to give everyone the opportunity to 
practice these roles. A different group of three students were assigned as a team to monitor Johaina2 each week. 
The same groups were also making presentations on the topics from the supporting textbook chapter.  

Data Sources and Analysis 

Multiple resources were used to collect, analyze, and triangulate the information about learners’ participation 
and related questions. Data sources included a literature review during the four stages of planning and 
development:  

• Stage I. In this research stage, examples or learning spaces were gathered including case reports about 
specific learning spaces and reports about the use of dynamic information in English language teacher 
learning spaces. 

• Stage II. Developed an analytical framework to identify similarities and differences among the model 
spaces. Students and instructor prepared short narratives from research about selected sites that 
informed the intent of this study. 

• Stage III. Students and instructor summarized the data about widespread development, implementation, 
evaluation and assessment of online learning spaces that support sociocollaborative English language 
teachers’ need for human-human communication in authentic dialogue. 

• Stage IV. Prepared analysis of data, findings, discussion and conclusions about the results of the 
Johaina2 weekly research to derive themes. The themes were used to identify the key factors that may 
influence TEFL students’ effective sociocollaborative participation in Web-based learning to improve 
English language teacher preparation and communicative competence. 

 
The study used both quantitative and qualitative data to determine factors that might contribute to perceived 
usefulness of networked-based discussions to improve communicative competence and improve learning 
English as a foreign language through authentic dialogue. Table 2 describes methods of data collection. 
 
Table 2: Methods of Data Collection 
Group Class # Number (N) Sources (9) 
A – Female Preservice 
TEFL Teachers 

Section 51 11 Assignments (2) 
Quizzes (2) 
Mid-term (Unit Test) 
Online Discussion 
Transcripts 
Final Project 
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Group Class # Number (N) Sources (9) 
Grades 
Post survey 
Teaching Evaluations 

B – Male Preservice 
TEFL Teachers 

Section 1 3 Assignments 
Quizzes (2) 
Mid-term (Unit Test) 
Online Discussion 
Transcripts 
Final Project 
Grades 
Post Survey 
Teaching Evaluations 
 

Total 2 Groups N= 14 N= 9 
 

Data Analysis 

Qualitative analysis. Criteria in Table 3 were used to evaluate the online transcripts for both the quality and 
nature of the Johaina2 posts. The framework was adapted from the instrument, Asynchronous Discussion 
Assessment Criteria (Vonderwell & Zachariah, 2005). All qualitative data was exported from word processing 
and other formats into a digital format for analysis and coding purposes. 
 
Quantitative analysis. Quizzes, tests, and post survey were exported into digital formats using Excel. The data 
was then organized into categories related to research questions and emergent issues from the online discussion 
transcript themes. The data was analyzed using coding to identify the most salient factors that seemed to 
influence teachers’ perception about the usefulness of the online discussion board to support communicative 
competence and overall success in the course. Descriptive statistics were used to report the data and a t-test was 
attempted. However given the small sample, reliability issues emerged.  

Reliability and Discriminant Validity 

The data was triangulated using all three sources, which was converged with other subsequent forms of data 
from the qualitative data to help answer the questions and to discover new issues that emerged about critical 
factors for effective use of online discussion boards as a strategy to improve the language teaching practice. 
Examples of students’ comments and screenshots are included to supplement the data reports.  
 
Exhibit 1: Asynchronous Discussion Assessment Criteria 
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QuickTime™ and a
TIFF (LZW) decompressor

are needed to see this picture.

 
Source: Frey, B. Downloaded: November 24, 2007. http://www.udel.edu/janet/MARC2006/rubric.html 
The related research tools, sample transcript of dialogue, guiding topics and questions, and participation analysis 
is found at the end of this paper. 
 
Document Review 
Exhibit I is an example of a lesson activity, which was an assignment to create a web-based lesson experience 
that demonstrated how network-based learning spaces could be used to improve the teaching of English as a 
foreign language and improve communicative competence. 
 

Exhibit 2 

Student Work Sample: A Networked-Based English Language Learning Activity 

 

- Subject: Teaching English for the secondary level. 
- Grade level: Advanced – Secondary school students in their last year. 
- Internet site title: PENPALS for kids & teens, Teacher ads, pen friends, forums for kids- students of 

the world.  
- Internet site URL: September 8, 2001, Students of the world, 

http://www.studentsoftheworld.info/menu_chat.php3. 
- Site Description: This website is designed for all students of the world. By using this website students 

can communicate with other students all around the world. It contains chat rooms, Blogs and Clubs. 
Any learner can create his/her own club and he/she can make it available for any visitor or they can 
create a password. There are chat rooms available for all the students around the world. Students can 
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simply create their own username and password to enter the chat room and meet students from different 
countries all around the world. 

- Site purpose: the ultimate goal of this website is giving the learners around the world the opportunity 
to meet and communicate with learners from very different regions and countries. Students will be able 
to discover new cultures, exchange ideas, stamps, and postcards, improve their knowledge of the 
foreign language. 

- Activity: To write and discuss the students' personal analysis and opinions regarding particular stories, 
poems and articles. 

- Description of the activity: The teacher will create personal club on the website mentioned above and 
he/she will give the students the name and the password of the club.  Then he/she will upload a weekly 
short story, poem or any literary article on the course website. The students must check the course 
website once a week to know their weekly topic. After reading, the students are asked to go to the 
website that is mentioned above and enter to their teacher's thematic club where they can meet their 
colleagues and share their findings and opinions about the reading. After that each student will write a 
reaction paper on the reading and send it to the teacher's email address or upload it to the course 
website. 

- Activity Objectives: By the end of this activity, students should be able to express their personal 
opinions about relevant topics. In addition, these activities will help them develop their writing and 
reading skills. It also helps them develop their cultural background.  

- Other relevant websites:  
1. Chalksite, Nov 25, 2007, Network- based Language Teaching,        http://johaina2.chalksite.com/ 

This is a very useful site that gives important information about the role and the function of educational 
technologies in language teaching. 

The students can use this website to discuss and analyze different educational issues with their 
colleagues or other students around the world. Teachers can create private classes for their students. 
Then they subscribe their students to these classes. Students then can enter and meet their colleagues 
and share their findings and results.  

 

 
Final 
Grade Per 

Final 
Exam 

Attenda
nce 

NWB 
Lesson 

Johaina
2 
Postings 

Midter
m Exam 

ID  
Weighte
d Pts. 40 30 10 50 100 

Fem
ale       
28 B+ 85% 32.8 27 9 50 83 
43 B+ 88% 31 26 9 50 91 
93 A 94% 36.4 26 10 50 91 
69 C 71% 30 27 7 20 81 
07 C+ 79% 30.5 28 8 50 70 
35 A 95% 38.4 28 10 50 94 
64 B 82% 31.2 29 7 50 74 
92 A 95% 38 26 10 50 90 
98 B 84% 29.5 26 9 45 86 
91 D 61% 25 22 7 35 54 
34 Male 88 27 23 9 37 85 
35 Male 92 25 27 10 42 90 
36 Male 84 28 29 7 45 86 
        
  Final Grade Dist    
 A  A 3    
 B+  B+ 2    
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2.  
Languag
e 
dynamic
s, Nov 
25, 2007, 
http://w
ww.engli
shpage.com/ 

 B  B 2    
 C+  C+ 1    
 C  C 1    
 D+  D+ 0    
   D 1    
 D  W 1    
 F   11    

This is another website that can be used to learn English by using network- based technology. This is a 
very rich website. Students can practice any structural or linguistic topic. Learners also can find online 
quizzes and tests to practice their language. Students can chat using the target language with other 
learners and native speakers around the world. This helps students to develop their communication 
abilities and to be able to learn more about the target language. 

 

In Exhibit 1, six criteria that guided daily monitoring to track and guide the quality of the online discussion are 
described in a detailed rubric:  

1. Posting frequency 
2. Post response to initial assignment 
3. Follow-up postings in response to other learners 
4. Content contribution quality 
5. References and support 
6. Clarity and mechanics 

The related research tools, sample transcript of dialogue, guiding topics and questions, and participation analysis 
is found at the end of this paper. 
 

RESULTS 

Data Sources and Analysis 

Assignments (2) 
 
Quizzes (2) 
 
Mid-term (Unit Test) 
 
Online Discussion Transcripts 
 
Final Project 
 
Grades 
 
Post survey 
 
Teaching Evaluations 

 
 
 
Exhibit 3: Final Grades Sample Spreadsheet 
 

Reliability 
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The data was triangulated using more than three sources, which were converged with other subsequent forms of 
data from the qualitative data to help answer driving questions and to discover new issues that emerged about 
critical factors for effective use of online discussion boards as a strategy to improve the language teaching 
practice. Examples of students’ comments and screenshots are included to supplement the data reports. A 
complete data set will be presented in final paper. 
 

Johaina2: Technical and Pedagogical Features 
Exhibit 4: Johaina2 Website Settings 
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Exhibit 5: Johaina2 Pedagogical 
Features

 
Exhibit 6: Record of Posted Responses 
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Exhibit 7: Communication Tools 

 
Findley, T. Available: http://core.ecu.edu/engl/finleyt/ThreadedDiscussRubric.htm 
 

Student Participation Factors 

The thematic analysis suggested that online learner achievement, participation, patterns of participation, and 
communicative competence are influenced by at least 10 factors: clear purpose, technology access, interface 
characteristics, content knowledge, student/teacher roles, instructional tasks, culture, English language level, 
assessment and information load. 
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Table 4: Emergent Themes from Sociocollaborative Learning Postings: Issues Described by Arabic and 
Foreign Language Speaking Teachers 
 

1. Access to Internet  
2. Advantages of NWB methods vs. traditional CALL 
3. Appealing to student interest 
4. Assessment and testing 
5. Assignment variety 
6. Best method concept 
7. Clarity of directions, goals, and objectives 
8. Concordance for vocabulary development 
9. Connection speed in university laboratory 
10. Constraints to participating 
11. Cultural differences and understanding – the meaning of culture 
12. Interacting with peers about different topics 
13. Knowledge acquisition 
14. Learner as discoverer 
15. Learner confidence 
16. Levels of students language and understanding 
17. Open assignments – learner-centered 
18. Open communication to produce ideas 
19. Opportunity to develop ability to negotiate meaning and think critically 
20. Stimulation to use the language 
21. Teaching with examples vs. providing information 
22. Testing - down with testing 
23. Testing is too limited – do not provide enough information about student achievement 
24. Unequal access due to language differences 
25. Usability  
26. Using email to extend discussions 
27. Using email to help students away from the board 
 
 

 
Table 5: Posting Summary 
Postings Themes (before coding) Participants 
64 27 N= 14 
Summary 
Per Participant: 4.57 

 
1.9 per participant 

 
Ratio = 5:2 

 
Student Observations and Comments About Revised Curriculum  
 
The student observations and comments about the revised curriculum were dispersed in assignments that 
required students to reflect on or describe their views about the role of networked-based technology in language 
teaching.  In addition, comments emerged in the online dialogue from students who expressed thanks for the 
opportunity to learn about this new way of teaching and learning. There were verbal comments during class 
discussions about their weekly experiencing during and after class in the Johaina2 community. Students 
expressed an enjoyment of learning this way because they get to talk more freely, see ideas of others, and check 
their own understanding based on that of others. Specific comments can be found in the Johaina2 transcript. 
Students also used the discussion to help each other negotiate meaning and to clarify understandings. For 
example, Student A attempted to explain why some students might participate more or less in discussions. She 
stated: 

Student A: “I don’t think it’s that some students have more ideas than others. Yes, as Student B 
said, background of knowledge, which I see as the “topic” perhaps, because some students may 
think of a topic as an interesting one while others don’t see it that way. So, I believe that we can 
get students involved in discussion by bringing up a variety of ideas and topics for them to share 
their opinions as what Student A mentioned.” 
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Student C Responds: They (students) did [do] not have equal opportunity to share. It depends on 
the students understanding and their levels. We can stimulate students to use language by 
let[tting] them [to] share [with] us and help them to understand ideas if the have a problam [lem]. 
Give them more individual practice and help them if they need. Sorry I’m not good in typing so 
I’m so sloly [slow]. 

The conceptual understanding about the role of online discussion board and network strategies is emerging in 
this exchange between the students. Others joined this exchange as students continued to negotiate the meaning 
of sociocollaborative learning online and the way that communicative competence is achieved through dialogue. 

Conceptual Change: Using Networked-Based Technologies For TEFL Courses 

The research revealed an important change in teacher perceptions about the role of technology in education 
overall and in TEFL teaching. Two quizzes, a midterm evaluation, and theoretical paper were used to determine 
how teacher attitudes or understanding about using networked-based technologies to teach English changed and 
impacted their performance during the 16-week course from the 4th week to the 16th week. The quiz was a take 
home essay with one primary question and three subsequent questions about the role of technology in teaching 
English. The midterm included 10 short answer/essay type questions similar to the ones given in face/face class 
discussions and on the quizzes. An analysis of the student responses revealed a high level of communicative 
competence in describing the role of networked-based technology and supporting ICT in TEFL teaching. For 
example, students demonstrated ability to connect appropriate instructional methods and theories of learning to 
the use of ICTs.  
 
Constraints Regarding Acceptance, Ease Of Use, and Satisfaction With Online Threaded Discussion 
Theory 

The perceived ease of use and satisfaction with online threaded discussion yielded an unexpected outcome. The 
findings from discussion postings and observations of online behavior suggest that while technological 
characteristics are important, the primary drivers of successful course experiences are the extent to which the 
instructor designs the environment to allow class participants to emphasize and invite free interaction using 
open-ended questions and topics. These findings should be both encouraging and challenging to teacher 
education program that desire more active learning for teacher training and especially English teachers.  

Findings support emerging theories that classroom or face/face teaching skill may be more portable from the 
classroom to virtual environments than originally thought, thereby providing a potential source of advantage 
against emerging education consultants and content providers. However, the implications are challenging 
because they suggest the need for faculty to develop skills using constructivist and more active teaching, rather 
than objectivist or passive, models of education. 

Pattern Of Participation Between The Male And Female Groups 

There was an observed difference in communication patterns of the male teachers and female teachers. Females 
posted and responded to each other far more than the male students. The pattern was an indicator that culture 
does play a role in online communication. For example, in the Arabic /Islamic culture typically male and female 
students do not learn or socialize in the same environment. This cultural pattern was evident in that males tended 
to respond to each other or simply post responses without reference to any other posting. Males were much more 
independent in their thinking and reactions to topics. Observed differences amongst communication patterns of 
male and female participants from the different groups described in this study is evidence, we believe that the 
different patterns of communicative exchanges which cultural groups may employ in cyberspace are negotiated 
in much the same way as face/face. Research describes these differences as coalesced around two general 
questions: 

1) Who posts contributions to the bulletin board? 

2) Who responds to whom?  

DISCUSSION 
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The findings suggest that a deeper study guided by a theoretical framework is needed to guide understanding of 
the study’s mixed results. One such framework to consider is the Technology Acceptance Model (TAM). 
Research shows that the Technology Acceptance Model (TAM) uses two constructs to support the study of user 
behaviors and attitudes about how and why individuals will use a new technology innovation: 

1) Perceived usefulness (PU) and 2) Perceived ease-of-use (PEOU). According to research, the 
Technology Acceptance Model (TAM) is an information systems theory that can be used to derive 
understanding about how users come to accept and use a technology. The model constructs 
represent ways to interpret learner behaviors that influence decisions about how and when they 
will use a new software or technology, notably: Perceived usefulness (PU) - This was defined by 
Fred Davis as "the degree to which a person believes that using a particular system would enhance 
his or her job performance". 

2) Perceived ease-of-use (PEOU) - Davis defined this as "the degree to which a person believes that 
using a particular system would be free from effort" (Davis, 1989). 

TAM is one of the most influential extensions of Ajzen and Fishbein’s theory of reasoned action (TRA) in the 
literature. The TAM theory was developed by Fred Davis and Richard Bagozzi (Bagozzi et al., 1992; Davis et 
al., 1989). 

This work represents an attempt to contribute knowledge about the need for improvements in the way study of 
online discussions to and to build on what has typically been done. First, this research approach values versatile 
tools that are not subject or site specific rather authentic learning resources used in the learning and teaching 
experiment. Therefore, we describe our model as general enough to apply to both informational and 
transactional web communication settings. Second, we attempted to make some improvement in quasi-
experimental design. Often classroom research has been criticized for the narrowness in methodology and 
conclusions drawn using a single course. The lived experience as the tool is consistently validated in the 
academic environments. This is some effort toward generalizability to strengthen the external validity of the 
methods. In addition, an attempt was made to avoid confounds by having the participants visit and participate 
only one site and carry out several hands-on tasks before and during the online discussion. The assessment 
system or grading in Table 1 is an example of this effort.  

Finally, in data analysis the split data method was used for examining males and females pattern of behavior. 
This allowed research comparisons within this small sample to determine if there were differences in male and 
female patterns of communication. 

IMPLICATIONS  

 
Cognitive Benefits of Online Learning for Language Teachers and Learners: Improving Professional 
Development and Teacher Training 
 
In this study the researchers analyzed course discussions in an online forum environment that supplemented 
class discussion using instructor guided questioning techniques. One of the most obvious outcomes was related 
to how the online environment seamlessly created an interactive, highly collaborative learning environment. The 
preservice teacher students were using high-level cognitive skills such as inferring, judging and other 
metacognitive strategies to respond to questions about specific readings as they related to reflecting on personal 
experience and self-awareness. The analysis of transcripts revealed that students' electronic commenting and 
questioning became more interactive than face/face communication in class over time. Initially students were 
highly dependent on the directions for the discussion starter (Instructor) but gradually became more independent 
in their interactions with each other and the instructor.  
 
The primary question that emerges is what does this mean in terms of how we train future language teachers and 
how do we prepare faculty instructors to value this methodology to increase cognitive development in teacher 
education courses and programs? What did we learn from this study that might answer this question or support 
investigation into other questions such as: 
 
How do we advance research and training to better understand the impact discussion discourse. How should or 
could we modify existing practices? 
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Changing Professional Development: Closing the gap between Research, Teaching and Learning  

Professional development has long been criticized for lack of a theoretical framework. The purpose of this paper 
is to contribute to a growing body of knowledge about the role of research, theory and practice for improving 
teaching, learning and professional development in higher education in new learning environments. Attempts to 
introduce new teaching and learning practices using professional development with computer networks or other 
technologies often fail. The increased interest in developing research centers and rewards based on research in 
one’s field has resulted in fewer rewards and efforts on behalf of faculty to study and improve the teaching. This 
phenomenon is most often described as a time management issue. Faculty, especially new faculty will often opt 
to spend professional time developing portfolio and research agenda to meet increasingly challenging demands 
for retention, promotion or tenure. More experienced professors are finding that with new revolving systems of 
review, achieving the next level means spending more time and effort to build the research leaving less interest 
or time for active participation in new training and professional development that often seems so distract and 
irrelevant to the practice at hand. The idea is to use this paper to stimulate thinking and actions to explore 
theories that might unveil new paradigms for professional development. 

 

Improving teacher’s leadership as out come of professional development by online training and discussion   

In this study, the need for effective professional development for educational leaders to include using online 
discussion and participation emerged as a direct result of showing how changing the ways teachers learn can 
influence change in teaching practice. The first indicators for how this information can inform leaders of change 
is to encourage more faculty to implement action research and include some professional development sections 
for their staff. Simply adding an online forum to connect faculty and teachers in schools that allow students, 
parents, and other teachers to form learning communities support faculty development and education reform 
efforts.  In addition to ongoing management responsibilities, leaders' roles have become more complex as they 
work to improve teaching and learning for an increasingly diverse student body.   

In our work with curriculum and professional development courses, we have seen how high-functioning 
cognitive benefits of online learning, this is new environment in ADU schools can contribute to profound 
changes in participants' individual leadership practice and to improved teaching and learning within their 
respective schools.  

This study show also that our professional development work with educational leaders is based on the belief that 
creating a system focused on the ongoing improvement of instruction must be the central aim of any education 
improvement effort. For students to learn more and achieve higher standards, teaching must first improve. We 
believe in the following indicators that can be cached to improve professional development for faculty and 
teachers: 

 

1. Assimilating new knowledge and skills to lead in dramatically different ways is no simple task, which is 
highlighting the need for good professional development for school leaders. Leaders need training in individual, 
group and organizational learning processes to change the learning landscape in education. 

2. Premising our new knowledge to inform and support district leaders is that good professional development 
should be primarily on-site, intensive, collaborative and job-embedded rather than the knowledge and skills 
transmission model from expert to novice.   

3. Supporting the outcome of this study are renowned educators who have documented and promoted the 
concept of teacher collaboration as a key strategy for improvement the relationship with students and families. 

4. Conducting action research increased rapidly after among new teachers finish courses and start work in the 
field when they experience participation in faculty-led and supported research.   

5. Integrating educational theory and teaching practice is a critical to improving action research to determine the 
efficacy of new social networking tools to enhance teaching and learning in higher education.  

Initial findings from our research indicate that participation in (discussion and learning) as online training can 
indeed have a powerful impact on how school leaders (teachers, principals) regard and undertake their work, as 
well as on the functioning of their schools. Participants have described themselves as rejuvenated and refreshed, 
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more optimistic about the possibilities for improving instruction, curriculum, professional development, and 
research and more confident in their abilities as leaders. For some principals, participation in a professional 
learning community has powerfully altered the way they think about their leadership roles and their teaching 
process and their school as learning community. 

 

CONCLUSION AND FUTURE RESEARCH 

In this paper we have presented the process as an instrument for measuring the components of a model of online 
discussion to determine level of interaction in discussion and how this socicollaborative environment 
contributed to improving communicative competence in the English language by Arabic speaking teachers of 
English.  Clearly, limitations exist in the convergent and discriminant validity of the instrument and the 
methodology for this small, applied research study aimed to improve practice. 

The conclusion suggests possible directions for further investigation. One avenue is an examining theoretical 
foundations involving collaborative learning that enhance scholarly communications in online learning. There is 
need for more research and discussion about factors that can be employed to measure the qualitative value of 
social networking activities in academic settings. This would necessitate replicating this research on an enlarged 
sample size. A second avenue is to conduct experiments using different types of websites and communication 
spaces as the outcome may differ from the results reported in this paper. 

Ultimately, the greater hope is that repeated testing and confirmation of process-based methodology as 
instrumentation will establish a tool useful for empirically advancing the study and use of online environments 
to stimulate, education, and support more effective web use to improve communicative competence of not only 
second language teachers of English but all teachers as online learning is increasingly becoming a cornerstone 
for 21st Century education. 
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To what extent does “imposed” reflection fulfill the promise of professional learning for 
school principals? 

 

Abstract  

Within the recent K – 12 educational discourse, reflective practice is receiving significant 

attention and increased support. However, the notion of reflection as an approach to support the 

professional learning of school principals is still relatively unexplored despite claims in current 

educational journals underscoring the importance of the principal’s leadership in school 

improvement. Through an in-depth case study of a cohort of thirteen principals, two assistant 

principals, and three central office administrators involved in the year-long Reflections on 

Practice Institute for School Leaders (ROP Institute), the conditions that enable or constrain 

reflection as a form of professional learning were investigated. Although findings suggest that 

time, trust and relevancy were conditions that support principals’ learning, these same conditions 

simultaneously limited reflection. This study raises questions regarding the impact of 

organizational trust on principals’ reflection and learning and whether or not ‘imposed’ reflection 

can fulfill the promise of professional learning and school improvement.   

 

Introduction 

Powerful social changes have impacted the nature and purpose of schooling and have 

created intense pressure for reform (Levin and Hopkins 2000). In 2007, Fullan noted that current 

educational literature widely documents the failure, and in very few cases modest gains, of recent 

reforms to achieve policy directives aimed at sustainable change and improved student learning. 

In this turbulent political environment, the principal is deemed to be a critical lynch-pin in school 

improvement efforts (Hallinger and Heck 1998, Leithwood and Jantzi 2000). Because of the 

profound influence individual principals may directly and indirectly have on professionalizing 

teaching, enhancing student learning, and potentially improving schools, the preparation and 

professional learning of school principals deserves great attention.  

Within Alberta, recent government attention has demonstrated an unprecedented interest 

in reflective practice as a form of professional learning for developing principals charged with 

improving schools (Alberta’s Commission on Learning 2003, Alberta Education 2006). With 

limited empirical research and discussion that entails in-depth examination of reflective practices 
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within the principalship,  traditional models of teacher professional development continue to be 

used and are often deemed as unsuccessful in meeting the professional needs of principals 

charged with leading school improvement efforts (Barth 1986, Wright, da Costa, and Peters 

2007).  

This shift toward an interest in reflection as a strategy for professional learning has come 

about as a reaction to an overly technical and structured view of school improvement that 

dominated the 1980s and 1990s (Hatcher 2005). However, reflection as a professional learning 

tool for school principals is still relatively unexplored despite claims underscoring the 

importance of the principal’s leadership in school improvement (Leithwood and Jantzi 2000; 

Wright et al. 2007; Wright 2009). If the principal’s leadership is deemed crucial to sustainable 

school improvement, consideration should be given to how the reflective practices of the 

principal, given certain conditions, may foster the individual and collective change necessary to 

improve schools.  

This study explored the experiences and understandings of a cohort of principals, 

assistant principals and central office administrators that participated in a year-long professional 

development program emphasizing reflection as a professional development approach to enhance 

instructional leadership and school improvement.  Primarily seeking the informative voices of 

school principals, this article provides insight into the conditions that support or constrain 

reflection as a form of professional learning, in addition to exploring the extent that imposed 

reflection supports the professional learning of school principals.   

 

The ROP Institute 

During the 2006-2007 school year, the Alberta Teachers’ Association (ATA) in 

collaboration with the University of Alberta and an Alberta school jurisdiction piloted the 

Reflections on Practice: Institute for School Leaders (ROP Institute). This 10-month program 

emphasized personal, collaborative and professional reflection by critically examining theory 

related to instructional leadership, questioning assumptions and practices, conducting action 

research, participating in onsite workshops (e.g. topics included professionalism, instructional 

leadership, and ethical practice), engaging in an online community of learners, and mentoring 

principal colleagues.  With the understanding that Alberta’s Ministry of Education was actively 
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pursuing principal certification1, practitioners, scholars and the teachers’ association collaborated 

to design, implement, and evaluate a reflective professional development model (i.e. the ROP 

Institute) in the hopes of influencing policy-makers by providing an alternate, research-based 

framework for the direction and delivery of principal preparation and professional learning in 

Alberta.  

Departing from traditional, stand-alone inservice models, the ROP Institute emphasized 

reflection on leadership practice as a means to fostering and sustaining school improvement.  

Key understandings underpinning the ROP Institute included: (a) principals have a responsibility 

for on-going professional growth; (b) development of leadership practice is a personal, 

contextual, and career-long process; (c) reflection is critical to the development of leadership 

practice; and (d) effective professional development is collaborative, research-based and 

grounded in practice (Alberta Teachers’ Association 2006). Within the ROP Institute, there were 

three major foci: (a) introduction of the concepts of reflective practice in the development of the 

repertoire of reflection strategies; (b) creation of a learning community supported by face-to-face 

interaction and sustained by online learning; and (c) development of action research projects to 

enhance leadership practice.  

 

Literature review  

Numerous scholars, philosophers and practitioners have proposed theories and research 

applications related to reflection as a means for learning and change. Validating both research-

based and experiential context-based knowledge as important aspects of reflective thinking, the 

collective literature on reflective thinking converges around the notion that reflection requires 

active engagement in thought processes to enhance understanding and subsequently to improve 

action (Wright 2008). Although Fendler (2003) asserted, ‘reflective practice is riddled with 

tensions between Schön’s notion of practitioner-based intuition, on the one hand, and Dewey’s 

notion of rational and scientific thinking on the other hand’ (19), the current literature appears to 

integrate both Dewey (1939) and Schön’s (1983, 1987) perspectives.  

                                                 
1  Other than being certified as a teacher within the province of Alberta, Alberta’s legislation does not specify 
other employment qualifications for school principals. In May 2006, Alberta Education developed the Principal 
Quality Practice Standard as a response to Alberta’s Commission on Learning (2003) recommendation that the 
province develop standards to prepare, recruit and assess the performance of school principals.  
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Considering how individuals think when confronted with real problems or relevant 

dilemmas, Dewey’s (1939) theory about the nature of human experience suggested that 

experience arises from interaction of the principles of continuity and interaction. The value of an 

experience is judged by each individual. Building on Dewey’s conceptualization, Schön (1983, 

1987) emphasized experiential knowledge and context. Arguing that professional development 

relying exclusively on formal knowledge is detached from the real concerns and experiences of 

practitioners, Schön (1987) described reflection as the integration of theory and practice through 

a ‘dialogue of thinking and doing to which I become more skillful’ (31). Reflection takes the 

form of problem-solving and theory building in (i.e. during) and on (i.e. after) action.  

Emphasizing reflective thinking that was practitioner-generated and based on intuitive 

knowledge derived from experience, Schön (1983) argued that complex problems that extend 

beyond the technical knowledge and rules of the organization must be analysed and interpreted. 

Schön (1983) described how ‘competent practitioners … exhibit a kind of knowing-in-practice, 

most of which is tacit’ (vii).  

In order to consider how, why, and in what ways improvement could be achieved, 

maximized, and sustained, long-standing beliefs, assumptions and norms must be interrupted 

(Argyris and Schön 1978). Through reflection, habituated patterns of thinking are disrupted 

through the active and constant reinterpretation of that which we perceive as already 

understanding (Wright 2008; Wright 2009).  Reflection is personalized and further extended 

through reflexive thinking. Reflexivity, Bourdieu and Wacquant (1992) described, is a sub-set of 

reflection in which one considers, analyses and evaluates one’s own role, preoccupations, beliefs, 

and practices.  Interrogating internalized structures and preoccupations based on and influenced 

by positional power and privilege involves being vulnerable to exposing, challenging and 

disrupting one’s thinking and practice by openly questioning the extent by which decisions and 

actions are value-laden (Bourdieu 1974, Foster 1986).   

As of late, several scholars have expanded Schön’s (1987) reflection-in-action and 

reflection-on-action typology. Killion and Todnem’s (1991) conceptualization of reflection-for-

action and Wilson’s (2008) chronological consideration of reflection-on-the-future suggest that 

reflection occurs at the intersection of practice, theory, and imagination. Reflection becomes 

future oriented and focuses on long-term sustainability. In addition, attention has been given to 

reflection that considers social, ethical and moral implications potentially impacting individual 
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and collective learning (van Manen 2002, Lazaridou 2007, Shields 2007). Within the current 

reform context, reflective practice or critical thinking is deemed critical for school principals 

who continuously negotiate technological, societal, economic, and political changes within 

diverse and changing contexts (Osterman and Kottkamp, 2004, Cambron-McCabe and McCarthy 

2005, Tooms, Kretovics and Smialek 2007).  

Reflection as a form of learning is prevalent in literature related to teaching, including: 

teacher as inquirer (Day 1999), teacher as researcher (Stenhouse 1983), and teacher as reflective 

practitioner (Schön 1983). However, studies related to the use of reflection as a tool to 

specifically enhance principals’ learning are few and limited (Short 1997). With the relative 

absence of such research, it is often implicitly and explicitly assumed that the learning of 

teachers and principals is one and the same (Wright 2008).  

 Despite a plethora of research citing the virtues of reflective practice, recent claims in the 

educational literature suggest that educators must interrogate popularized notions of reflection to 

elucidate how reflective practice may limit and undermine its intended purposes.  Again, 

drawing upon literature related to teacher reflection, it is noted that a small number of studies 

problematize reflection, and even fewer studies distinguish between reflective and reflexive 

practices. However, Fendler (2003) critiqued ‘the effects of power that reverberate through 

current reflective practices’ and illuminated ‘unintended and undesirable political effects’ (23) 

including the development of taxonomies of reflective thought for disciplinary or socializing 

purposes. For instance, journaling may inadvertently or strategically promote dominant power 

relationships and values through politically-engaged meaning making or activism supporting 

existing power hierarchies.  

Methodology 

As this investigation aimed to elucidate the conditions that support or constrain reflection 

as a form of professional learning, it was decided that a constructivist orientation would be most 

appropriate to document the perspectives of school principals who navigate the contentious space 

between policy and practice.  Heck and Hallinger (1999) argued that the strength of a 

constructivist orientation lies ‘in illuminating that which is little known or hidden from view’ 

(147). Examination of those with the firsthand experiences in the principalship is essential to 

addressing ‘blind and blank spots’ (Heck and Hallinger 1999: 141) in current understandings of 

the relationship between school principals’ reflection, learning, and school improvement. 
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Within this study, I used a collective case study approach (Merriam 2001) and 

comparative thematic analysis (Charmaz 2000)2. The Greenview Public School District was 

selected because of the jurisdictions’ desire to be involved in the ROP pilot project. This small, 

urban jurisdiction within Alberta has less than 20 elementary and secondary schools with fewer 

than 10,000 students enrolled in jurisdictional schools.  The respondent group consisted of 13 

practicing principals, 2 assistant principals, and 3 central office administrators.  School principals 

were the key informants. 

Data were garnered primarily through individual interviews and focus group interviews. 

All cohort members were invited to participate in focus groups, individual interviews, or both.  

Two focus groups (8 principals and 1 assistant principal participated) and 10 semi-structured 

individual interviews (4 principals, 1 assistant principal, 2 central office administrators, and 3 

facilitators) were held. Both focus groups and individual interviews were audio-recorded and 

transcribed. Interpretations of the interview data, along with verbatim quotes, made on the basis 

of notes taken during and directly following the interviews, were returned to respondents for 

member checking (Guba and Lincoln 1985).  Other data sources included field observations 

(onsite and online workshops) and a researcher’s journal.  

The first stage of data analysis occurred while data were collected, and the second stage 

occurred when data collection was complete (Bogdan and Biklen 2007). Data were coded and 

categorized according to patterns related to the purpose of study and research questions. 

Consideration was given to disconfirming evidence and counter-interpretations emerging from 

an absence of data or lack of patterns (Charmaz 2000).  The categories were flexible and 

modified throughout the data analysis process.   

Trustworthiness was enhanced through methodological triangulation. In addition to 

member checks, prolonged engagement at workshops and on the ROP website provided 

opportunities to note divergent information and to capture salient issues (Guba 1981). Regular 

peer debriefings with a co-researcher, in addition to sharing emerging insights and seeking 

external critique at academic conferences, allowed for consideration of new perspectives and 

                                                 
2 This article is a sub-section of a larger study (Wright 2008) that sought the informative voices of principals 
regarding their experiences and understandings of reflective practice in relation to their role as defined by legislation 
and policy.  
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presented opportunities to challenge biases. A researcher’s journal was used to support reflective 

and reflexive practices.  

 

Interpretations and discussion 

Grounded in the accounts of the ROP participants, these interpretations and discussion 

highlight correspondence and tensions in the principals’ constructions of the conditions they 

perceived as supporting or constraining reflection as a form of professional learning. 

 

What conditions do principals perceive support reflection? 

 In this section, the conditions that principals perceive as supporting reflection as a form 

of professional learning are described under the themes of Time, Trust and Relevancy.  

 

Time 

Explicit in principals’ understandings of reflection as a form of professional learning was 

the need to rethink the existing use of time. Principals previously gathered at meetings that were 

more ‘information sharing or more policy based’. The ROP Institute now provided time and 

space ‘to share information and to explore our own goals as administrators in a non-threatening 

way’.  Scheduled time enabled learning ‘about ourselves because it forced us to reflect and think 

and talk’.   

Efforts were under way to reconceptualize the use of time for regularly-scheduled 

meetings to provide a ‘half day, once a month…which wouldn’t be pulling us [principals] out of 

the school excessively.  It would be on company time and would be inclusive of everyone’. This 

change resulted from ‘understanding that dialogue is important and having it at all levels of the 

organization is necessary to develop professionally’. Valuing the time provided within the ROP 

Institute, this participant stated: 

We've operated cognitively at a different level.  How do we create that space for other 
principals to learn through discussions of theory and practice?  How do we create space 
for teachers?  If we value this professional experience, how do we prioritize time and 
resources to make space available? 
 

Scheduled and structured time appeared to reduce isolation and foster collaboration. There was 

increased accountability ‘for me to come prepared for my group and to attend the sessions’.   
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The allocation of time was viewed as an important impetus and condition for reflection. 

One principal shared, ‘When money is ear-marked…it validates what is happening when we 

reflect and work together’. Thus, time was viewed as both a resource and investment in learning. 

Organizational support, as demonstrated through district-wide participation in the ROP Institute, 

signaled the development of new norms that elevated the importance of principals collaborating, 

reflecting and learning. Time and monetary funding were viewed as the primary means to 

demonstrate support and make explicit organizational values.  

 

Trust  

With individuals or smaller groups comprised of established relationships, principals 

indicated that ‘it’s pretty easy to move into those reflective practice modes because there is a 

high level of trust in our teams’. Participants also felt reflection was enhanced when ‘I can ask 

questions that I may not feel comfortable asking in big principal meetings’. Regardless, 

principals indicated that there ‘is some level of anxiety because for all of us. It’s like, “Am I 

doing this right?  I don’t know if I am or not’”. Questions and uncertainty often prompted 

reflection within a smaller, trusting community.  

Trust was a precursor to reflection. The establishment of a community of learners was 

valued as ‘a very powerful culture building activity… Because you would come open, or as open 

as you could be, and with the intent of sharing information and doing what needs to be done’. In 

addition to reducing isolation, ‘connecting with other principals around practice has been 

phenomenal as it has raised our level of consciousness’ and minimized fragmentation. 

Awareness of differing needs and contexts within the district was heightened as ‘projects were so 

diverse that we all had something that we could learn from each other’.  

In a similar vein, new and diverse perspectives facilitated deeper thinking and reflection: 

There is always a place for external people to come in, and for another set of eyes, and 
the perspective of those that are affected by your work.  Those are really legitimate. We 
have to be listening and be informed by those people and hear those perspectives. 
 

Participants ‘appreciated the supportive and constructive feedback from colleagues, the ATA and 

the University’ as they reflected upon ‘impromptu issues and emergent problems’. One 

participant elaborated, ‘We had authentic critical friends who helped us see reality and keep our 

feet on the ground’.  As principals gradually came to trust members from the ATA and 
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University of Alberta, it appeared that the collective and coordinated endeavours of a variety of 

professional development partners positively impacted the learning of school principals.  

Risk-taking was also apparent as principals began to collectively address school issues: 

With the other principals of Cranbrook Heights, McCoy … we meet monthly or every 
second month…and we’re just sharing ideas and we feel like we’re a team. So now when 
there are things that come up and I need advice from somebody who has that kind of 
experience, and you know that none of us in our school have that kind of experience, I 
can go to them [other principals].  
 

Practice was enhanced when reflection occurred within and across schools (Wright, 2007). When 

trust existed, collective agency, reflection and learning naturally emerged in a bottom-up manner 

rather than being imposed by others.   

 For the majority of principals, trusting relationships at the jurisdictional and school levels 

fostered learning as colleagues came ‘together around the really tough issues that we don’t seem 

to be able to talk about in meetings – and most of those focus around changing practice’. Several 

principals self-initiated mentorship: 

I asked him [another principal] and he volunteered…He didn’t classify it as a mentorship.  
He classified it as a partnership because there were a lot of good ideas that I also shared.  
So, rather than him just having all the answers, it was a time to dialogue, share things, 
bounce ideas off one another, come up with game plans…I knew that I could be 
forthright without worrying. He wasn’t there to judge me or rate how I performed. 

 

 Reflection was enhanced when support was received without the threat of evaluation. Many 

mentors were selected because a known and trusting relationship already existed; however, I 

noted that few principals sought out colleagues who questioned or challenged their thinking.   

Central to reflection was trust building and recognition of the professional autonomy of 

principals as they assumed ownership of practice. Describing how superintendents need to trust 

principals as ‘competent professionals’, one participant suggested that superintendents need to 

recognize and articulate: 

We’re in the right place. I am prepared to allow them the space to do this work.  This 
means not overloading them with other things. I will trust that they are going to do the 
work and that they are capable of doing it. 

 

Trust was critical to professional growth and satisfaction. However, when asked about the degree 

that this trust existed, most principals were reluctant to comment. 
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Relevancy  

Balancing individual and global understandings 

Professional development tasks, based on choice of grouping, format, and learning 

content, allowed for a greater degree of relevancy as the specific needs, interests and level of 

readiness of individual learners were addressed. Within professional development recognizing 

that ‘we continually pass through different personal and professional stages’, principals indicated 

greater engagement and more purposeful participation in reflective activities. There was 

consensus among principals that ownership naturally emerged when principals faced relevant 

‘topics that are very related to administration and the problems or issues that we face and deal 

with head on’. Ownership was made possible through flexibility to identify action research 

projects deemed important to the individual, to collaborate with trusted and respected colleagues, 

and to identify appropriate resources including expertise outside of the immediate group. 

However, while reflection seemed natural and effortless for some principals, it was challenging 

and frustrating for others. It appeared that reflection and learning capacity varied even when 

problems were highly relevant to practice.   

Specialized supports and learning opportunities for newly-appointed principals were 

deemed essential. One newly-appointed principal stated, ‘I value the “how to” sessions on 

staffing and budgeting. I can’t focus on the big picture if I don’t know how to do the day-to-day 

tasks’. Another newly-appointed principal suggested, ‘Having a formal mentorship program 

would help me with my specific questions and give me a chance to talk about those unexpected 

problems’. Participation alongside of more experienced principals allowed assistant principals 

and those new to the principalship to gain craft knowledge and hands-on experience.  

Critical, from the principals’ perspectives, was the need to balance local and global 

contextual understandings within professional learning:  

Individual professional development is a must – but there is a place for centralized 
learning. As a district, we need some element of consistency and continuity or efficiency. 
It is not practical for us to reinvent the wheel for each school or each circumstance. 

 

Although valuing individualized learning, there was wide-spread recognition that professional 

development addressing jurisdictional goals was also relevant to principals. Leadership practice 

and decision-making occupied a position at the intersection of a number of ways of knowing:  
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Increasing one’s understanding of external forces is critical…To the extent that we have 
the big picture and have an understanding, we can respond more appropriately at the 
school level…In terms of professional development for principals, it’s gaining  an 
understanding of that big picture … Those sands shift all the time… As a principal, I 
need to understand the “what” and the “how”. 
 

Ambiguity and uncertainty defined principals’ daily practice as they navigated oftentimes 

multiple realities and conflicting values (e.g. expectations related to inclusion of special needs 

students, provision of choice in programming, and reporting achievement results) within their 

schools and the district. Principals constantly constructed and reconstructed their role and 

experiences in these contexts.  

When situating oneself within more global contexts, one principal argued, ‘Your practice 

is more reflective and more ethical as you consider others’. Through regular dialogue, principals’ 

awareness of contextually-specific needs and alternate viewpoints was heightened. Principals 

who envisioned their role beyond their specific school milieu often alluded to moral and ethical 

dimensions of the principalship in addition to managerial and instructional responsibilities. 

 

Pedagogies supporting relevant learning 

Although initially ‘wanting more of an in-service’, most principals challenged one-size-

fits-all professional development models that fail to meet ‘a broad range of needs’. Principals 

generally agreed that certain pedagogical approaches, used within the ROP Institute, fostered 

individual and collective reflection (e.g. problem-based learning, case studies, action research, 

peer coaching, and professional learning communities).  Principals ‘liked when we tackled the 

case studies or real issues using our own expertise as well as what we learned in the literature’. It 

was ‘particularly helpful to engage in conversations with people I know as well as colleagues 

that I don’t normally speak with’. Others expressed that ‘different group processes like posting 

ideas on charts and sharing them with the larger group really got to the heart of reflection. Do. 

Think. Discuss. Think some more’. Constructivist learning approaches recognized the personal, 

holistic and dialectical nature of learning.  Reflection was relevant when principals engaged in 

knowledge creation and meaning making around specific problems of practice.  

As many principals assumed a researcher role, they recognized how their action research 

projects were relevant to staff, students, and parents engaged in local school improvement 

efforts. For example, one principal stated that she was sharing the ‘results of the survey I 
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did…People will be interested to hear the accolades and how we need to shift our thinking’. She 

described her project as a ‘paradigm shift’ that illuminated ‘the way people think’ – an 

understanding that would not have been discovered if she had not ‘challenged my long-standing 

beliefs and my actions and practice as a leader’. Action research ‘provoked a desire to learn more 

because I had more questions...I need to change what I do now. What I say’. When principals 

saw value in the reflective aspect of action research, they were more inclined to consider, 

critique, and ultimately change practice.  

Integral to action research was a desire to develop a more nuanced understanding and to 

provoke improvement or change. Considering his action research project, a newly-appointed 

principal declared, ‘Will all of this reflection change me? My practice? It has already. It has 

seeped into my collaborative work with staff. The reflection is contagious. I can’t be the same 

person or leader now’. The process of sharing insights and coming together to discuss leadership 

issues related to their action research specifically, and to principal leadership generally, served as 

a useful mechanism for thinking about leadership roles through a variety of lenses.  

Although relevancy, trust, and time were deemed essential to supporting learning, the 

ROP principals also revealed how these same conditions created emerging tensions that 

potentially limited learning. 

 

What conditions do principals perceive limit or constrain reflection? 

In this section, consideration is given to principals’ perceptions as to how individual 

learning and organizational benefits are not readily apparent in the absence of the conditions of 

Time, Trust, and Relevancy. 

 

Time 

The elusive search for “more time” 

As they precariously balanced leadership responsibilities with management roles, 

principals felt unable to find time or space to engage in reflective practice. When asked about the 

relevance of action research, this principal suggested: 

Action research seems to acknowledge many of the realities of the work.  What is not 
there is support to make that become a reality in a humane way. A “humane” way 
because school principals, to be highly effective, need to have balance in their lives.  
They need to have a family life, community life, church life, private life, and a 
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professional life.  When principals are working seventy-hour weeks, they don’t have 
balance in their lives. 

 

Although reflection was deemed critical to learning and school improvement, most 

participants ‘felt really rushed’ because ‘the timeframe of one year doesn't fit the cycle of an 

administrator’s life’. However, the imposed timeline for completion of the action research cycle 

was beneficial for a recently-appointed principal and his assistant principals because ‘We were 

forced into collaborating because we were all so new to everything …The timeline forced us to 

think more frequently and with more intensity’. Another principal liked the year-long timeframe 

‘because the longer the timeline, the longer its homework hanging over your head…. I don’t 

think you would do any more or any less’.  Such contradictions were prevalent as principals tried 

to confine the time spent reflecting and learning. 

When questioned about ‘finding time’ for reflection, one participant highlighted times to 

avoid, including ‘report card times … Christmas, Easter, semester breaks and change-over [high 

school semester change]’.  These were ‘impossible months to shoehorn anything in’.  Few 

principals considered how they could structure and utilize the time in their workday differently to 

integrate reflection into practice. Only one principal argued that ‘time is used as an excuse’ and 

that: 

It takes discipline to keep things in perspective… Not very often do things arrive being 
life-and-death issues.... Even most requests from supervisors can wait if I am truly 
engaged in things that matter most.  This takes a bit of courage, coupled with 
consideration, but it can be done. 
 

The ‘prioritization of what’s really important’ was shared by many principals who suggested that 

traditional school and organizational structures, policies, and practices need to be 

reconceptualized to support the learning of school principals. One principal stressed the 

importance of learning being manageable within the current context of his role and 

responsibilities.  He stated: 

Our lives are filled with things that are urgent and important – deadlines, bells ring, 
meetings, and interviews at 8:00 a.m. We’re run by the clock.  The effective person is run 
by the compass, not the clock.  They have a direction.  They say, “These are my priorities 
and I’ll decide how I’ll spend my time”…  We have to ask, “If my plate is full and I want 
to add something to it, then what do I take off the plate so I don’t over indulge”? 

 

Another participant shared: 
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Too often, in many ways and in many organizations, schools being one of them, we don’t 
have enough time to stop and “sharpen the saw.”  We’re not exactly sure that this is the 
best practice or most effective practice for what we are doing terms of our work.   
 

Although espousing the importance of reflective practice, the annual cycle of the school year 

served as a framework that organized the recurring sequence of events that preoccupied 

principals’ time and thinking. The structure inherent in such a long-standing, cyclical process 

resulted in a form of rigidity that limited creativity and spontaneous learning. Within the 

turbulent and ambiguous nature of schooling, the predictability of this structure afforded 

principals with many reasons or excuses as to why reflective practice was an elusive goal.  

With this perceived lack of time during the work day, online discussions were scheduled 

outside of regular working hours:  

You’re going to meet as a group with your facilitator for one hour every two weeks…. 
We’ve also structured how they are going to do some homework and that involves 
making a commitment on a Sunday night to meet with the facilitator. 
 

Principals expressed frustration and deep resentment with the assumption that they should 

engage in collaborative reflection and learning outside of regular working hours.  This was 

viewed as acerbating the already diminishing quality and satisfaction within principals’ personal 

and professional lives.   

In addition to feeling guilty and worrying about the optics of taking time from the school 

day to further their own learning, ‘being away from the school’ had other implications for 

principals as ‘it takes time to re-orient myself after being out of the school for meetings…I feel a 

disconnect’. Suggesting that ‘this process has probably more rigor and expectations than most 

professional development models’, principals felt that the ROP partners failed to appreciate the 

complexity and intricacies of the principals’ work day. Although substitute teachers were hired 

to relieve principals from administrative or teaching responsibilities, this support was symbolic 

at best as substitute teachers did not alleviate the work responsibilities of principals engaging in 

professional development.  

Being a reflective practitioner required a delicate balance between thought and action. 

Within the fast-paced boundaries of school life, principals became obsessed with carving out 

large periods of time to think. Reflection inadvertently paralyzed practice.  
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The failed promise of emerging technologies  

A website was used to provide an any-time, any-place forum for collaborative reflection. 

Despite the promise of these emerging technologies, principals wasted time navigating what they 

described as ‘an unstable and unwieldy website’. Most online meetings evolved into conference 

calls that were more efficient ‘in regards to sharing information, talking about ideas’.  In contrast 

to the program developers who illuminated how online technologies have ‘potential for 

developing longer-term relationships around practice’, principals found the website to be an 

‘ineffective use of time and a poor means for dialoguing and reflecting with colleagues’. Wasted 

time was attributed to ‘poor communication of what the expectations were’: 

We were all told to go online, on this certain day, at a certain time and there was nobody 
there.  Everybody was phoning each other saying, “I’m online, are you online?” “Yah, 
I’m online but there’s nobody in my meeting group.” Nobody knew what was going on. 
 

Contradicting research purporting the benefits of online communities, the ROP online 

system did not facilitate the relationship building that is integral to collective reflection. Even 

with scheduled time to reflect, reflection was inhibited and rarely evident within the discussion 

postings on the ROP website. Most discussion threads consisted of personal pleasantries (e.g. ‘I 

went away over the long weekend. How about you’?); scheduling arrangements (e.g. ‘I can be 

online just about any day except Tuesdays’.); clarification of tasks (e.g. ‘Are we still at the 

“Objective” level of questioning’?); and cryptic responses to posted questions (e.g. ‘I guess I am 

spending a great deal of time working with individual teachers and perhaps not spending the 

appropriate time with small groups or whole faculty’.). 

Mandating reflection on the website created mistrust between principals and central 

office administrators. One principal revealed, ‘We gave it a try but recognized early that this was 

not a good use of our time, so we weren’t even doing it in compliance anymore’.  Over time, 

principals became increasingly detached from professional learning and school improvement 

efforts.  

 

Trust 

Although an overlap between contemporary educational literature and participants’ 

perceptions of the conditions that support professional learning exists, little attention is paid to 

what principals described as the inherent play of power manifested within jurisdictional 
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bureaucracies and the current educational policy context. Undertones implicit in body language 

and explicit in the prefacing of interview comments as ‘off the record’ were indicative of little or 

diminishing organizational trust. One principal intimated, ‘It is not that we don’t have lots to say 

– we do. But how do you speak the truth in such a small district? Perhaps if I was closer to 

retirement, maybe, even then I am not sure’. 

From the onset, ‘expected’ participation in the ROP Institute produced unintended and 

undesirable effects. This jurisdiction’s superintendent used a ‘show of hands’ for principals to 

indicate willingness to participate in the ROP Institute.  Despite the appearance of voluntary 

consent, principals expressed mixed feelings in regard to their ability to participate or opt out of 

the ROP Institute. It was generally understood that participation and compliance was expected. 

Yet one principal saw his participation as a sign of loyalty, rather than mistrust, as ‘the only 

obligation that I feel is as a member to this group and a member of the district to help move 

things forward.  You know I’m loyal and so I wasn’t coerced’. Other participants felt that the 

ROP goals implied that they were not reflective – thereby perpetuating subservience and 

undermining the confidence and autonomy of principals.  

 Individual and organizational learning was impacted by quality of information available 

to participants. One principal stated, ‘It wasn’t until the first meeting of the ROP group that I 

recognized what this was and what it wasn’t.  It wasn’t what I had bargained for.  It wasn’t what 

I had understood it to be’. Communications related to the ROP Institute seemed exclusively 

unilateral. Decisions, plans, goals, and timelines were often revealed to principals rather than 

reached though dialogue with the principals.  

Principals appreciated having ‘permission’ to meet with colleagues. Principals often 

chose to work with like-minded colleagues ‘who understand with how I go about my work’. 

However, collaboration with like-minded colleagues had a tendency to reinforce extant notions 

of leadership and allowed for politically-engaged social reconstruction that supported dominant 

values and traditional power relations. Reflective practice was limited in the absence of differing 

or new perspectives. Although collective reflection disrupted some habituated patterns of 

thinking, it appeared that reflection with like-minded peers only resulted in interrogating beliefs, 

values, and practices at a superficial level. Reflexivity was rarely evident or promoted. 

Although most principals self-identified as ‘lead learners’ of their schools, they struggled 

with admitting, ‘I don’t know what to do’ or ‘I am not sure’. Principals hid vulnerabilities and 
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minimized areas that might be perceived as being a ‘deficiency or short coming’. Within this 

social context, the extent to which principals could act on the results of their action research 

inquires and reflection was uncertain. Principals’ reflection appeared restrained by institutional 

pressures, their own biases, and prescribed roles and responsibilities. In the absence of 

organizational trust, principals emphasized bureaucratic functions over reflective practices.  

During the ROP Institute, observable changes in body language, demeanour, and 

interactions were evident when central office administrators left the room. One principal 

revealed that ‘who spoke, what was discussed, and the decisions made naturally shift when the 

superintendent attends’. In the absence of central office administrators, participants more readily 

shared ideas and questions with the large group. Principals were also observed to be more open 

and candid within the individual interviews. Those holding positional power within the district 

appeared to influence interactions and learning. Mistrust hampered principals’ abilities to 

collaborate and reflect in meaningful ways to address school and district issues. The complexity, 

ambiguity and uncertainty of school improvement required principals put their trust in others, 

indirectly or directly, to improve educational opportunities for all students. Trust came with an 

element of risk – few principals were willing to ask questions or challenge the status quo. 

Strong, positive relationships were integral to learning.  The credibility of the external 

partners was dependent upon the degree to which rapport and trust was established with 

participants.  In addition to recent experience within the principalship, it was suggested that 

facilitators have ‘a longer-standing relationship with the district because when you’re coming 

from the outside, you don’t know the district and their specific needs’.  

The facilitators’ credibility impacted the degree to which participants were willing to 

reflect online or during discussions. Reflection was hindered because the postings were 

identifiable and permanent. Because ‘we never know what they [external facilitators] will do 

with our online postings’, principals preferred face-to-face interactions. Repeatedly, participants 

questioned who ‘owned’ posted reflections, how long postings would be retained, and how 

postings were ‘protected’. In addition, many participants felt discomfort because they lacked 

trusting relationships with the multiple partners: 

There were too many outsider people who were there.  You had this lady from Toronto. 
You had the team that was from Edmonton…. How do you start voicing all of these 
frustrations in front of all these people that have come from distant places to … help us 
with the project? 
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Principals were unwilling to ‘air dirty laundry’ in front of external partners. Principals felt 

compelled to ‘present our best face and deal with issues when we are alone’.  Principals 

struggled with balancing external perspectives with the actual realities of their local contexts. 

Miscommunication and mistrust were also derived from conflicting stakeholder interests, 

motives, and understandings.  For example, one participant described:  

The ATA was interested in participating and helping to fund it… The University was 
interested in giving academic rigor and helping with the actual research. The district was 
committed to it. But, the “it” that we were talking about was two different things. 
 

It was often suggested that ‘the Association and the University have had a real vested interest in 

trying to make this work’; however, participants did not explain what the ‘vested interest’ was.  

On several occasions, participants seemed unclear about partners’ roles. For example, 

when speaking about his action research, one principal indicated to a facilitator that ‘whether 

we’re doing a great job of that or not, you’ll be the judge’.  Most principals felt that their action 

research projects would be evaluated despite communications that reinforced otherwise. This 

lack of trust inhibited meaningful reflection. Consequently, positive relationships with external 

partners should not be left to chance. Like the work required by principals to build positive 

community relations, external professional development partners need to plan thoughtfully and 

coordinate carefully to establish authentic and trusting relationships with school principals. 

 

Relevancy 

Motivation diminished when professional learning was perceived as irrelevant or 

unproductive. For one principal, the ROP Institute was not relevant to their practice and learning: 

It [action research] was mandatory…To this point, I’m not sure how meaningful this 
whole activity has been for me.  There’s been some stuff in the back seat that’s been 
really beneficial for me.  But, the actual project itself hasn’t been. 

 

Commenting on the lack of clarity around the program goals, principals often explained how 

lack of relevancy inhibited reflection: 

We had to have quite a paradigm shift from where we thought we were going to when 
these people showed up especially from the ATA, and started talking about this project 
based on an experience somewhere in Ontario.  A lot of us were looking at each other 
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thinking, “Am I at the wrong meeting?  Did I sign up for this?  Where is this taking me?  
Do I have time for another grad studies course right now?” 

 

Principals who did not experience meaningful engagement in their projects quickly became 

frustrated, cynical, and disengaged. On the other hand, participants with clearly-defined goals for 

their projects and professional growth reported feeling ‘excited, passionate and keen to get going 

because this is really helping me as a principal’. When learning was perceived as relevant, 

principals demonstrated higher degrees of ownership and motivation that resulted in a 

commitment to reflective action.  

Realistic expectations, in addition to relevant goals, were deemed important to principals. 

One principal explained: 

I was looking for something that would be practical, helpful, and appropriate, and that 
would add to my skill level but that was still something that was very specific.  So, it 
[action research project] was quite doable in terms of how ambitious we were and what 
time commitment we would make. 
 

Relevancy was particularly important for newly-appointed principals who were struggling with 

moving from the position of teacher-leader to principal. The ROP content was not always 

relevant to participants experiencing identity displacement associated with different career 

stages. Although one newly-appointed principal described how ‘becoming a principal is shaped 

through my interactions with my mentor and other principal colleagues’, he struggled with how, 

when, and about what to reflect upon. Ambiguity and uncertainty hindered his ability to address 

role discontinuity:  

When I reflect, I don’t know who I am anymore. What role am I in? Are my personal 
reflections the same or different than my professional reflections? How do I reflect from 
multiple perspectives when I deal with so many stakeholders that have different 
opinions? 
 

 ‘Still being identified as a teacher’ was how both new and experienced principals 

established credibility and [re]claimed their professional practice. That is, the instructional role 

of the teacher naturally melded into the instructional leadership responsibilities inherent in the 

principalship. In this way, a degree of relevancy and continuity appeared to exist as principals 

moved from the role of teacher to principal. However, with excessive managerial tasks, 

principals were hindered in their ability to keep instructional matters at the forefront of their 
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practice. For those principals struggling with role discontinuity, collective forms of reflection 

allowed them to reconceptualize leadership, manage change, and address specific issues. 

Unfortunately, the ROP content primarily focused on instructional leadership.  The narrow focus 

of program materials and structured activities limited relevancy and opportunities to reflect on 

leadership practice through a variety of frameworks (e.g. distributed leadership) and in a way 

that best suited principals’ individual needs and school contexts.  

 

Ambiguity surrounding school improvement and imposed principals’ learning 

Principals felt they had little latitude to initiate change and be reflective within the 

context of school improvement reform. It appeared to be challenging for principals to be 

reflective when their identity was clearly defined by policies and practices indicative of 

predictable structures and predetermined responses for problem-solving and decision-making. 

Tension existed between individual reflection and the demands of systemic school improvement. 

Forced or imposed reflection seemed to limit learning and reflexivity. 

Noticeably absent from most participants’ descriptions of the conditions that supported 

engagement were notions that learning should be enjoyable and self-fulfilling. With what 

appeared to be a diminishing sense of efficacy, participants focused on technical forms of 

professional development and rarely mentioned the possibilities of reinventing education through 

imposed professional development premised on reflective dialogue. Even though one participant 

described learning as ‘really powerful when educators take control of their professional growth – 

being researchers and inquiring into their own practice and situation’, reflection typically 

centered on emergent issues and unanticipated problems. Here, Schön’s (1983, 1987) description 

of the tacit knowledge that practitioners develop within their daily work contexts was highly 

applicable to the principalship. However, the emphasis on learning to address practical problems 

failed to leverage the power of imaginative and critical thinking that is essential to improving 

schools (Sefa Dei 2002, McInerny 2003, Cambron-McCabe and McCarthy 2005). 

During the interviews, many principals referred to time, practices and policies – much of 

which is out of principals’ direct control – that are barriers to reflective practice. Rarely did 

participants reflect on and interrogate ethical issues inherent in school improvement and in 

imposing reflective practice within professional development programming. For example, in my 

role as a critical friend, I met with one group of principals to provide feedback on their action 
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research. I questioned ethical implications resulting from providing additional support for 

professional learning to only a select group of teachers participating within their project. 

Although espousing the need for diverse and opposing viewpoints, these principals largely 

ignored my questions.  They did not appear to reflect on the potential use or misuse of their 

positional power. The role of the principal and micro-politics inherent in action research project 

were not subject to critical analysis.  

Tension around the issue of influence and inclusion were also magnified within Alberta’s 

culture of accountability. Critiquing recent discourse about the need for broad-based school and 

community involvement, one principal pondered how to engage others in reflective practices: 

‘We can say that we’re site-based management but we’re not…It’s a top-down decision 

[implementation of reform] and you’re expected to follow those’. This principal further 

described tension between school, jurisdictional and provincial needs – arguing that there is no 

room for reflection within the current educational context:  

The problem then is that you have important things that are coming down from the 
Minister [of Education]…that have to be done. I mean you are told. The problem then is 
that might not be something that’s really fitting your guiding principles, yet you are 
expected to do it. 

 

As principals tried to relinquish decision-making authority and engage others in reflection, they 

faced a serious tension with the all-pervasive culture of accountability in which principals 

operate vis-à-vis their superintendent, other senior administrators, and external stakeholders 

(Wright, 2007).  

A great degree of ambiguity surrounding the impact of school improvement structures 

and policies on principals’ roles existed. Principals continuously negotiated dissonance among 

competing discourses and contradictory practices of the current reform context. Although 

Alberta’s reform policies appear to decentralize accountability, the school principals felt that 

there was a simultaneous move to centralize and control the educational system. Principals were 

trying to balance their own values with the overwhelming demands of school improvement. But 

in the absence of time and space, both physical and metaphorical, principals were unable to 

engage in deep and meaningful reflection. Being bombarded with conflicting and competing 

demands, principals felt as if they were constantly compromising and seeking moral balance. Yet 
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many of the stories that principals shared about their schools and practice illuminated that 

reflection is critical to transforming and enriching the quality of education provided to students. 

 

Conclusion 

  Within this article, I specifically explored conditions that support or constrain reflection 

as a form of professional learning for school principals. Whereas findings suggest that time, trust 

and relevancy were conditions that supported principals’ learning, these same conditions 

simultaneously limited reflection. Although the learning of these principals occurred at a highly 

personal and individual level, learning was also influenced by and enhanced through dialogic 

interactions and collaborative reflection. Learning within the principalship was inextricably 

embedded in the larger nexuses (e.g. the school, district, community, province, and home) in 

which practice was enmeshed (Wright 2009). Subsequently, the contextual factors inherent in 

these different ecosystems influenced principals’ learning, reflection and leadership practice. Of 

particular significance was the degree that the current reform context and imposed reflection 

bred mistrust between principals and others. Questions were continuously raised about the 

impact of organizational trust on principals’ reflection and learning and how imposed reflection 

limited the promise of professional learning and school improvement.   

 In closing, further investigation of school principals’ learning within the current reform 

context is needed. In particular, additional research needs to be undertaken to address: 

• What is the role of reflection/reflexivity in improving educational leadership and/or educational 
policies? 

• How are bonds of trust formed and shaped within schools, jurisdictions, and the larger 
educational system? 

• How do principals negotiate dissonance among competing discourses and contradictory 
practices of the current reform context? 

 

Reflection continues to be an ambiguous means to professional learning. I urge further research of 

principals’ experiences and understandings to elucidate the extent that reflection can fulfill the promise 

of transformational learning and sustainable school improvement.  
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Abstract 
The purpose of this study was to assess the body, mind spirit dimensions of graduate students using 
the BMS survey created by Hey & Calderon (2006).  The BMS is a 44 item survey that measures 
wellness characteristics of college students. This follow up study was conducted using the BMS 
survey to address some of the limitations identified in the initial study by Hey & Calderon (2006). 
The methods for this study included administering the survey to 110 volunteer graduate students 
enrolled in health, physical education and recreation classes at four different universities in four 
different states (Alabama-N=43, Mississippi-N=24, Kentucky-N=18 & Illinois-N=25). Students 
were provided a link to the online survey by their course instructor and asked to participate in the 
study. Those who chose to participate in the study answered the survey online and the results were 
then automatically tabulated in the online data base.  Statistically significant results were found 
between age and grade point average (0.515), between marital status and age (0.696) and the spirit 
and mind dimensions (0.505).  Also similar results were also found between the results of this study 
and previous study using graduate and undergraduate students and combining the participants of 
both studies.  It can be concluded from this study that the importance of which college student 
participate in positive health behaviors and nurture the characteristics that contribute to their overall 
well being within the body, mind, spirit dimensions cannot be overstated. The ever present fact of 
more and more college students engaging in health risk behaviors is a continuous challenge for 
college health professionals and practitioners. Therefore a global approach to comprehensively 
investigate college student health behaviors across body, mind, and spirit dimensions is of utmost 
importance.  Limitations identified in the initial study by Hey & Calderon (2006) included a variety 
of settings and varied populations. This follow up study using the BMS survey addressed those 
limitations to some extent because the participants were only graduate students at four different 
universities in four different states and therefore shows the usefulness of the instrument in a variety 
of settings and varied populations. As such the BMS survey continues to be a very useful wellness 
inventory to assess global health dimensions. The instrument is brief, applicable and easy for 
teachers, healthcare professionals, clinicians and others to administer to both undergraduate and 
graduate college students. 
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Abstract 
The purpose of this program is to identify leadership considerations for those interested in moving 
into higher education administration.  The role(s) of a department head will be identified and 
clarified. Questions and scenarios will be provided to those in attendance with the objective being 
small and large group discussion about a variety of issues encountered by higher education 
department heads. Important transitions will be identified that can assist a faculty member in 
deciding if a move into administration is in their best interest. It is important to identify and inform 
those interested about a variety of topics, concerns, issues and considerations encountered by higher 
education department heads. Contemplating a move from being a faculty member into an 
administrative role can be a daunting task of great complexity that adds significant responsibilities 
and also requires specific skills that are not commonly acquired or applied as a faculty member. 
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Abstract 
The purpose of this program is to provide creative health education teaching strategies on numerous 
health related topics. A teacher’s role is to create a classroom environment in which all students can 
participate to the best of their abilities. Because each student has his or her own unique set of 
physical and intellectual abilities, perceptions, and needs, a great challenge is to provide a positive 
learning environment for the students. Therein lies the importance of teaching strategies being able 
to actively engage students in the lesson being taught.  A variety of creative health education 
teaching strategies will be explained and demonstrated to those in attendance. Several health-related 
topics will be identified and participants will participate in brainstorming to identify creative ideas 
for creating health education teaching strategies.  
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Abstract 
As a result of improved public health and medical advances, not only has life expectancy among 
older people increased, but the importance of quality of life in terms of health in later life has also 
increased. The aim of this study was to investigate the relationship between socio-demographic 
factors, health-related behaviors, residents’ functional disability levels among elderly people living 
in nursing homes in Turkey using the World Health Organization’s Quality of Life - BREF 
(WHOQOL-BREF). Data regarding socio-demographic characteristics, chronic health problems, 
health related activities (smoking, alcohol consumption, physical activity, etc) were collected from 
the study group (N = 107) by a structured questionnaire during face-to-face interviews. 
Dependences in activities of daily living (ADL) of the study group were also assessed using Katz’s 
ADL index. The mean WHOQOL-BREF scores were significantly higher in participants who had 
independence in performing ADL (bathing, dressing, toileting, transfer, continence, feeding) (p = 
0.00, p = 0.00, p = 0.00, p = 0.01, p = 0.000, and p = 0.01 respectively). It was found that 
WHOQOL-BREF scores were positively associated with having physical exercise habits and 
residential’ satisfaction with nursing homes; being dependent in dressing were significant 
predictors of in the study (R2: 0.38, p = 0.003, p = 0.000, and p = 0.000 respectively). Residential 
satisfaction with nursing homes and participation in physical exercise were significant predictors of 
WHOQOL-BREF scores for those that participated in this study. 
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Abstract 
Often times a question implicit in the work of many health promotion researchers is how can 
behavioral technology be used to teach behavior modification techniques to children with 
Intellectual Disabilities (ID)? The purposes of this project were to: 
1) investigate independent factors affecting health behaviors of children with ID, 
2) determine effective health education programs for children with ID., and 
3) apply health education programs to promote healthy behaviors for the teachers. 
The study included 148 children (age: 3-22 years) with ID and their teachers (N: 29, age 18-58). To 
determine health behaviors of the children with ID in the school, focus group interviews were 
conducted with the teachers to ascertain the children with ID current health behaviors regarding 
general oral hygiene, physical activity & recreation, diet profile.  The results of the study focus 
group interviews with the teachers guided the use the Interactive Health Education Program (IHEP) 
to create a curriculum that was designed and administered to the teachers and as a result, 
suggestions from the teachers indicated the IHEP needed to be revised during course. Since 
teaching barriers may be related to inefficient teaching materials the education/income level of the 
family was also determined. Finally a “Guide Book for Teachers” booklet containing posters and 
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videos which included good health behaviors model was assembled to be use as teaching materials. 
This project is ongoing and will be continued into 2010. 
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Abstract 

This study examines the factors leading to Faculty Engagement through two private 

Universities, one in the U.S. and one in Thailand. The underlying focus of this study is to 

identify related factors that affect Faculty Engagement in order to boost faculty's morale, 

enhance performance and reduce the turnover to some extent. Winning Faculty Engagement 

gives universities competitive advantage. Progressive administrators should leverage 

engagement-enhancing practices as a way to foster faculty performance and, in turn, the 

overall performance of the university. The nine factors are Culture and Values, Common 

Purpose, Communication and Cooperation, Relationship with Administrators, My Team, My 

Job, Learning and Development, Performance and Feedback, and Reward and Recognition 

These factors were examined as independent variables. The result of the Independent Sample 

t-Test of two Universities indicates that Dominican University of California (DUC) and 

Assumption University (AU) are different in four factors: communication and cooperation, 

learning and development, performance and feedback, and reward and recognition. Multiple-

regression model was conducted to identify the most consecutive significant influence factors. 

In summary, three out of nine factors for DUC and four out of nine factors for AU 

demonstrated statistically significant relationships with Faculty Engagement. The 

Correlations Analysis has shown that all nine independent variables were significantly related. 

This study has found that job satisfaction (meaning at work), reward and recognition (being 

valued and involved), having a good relationship with administrator and common purposes, 

and learning and development in a conducive working environment can lead to a high level 

of engagement and performance amongst all groups of faculty. 
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Significance of the Problem 

―The recent trends in decreasing financial support for the educational institutions, increase in 

local and global competition, changing students‘ expectations and backgrounds, and a higher  

engagement of students and communities in continuous lifelong learning require higher 

education institutions to do more with less‖ (Badri, Selim, Alshare, Grandon, Younis & 

Abdulla, 2006).  According to the above trends, both American and Thai universities, 

especially private universities, must strive for more efficiency and effectiveness in order to 

compete at both the local and international levels. Faculty comes to their profession as the 

result of a variety of motivational structures, and they vary tremendously in the way that they 

perform their assigned tasks (Blackburn, 1995).  

The quality of a university comes first and foremost from the achievements of its faculties. 

Great universities rely heavily on talented and motivated staff in order to support the 

increasingly complex and specialized work of faculty. The contributions of faculty at all 

levels must be recognized and rewarded. Universities should be a place where faculties are 

excited and inspired to do their best path-breaking work. Well-prepared and fully engaged 

faculty and staff represent the most important asset the university has in times of change. The 

skills, knowledge, creativity, dedication and motivation they bring to their work constitute the 

core of the institution‘s competitive advantage. Although there is a large number of a 

research on employee engagement, there are only a few studies of Faculty Engagement in 

universities. Therefore, this research is needed, as it will enhance the quality of education in 

academic institutions.  

Purpose of the Comparative Study  

1) To gain insights and perspective on how to promote Faculty Engagement in 

universities.  

2) To stimulate and assist judicious considerations and possible adaptations of promising 

practices and solutions to administrators. 

3) To contribute to the advancement of international understanding and more extensive 

and effective co-operation in human resource development.  
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 Research Objectives                                                                                                                   

The key research objective is to identify significant factors leading to Faculty Engagement in 

order to explore and address in the coming future for both Thai and American private 

universities. 

Research Hypothesis                                                                                                                

There is a significant difference in factors leading to Faculty Engagement between 

Dominican University of California and Assumption University of Thailand. 

Operational Definition “Engagement” 

Engagement: The extent to which employees put discretionary effort into their work in the 

form of brainpower, extra time, and energy; demonstrated by belief in the organization, desire 

to work to make things better, respectful of, and helpful to, colleagues, willingness to ‗go the 

extra mile‘, keeping up to date with developments in the field, finding meaning at work, pride 

and advocacy of the organization (in terms of advocating/recommending either the products 

or services of the organization, or as a place to work).  

Culture and Values (CV): the set of shared attitudes, values, beliefs, goals, and practices 

that characterizes an institution, organization or group. 

Common Purpose (CP): having the same purpose or intent in some actions or series of 

actions. 

Communication and Cooperation (CC): some activities are aimed to create positive 

identity and to develop better communication and cooperation, mutual support and 

confidence. 

Relationship With Your Administrators (RW): having mutual trust and respect. 

My Team (MT): having roles, responsibilities and confidence in the ability of others. 

My Job (MJ): having clearly defined goals and expectation. 

Learning and Development (LD): having adequate training, knowledge, skills, and 

opportunities to excel. 

Performance and Feedback (PF): having one‘s performance fairly assess. 

Reward and Recognition (RR): having one‘s contribution valued. 
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Figure 3  Conceptual Framework 

 

 

 

 

 

 

 

 

 

 

Methodology 

The researcher employed a questionnaire as an instrument of this non-experimental research. 

The relationship of factors leading to faculty engagement was measured by multiple 

regression, which would determines whether or not there is a significance difference in 

factors leading to Faculty Engagement between Dominican University of California and 

Assumption University of Thailand. 

 

Survey Instrument 

The survey instrument was designed to assess respondent over all perceptions engagement of 

their university and their own criteria toward factors leading to engagement. The questions 

required Likert-type response except faculty characteristics and information. Questionnaire 

consisted of 3 parts (see appendix A) 

Part A: to measure factors leading Faculty Engagement (Q.1-60).  

Part B: to evaluate participants‘ engagement (Q.61-80). 

Part C: to ask demographic data about their background, employment history, gender, race, 

years in education, administrative assignment.  

 

Content Validity and Reliability 

For content validity, evidence of validity was determined by the content-related. Constructed 

content validity was established by a panel of academic advisory research committee (n=3) 

from Dominican University of California. The panel of experts was chosen based on their 

familiarity with the knowledge of research theory, organizational behavior, and management 

and administrative experience with the population being surveyed. 

2010 HICE Proceedings - Page 1995



  Vinitwatanakhun Watana, Thailand 

   

Visiting Fulbright scholar, Dominican University of California, USA 

 

 

5 

For reliability, evidence of reliability was demonstrated through both item consistency and 

instrument stability. The tryout of the instrument was tested to increase the reliability of the 

instrument, in order to ensure reliability on the statements and questions so that they could be 

understood and answered by respondents. 

An item analysis on all questionnaires was conducted to determine the measure of internal 

consistency. The value of Cronbach‘s alpha coefficient was ranging from .737-.935, which 

considered good. 

 

Respondent Data 

The response rate of DUC was 46 = 58 % and AU was 112 = 75 %. 

Participants were asked to respond to the open-ended questions beside the nine predictors of 

variables and other information used to confirm the criterion variable. The data collection 

process was strictly confidential, no names or codes were attached to the responses to prevent 

identification of any respondent. 

 

Data Analysis   

SPSS was used to calculate descriptive statistics, compare means using t-test analysis, and 

conduct both Multiple Regression (to determine which factors is the most influenced predict 

Faculty Engagement) and Correlation Analysis (to identify the interrelationship among 

predictors and criterion). The other statistical measures such as percentages and measures of 

variations were computed to interpret data. 

 

Measurement 

Both the independent variable and the dependent variable were developed on the Motivator-

hygiene theory and the three conditions of Kahn‘s model and were partially applied from 

Robinson‘s model of the drivers of employee engagement (2004) and Penna‘s model of 

hierarchy of engagement (2007). The independent variable assessed by 60 items under the 

nine factors: Culture and Values, Common Purpose, Communication and Cooperation, 

Relationship with your Administrators, My Team, My Job, Learning and Development, 

Performance and Feedback, Reward and Recognition. The dependent variable was assessed 

by 20 items under the heading of overall perceptions of engagement.  

 

 

 

2010 HICE Proceedings - Page 1996



  Vinitwatanakhun Watana, Thailand 

   

Visiting Fulbright scholar, Dominican University of California, USA 

 

 

6 

Demographics  

The demographic variables includes ethnicity, gender, age, high-degree held, years in 

education, administrative assignment, and academic title.  

 

Descriptive Analysis 

The summary of survey of the demographic data is presented below in Table 2. The 

questionnaire of 80 Likert scale were sent to all full time faculty of DUC (80) and AU (150). 

The outcome of questionnaire of DUC was 46 = 58%: the participant are female = 28%, male 

= 72%. The outcome for AU was 112 = 75%; the participant are female = 46%, male = 49%. 

Participants were also asked to respond to open-ended questions. The nine predictors of 

variables and other information were used to confirm the criterion variable. The data 

collection process was strictly confidential, no names or codes were attached to the responses 

to prevent identification of any respondent. There were no significant influences of 

demographic data toward factors leading to the Faculty Engagement. 

 

Correlation Analysis 

An examination of the correlations between the nine independent variables (Culture and 

Values, Common Purpose, Communication and Cooperation, Relationship with your 

Administrators, My Team, My Job, Learning and Development, Performance and Feedback, 

Reward and Recognition) and the dependent variable (Overall Perception) provides useful 

information in determining which variables are likely to impact Faculty Engagement. The 

correlation analysis has shown that all nine independent variables were significantly related. 

 

Regression Analysis 

The results of Multiple Regression (Stepwise) indicates only MJ, RR, RW (DUC) and CP, 

MJ, LD, RR (AU) were significant (at the 95% level) in explaining Faculty Engagement. 

Three out of nine factors for DUC and four out of nine factors for AU demonstrated statistical 

significant relationships with Faculty Engagement.  
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Multiple Regression Model of Two Universities 

 

 

 

 

 

 

 

 

 

 

 

 

 

Slightly different factors of prediction on Faculty Engagement of both Universities, which 

have important practical applications, also raise more intriguing theoretical issues and 

potential research questions. First, Common Purpose and Learning and Development appear 

to be both dependent of each other. This suggests that there is value in researching each 

factor in greater depth separately as well as comparatively. More importantly, this research 

did not explore the consequences of increased Faculty Engagement. How engagement is 

related to measure of faculty performance, student learning, or institutional academic 

improvement are yet to be explored. 

Administrators‘ interest in faculty‘s well-being and their support in day-to-day operations 

play a critical role in driving Faculty Engagement. In fact, strength or weakness of the work 

environment is heavily influenced by the personality, skill and beliefs of the front line 

educational administrator. They generally set the tone and feeling for the department. Despite 

the cultural and social differences, it seems that Assumption University management has set 

on a course of "convergence" with Western Human Resource practice, especially with foreign 

faculty. In addition, engagement strategy needs to be viewed as a broad organizational and 

cultural strategy that involves all levels of the organization (Frank, et al., 2004), a series of 

actions and steps that require the input and involvement of organizational members 

(Robinson et al., 2004) and consistent, continuous, and clear communication (Kress, 2005).  

DUC 
 

- My Job (Job Satisfaction) 

- Reward and Recognition 

- Relationship with   

  Administrators 

 

AU 
 

- Common Purpose 

- My Job (Job Satisfaction) 

- Learning and Development 

- Reward and Recognition 

RW 

 

 

MJ 

RR 

 

CP 

LD 

Engagement 
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A University can create engagement in its workforce by building work environment that 

promotes constant learning and creates development plans for each individual. Educational 

administrators need to work with faculty to understand their strengths and development all 

needs, and create opportunities to leverage and fully utilized their skills and knowledge. The 

university also needs to provide meaningful development plans and facilitate opportunities 

that include programs such as research training, succession management, special projects and 

assignments, and mentoring. The key to a successful development program is to ensure that 

all faculty members have a plan for development and clear accountabilities for making 

progress on their plans. Training and development are important investments in human 

capital. However, some universities might find it difficult to make such a commitment and 

limit their training on technical knowledge. As a matter of fact, the value of investing in a 

strong and diverse development program is clear. The studies have shown (Bemthal & 

Wellins, 2003) that investment in development programs are significantly related to financial 

success of the organization.  

 

Research Hypothesis 

There is a significant difference in factors leading to Faculty Engagement between 

Dominican University of California and Assumption University of Thailand. The probability 

(Sig. = .000) for the F value is less than .05, thus, the variances of the two groups are not 

equal, and therefore the output in the Equal variances not assumed row should be used. 

To determine if the differences in factors leading to the Faculty Engagement between two 

universities (AU and DUC) are significant, the columns labeled t-test for equality of means, 

the obtained t-value and its probability, which can be seen in the columns labeled t and Sig. 

(2-tailed) are analyzed. The t value of factors: CC, LD, PF, RR are 2.308, 2.385, 4.244, 3.108, 

respectively. The probability in the Sig. (2-tailed) column in the (P value 

= .024, .020, .000, .003) is less than .05, meaning that to retain the hypothesis concluding that 

there were significant differences in four factors leading Faculty Engagement between two 

universities (AU and DUC). 
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Summary of Open-ended Questions  

More than 75% of the respondents rated pay and benefits in their list, thus concluding that the 

fundamental financial reward is still a critical factor in faculty's engagement level. This 

finding is also consistent with the results of correlation and regression analysis. As a matter 

of fact, most of the job related factors that were significantly related to Faculty Engagement 

in the statistical analyses were also reflected in the answers of the open-ended question, such 

as supervisor and co-worker relationships, participation in decision-making and job 

autonomy. This gave us further assurance of the validity of the model. 
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Abstract 
 
 
In the world of 21st century education, it is imperative that K-12 teachers be adept at using 
computer and Internet based technologies and that they be prepared to help their students to use 
appropriate technologies for educational purposes.  However, researchers have found that many 
teachers do not feel comfortable with various technologies and as a result resist the use of 
technology in their classrooms.  This case study presents a combination of teaching strategies 
employed in a recent teacher development class, aimed at breaking down barriers to technology 
use.  Gains in technological competency are discussed for a group of K-12 teachers who became 
familiar with Web 2.0 and digital storytelling technologies in a workshop setting, traveled to a 
space exploration science conference, and created digital stories designed to relay meaningful 
aspects of their experiences to their students.  Results from this study suggest that increased 
technological competency can be realized from relevant professional development activities 
which engage teachers through a creative vehicle such as digital storytelling, when supported 
with various Web 2.0 technologies. 
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Giving Experiential Learning a Digital Makeover:  
A Case Study in Using Digital Storytelling and Web 2.0 Applications  

to Promote Greater Technological Competency in K-12 Teachers 
 

In the world of 21st century education, it is imperative that K-12 teachers be adept at using 
computer and Internet based technologies and be prepared to help their students to use 
appropriate technologies for educational purposes (Pollard & Pollard, 2004). However, 
researchers have found that many teachers do not feel comfortable with various technologies and 
as a result resist the use of technologies in their classrooms (Bailey, 2002; Thompson, 2005).   
As part of our work in the Inquiry and Teacher Professional Development Lab (Inquiry Lab) at 
the University of Colorado Denver, we too have observed some teachers’ reluctance to use 
technology.  This situation prompted us to conduct a case study which examined the struggles 
and successes of a group of teachers who were given the opportunity to become familiar with 
and employ various technologies, including Web 2.0 technologies, in support of a required class 
project involving digital story creation. 
 
Background 
 

Our work in the Inquiry Lab has been guided by Dr. Michael Marlow of the University of 
Colorado Denver. His philosophy is that the best teachers are the ones who have the best stories 
and those stories are fed by meaningful experiences.  Therefore a major focus of the lab has been 
to provide meaningful experiences to K-12 teachers.  As members of the Inquiry Lab, we have 
been involved in planning, supporting, and studying the impacts of those experiences.  Our 
specific area of interest has been in exploring ways that digital storytelling and Web 2.0 
applications can be used to enhance teacher experiences. 

 
Recently, we helped to design and conduct a class which required teachers to use 

technology to translate an experience into a meaningful lesson for their students.  As part of this 
teacher development class, 17 teachers attended the 15th Space Exploration Education 
Conference (SEEC) in Houston, Texas.  The conference offered sessions on space science 
content and curriculum materials, as well as tours of the National Aeronautics and Space Agency 
(NASA) operations at the Johnson Space Center.  For their final projects, the teachers were 
asked to create digital stories which related something meaningful about their SEEC experiences, 
involved some aspect of space science, and could be integrated into lessons for their respective 
classrooms.  A digital story is a short personal story (usually two to three minutes), composed of 
a mix of elements drawn from images, video, music, text, and narrative voice-over.  As they 
created their digital stories, teachers were also required to communicate, collaborate, and share 
resources through Web2.0 applications, which were selected for use in this class. 

 
Teachers were informed prior to the class that they would be asked to create digital 

stories, but that there was no prerequisite that they be familiar with specific technologies.  In line 
with our prior observations, teachers entered into this professional development class with 
differing levels of competency in using the various technologies presented in the class. 

 
When it comes to using technology to support learning, Engstrom and Jewett (2007) 

citing numerous authors, suggest that many teachers lag behind their technologically astute 
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students.  Looking specifically at Web 2.0 technologies, also known as the Read/Write Web, 
Richardson (2006, p.7) states “The Read/Write Web threatens to make…differences between 
learners and teachers even more acute.” 

 
In an attempt to bridge this gap and to insure that the teachers in our class were 

comfortable with the technologies they were being asked to use, we conducted an eight hour 
workshop for the teachers prior to their attending the SEEC.  During the workshop, we presented 
technologies the teachers would need to successfully complete the class requirements.  Areas of 
instruction included using a class wiki, recording audio files on iPods, creating digital images 
from personal cameras, appropriately downloading images from the Web, creating digital stories 
using video editing software on Microsoft Windows or Apple Macintosh platforms, and posting 
images and movies to shared asset spaces.  We continued to offer support to these teachers 
throughout the remainder of the class as they developed their digital story assignments.  For 
purposes of our study, we have defined technological or digital competency as the confident and 
critical use of technologies for employment, learning, self-development and participation in society 
(Ala-Mutka, Punie, & Redecker, 2008). 
 
Research Questions 

 
To examine the effectiveness of our teaching strategies aimed at technology facilitation 

for K-12 teachers we wished to explore the following research questions: 
 

1. To what extent and in which ways have teachers used the available Web 2.0 
technologies when completing their digital stories? 

2. (How) were technologies useful to teachers? 

3. As a result of taking the class, did teachers feel more self-confident about using 
technologies presented to them? 

4. As a result of taking the class, did teachers report an increase in competency in 
various technologies? 
 

Theoretical Framework 
 

To help us design our technology workshop, we conducted a focused literature review of 
the emerging literature base that is arising in response to the need to integrate rapidly changing 
technologies into the educational system.  Topics addressed include (a) early technology 
integration efforts, (b) emergence of Web 2.0 technologies, (c) role of digital natives, (d) teacher 
professional development for technology integration, and (e) using digital stories and wikis in 
teacher professional development. 

 
Early Technology Integration Efforts 

 
According to a 2004 United States Department of Education study, Internet connectivity 

in the United States advanced during the last decade to the point where 99% of our schools are 
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connected to the Internet, with a five-to-one student-to-computer ratio.  Though unprecedented 
gains in connectivity have been achieved, a large number of teachers at all levels still feel 
uncomfortable using technology in their teaching and many are having difficulty integrating 
technology use into their pedagogical belief system (Bailey, 2002; Thompson, 2005).  As 
researchers have begun to examine issues related to technology integration in education, 
significant theories of change have been developed (Rogers & Rogers, 2003), agents of change 
have been identified (Ely, 1999), assessments of technology integration in the educational system 
have shown most teachers to be in early stages of technology adoption (Bailey, 2002), and top 
educators of the United States have convened to produce a national research agenda for 
technology diffusion in education (Pollard & Pollard, 2004). 

 
In response, researchers are beginning to consider the role of technology in teacher 

professional development (Bannan-Ritland et al., 2006; Henderson, Blurton, Meymaris, & 
Gallagher, 2004; Loucks-Horsley, Love, Stiles, Mundry, & Hewson, 2003).  Involving teachers 
as collaborators in curriculum design research represents a new direction of research in teacher 
professional development.  Bannan-Ritland and colleagues state that while few studies have 
directly addressed teacher involvement in the design of technology-based curriculum materials, 
this approach seems promising for the development of complex, long-term, immersive teacher 
professional development experiences. 

 
Emergence of Web 2.0 Technologies 

 
More recently, research into the implementation of technologies in classrooms has shifted 

radically [from Web 1.0 to Web 2.0 technologies] over the past decade as Web 2.0 tools and 
applications have become generally available and as the complexity of the implementation 
process has become more apparent (Murphy & Lebans, 2007).  Web 1.0, referred to as the Read-
Only Web, is a static content delivery system that requires extensive programming, 
administration, and maintenance to keep its pages vital.  Web 2.0, on the other hand, has been 
termed the “Read/Write Web” (Murphy & Lebans; Richardson, 2006) because of its interactive 
nature.  Richardson states that since 1993, the Web has been experiencing an “explosion of 
technologies” (p. 2)  that are transforming it into a space of community and collaboration in the 
way that developer, Tim Berners-Lee, originally envisioned his World Wide Web in 1989. 

 
One of the developments of the Read/Write Web has been the ability of people to create 

content and publish it on the Internet without the specialized skills once necessary to create a 
webpage.  Instead of being passive receptors of information, people everywhere are creating 
content and engaging in dialogue on the Web (Maloney, 2007; Richardson, 2006).  There is a 
new focus on innovation, creation, and collaboration.  The emphasis is now on collective 
knowledge over static information delivery, knowledge management over content management, 
and social interaction over isolated surfing (Maloney). 

 
Tools such as Weblogs (blogs) and wikis, which are platformed on the asynchronous 

environment of the Web, encourage a more active, participatory role for users (Maloney, 2007; 
Ras, Avram, Waterson, & Weibelzahl, 2005), are collaborative or community-centric 
applications (Murphy & Lebans, 2007; Richardson, 2006), and therefore have a tremendous 
potential to transform education (Richardson).  Examples of these tools include Wetpaint wikis, 
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blogs, Really Simple Syndication (RSS) feeds, Picasa online photo-sharing sites, Screencast 
online asset storage sites, and social networking websites.  These and other Web 2.0 tools have 
great potential in the classroom when integrated thoughtfully through applied pedagogy 
(Engstrom & Jewett, 2005; Murphy & Lebans; Richardson). 

 
Role of Digital Natives 

 
In 2001, Prensky described those who were born roughly between 1980 and 1994 as the 

first generation of “Digital Natives” (p.1).  They, and generations since, have spent their entire 
lives engaged in digital technologies, extensively using an abundance of digital tools and toys.  
Those born prior to 1980 with an inclination towards using digital technologies, particularly 
computer based technologies, are described by Prensky as “Digital Immigrants” (p.2).  
According to Prensky, digital natives have new and different needs as learners than did previous 
generations. 

 
Engstrom and Jewett (2005), claim that today’s technically astute students are more adept 

at using technology to support education than their teachers are and that a digital disconnect 
between teacher and student is beginning to materialize.  Other researchers agree that digital 
natives in general may be technologically astute and know how to use instant messaging, 
Facebook, YouTube and other technologies; however, statistics are beginning to show that while 
digital natives may be more comfortable using technologies they still need to learn how to use 
technology for deep learning (Bennett, Maton, & Kervin, 2008; Lei, 2009). 

 
Similar disparities in skills are evident for digital native preservice teachers.  In one 

study, preservice digital native teachers lacked the experiences and expertise in using Web 2.0 
technologies and other technologies with great potential for classroom application (Lei, 2009) 
These individuals reported “strong positive beliefs in technology, yet moderate confidence and 
reserved attitude relating to using technology” (Lei, p. 87). 

 
Teacher Professional Development for Technology Integration 
 

Research on integrating technology into teacher professional development is starting to 
make its way into the literature (Cradler, Freeman, Cradler, & McNabb, 2002; Murphy & 
Lebans, 2007; Slepkov, 2008; Whittier & Lara, 2006).  Cradler et al.  conducted a review of 
research findings and implications related to preparing teachers to effectively integrate 
technology into curriculum and instruction.  They found that the most effective strategies for 
preparing new teachers to integrate technology were to require that college faculty use 
technology in their courses as a learning and teaching tool and to demonstrate infusion of 
technology into instructional practices.  They also found that strategies which build teacher 
confidence and interest in technology include mentoring by an experienced teacher who is 
proficient with technology, sufficient time for collaborative learning and practice with 
technology, active participation in professional meetings, and use of computers at home by 
teachers (Cradler, et. al, p. 50). 

 
Proponents of experiential and constructivist learning are applying their approaches to the 

realm of technology integration in teacher professional development.  Whittier and Laura (2006) 
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present a methodology whereby faculty gained expertise in using technology to improve teaching 
and learning and, in turn, modeled the use of technology based resources for their students.  
Similarly, Slepkov (2008) reports on action research which was conducted in conjunction with 
participation in a project centered on the creation of websites as culminating performance tasks.  
Citing work by Mitra  and by Hill, Smith, and Mann, Slepkov agrees that if teachers are to 
enhance their use of technology in the classroom, in general, they must first perceive they are 
gaining in their own skill development in that same technology.  Murphy and Lebans (2007) 
report similar findings. 

 
One way to assist teachers in skill development could be to facilitate professional 

development in such a way that it is authentic, based in the classroom, and focused on 
meaningful tasks that are specifically chosen by the teacher (Slepkov, 2008, p. 87).  In agreement 
with Cradler et al.  (2002), Slepkov’s findings indicate that teacher learning is enhanced through 
use of a cohesive curriculum, presence of experienced mentors, and provision of time for 
sufficient practice of newly learned technology skills.  Additionally, his research findings 
“reaffirmed the fact that, given any learning opportunity, some learners will do just fine on their 
own while others will need more encouragement and support” (Slepkov, p. 100). 

 
Using Digital Stories and Wikis in Teacher Professional Development 
 

The advancement of technology is continually fostering new, innovative, and 
increasingly complex social and collaborative tools.  As one example, digital storytelling has 
been put forward as a [possible] tool for deep learning during a recent roundtable discussion 
(Barrett, 2006).  Roundtable participants discussed an emerging theory of storytelling as learning 
and reflection on practice and provided a framework for researching and evaluating the process.  
Because the creation and sharing of digital stories requires the use of certain technologies and 
can be enhanced by the use of other technologies, one hypothesis presented by roundtable 
participants was that “Developing digital stories builds technology skills” (Barrett, p.3). 

 
Similarly complex, wikis can be used in a variety of ways for collaborative online 

projects.  They are often employed in various configurations such as content delivery systems, 
knowledge bases, collaborative authoring spaces, or collaborative discussion forums (Engstrom 
& Jewett, 2005; Richardson, 2006). 

 
In response to the need for tools which evaluate technological proficiency, Lei (2009) has 

developed the Skill Levels Matrix which ranks technology skills from basic (e.g., writing and 
sending emails) to advanced (e.g., producing digital video products).  According to the Skill 
Levels Matrix, individuals who create digital stories or use a wiki effectively would rank in the 
upper intermediate technology skill level (p. 89). 
 
Teaching Strategies 
 

During our class, technology usage was presented as a means to an end, not the end itself.  
Informed by the literature, we employed the following teaching strategies to integrate technology 
into the class: 
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• Using digital storytelling (Barrett, 2006; Lei, 2009) and Web 2.0 technologies 
(Lei) as a tools  to build technology skills 

• Introducing teachers to collaborative or community-centric applications (Murphy 
& Lebans, 2007; Richardson, 2006) 

• Focusing on meaningful tasks, specifically chosen by the teachers (Slepkov, 
2008) 

• Providing mentoring by experienced instructors who were proficient with 
technology (Cradler, et.  al, 2002) 

• Allowing time for collaborative learning and practice with technology (Cradler, 
et.  al, 2002) 

• Modeling the use of technology based resources during class (Whittier and Laura, 
2006) 

 
Methods 

 
Our case study looks in some detail at the growth in technological competencies of four 

teachers against the backdrop of a cohort of teachers, who have had the mutual experiences of   
a) attending a technology workshop, b) traveling to and attending a conference, c) using 
multimedia and Web 2.0 collaborative technologies, and d) creating and sharing their digital 
stories at a presentation during their final class. 

 
Participants 
 

To examine the cohort as a whole, we have used a convenience sample, comprising a 
group of participants who enrolled in a specific teacher development class.  The study population 
comprised 13 consenting participants (10 females and 3 males) from a class of 17 teachers who 
attended the SEEC conference as a requirement of a teacher development class that was offered 
for college credit. 

 
This population includes individuals ranging in age from early twenties to late forties, 

with the majority falling in the age range of 25 to 35.  Most of the teachers in our study 
population were in-service teachers; however, two were preservice teachers in the student 
teaching phase of their training.  They serve various age students (kindergarten to high school) 
and teach a number of different subjects (all subjects, special education, math, science). 

 
Eight participants have bachelor’s degrees, two are pursuing master’s degrees, two have 

completed their master’s degrees, and one is working toward a second master’s degree.  To 
probe more deeply into patterns of technology use exhibited by our study participants, we 
selected four representative class members, with pseudonyms of Anna, Deb, Jim, and Karen (see 
Table 1). 
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Table 1 
Characteristics of Four Representative Study Participants 
 

Participant 
Pseudonym 

Age 
Range 

Highest degree in 
formal education 

Teaching 
Status Subjects Taught Grade Level 

Anna 25-34 bachelor’s in-service Math middle 
school 

Deb 25-34 bachelor’s in-service not reported 5th grade 

Jim 45-54 bachelor’s in-service 
special education  

seeking highly qualified 
for science 

6th grade 

Karen 18-24 bachelor’s, started 
master’s student teaching  all subjects 2nd grade     

 
 
The Setting 
 

Teachers spent a considerable amount of time together by participating in an eight-hour 
technology workshop, traveling and attending a three day conference as a group, and formally 
sharing what they learned by presenting their digital stories.  To insure that the teachers in our 
class were comfortable with the technologies they were being asked to use, we conducted a 
workshop for the teachers on the Saturday prior to their attending the SEEC.  The workshop was 
held on campus in a classroom equipped with both hardwire and wireless Internet connections.  
Participants had the option of using personal laptops or using laptops borrowed from a pool 
maintained by the university during the workshop.   
 

Class members were issued electronic invitations to join the class wiki a few days before 
the workshop convened.  They were encouraged, but not required, to create their accounts ahead 
of time to save time during the workshop.  During the morning portion of the workshop, the 
teachers were divided into three groups that rotated through three technology training stations: 
Web 2.0, digital images, and audio recording.  Teachers engaged in activities at each station, 
guided by instructors familiar with selected technologies.   

 
After lunch, the class reconvened as a single group for an instructor lead discussion on 

the basics of digital storytelling and use of multimedia creation tools.  Teachers then worked 
individually or in pairs to create mini-digital stories, each consisting of at least one image and 
one audio file.  They then posted their products on shared Web space set up for the class.  
Specific technologies introduced during the workshop and related tasks are presented in Table 2. 
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Table 2 
Technologies Presented during the Workshop 
 

Units Group 
Setting Technology Tasks 

Web 2.0 Small 
Group 

Wetpaint wiki 

• Join the wiki 
• Create profile 
• Send a message to a classmate 
• Write and post first day reflections 

Picasa photosharing 
• Upload 1 picture of themselves 
• Upload 3 space science pictures 

from the Internet 

Screencast multimedia sharing • Post a mini digital story 

Digital Images Small 
Group 

Digital camera 
• Take pictures of their classmates 
• Download pictures from camera to 

a computer 

Internet sources 

• Find images related to space 
exploration on the Internet. 

• Verify permission to download/ 
observe copyright restrictions. 

• Download 3 images from the 
Internet to their computer.   

Capturing 
Audio 

Small 
Group iPods • Record audio files on iPods 

• Download audio files to a computer 

Digital Story 
Creation 

Large 
Group 

Digital Story Basics • Plan a mini story (storyboarding) 
iMovie 

MovieMaker 
• Create a mini digital story using at 

least one image and one audio clip 
 

Because the class was comprised of teachers who deliver widely varying content at 
different grade levels and to insure that final projects would involve relevant content for all class 
members, teachers selected the space science exploration sessions they wished to attend during 
the conference and chose the respective topics they wished to present in their digital stories.  
Teachers spent time during the conference collecting digital assets (images, video clips, audio 
clips) which could be incorporated into their digital stories.  We accompanied the class to the 
conference and were available to individuals to provide technical support, if requested.   

 
Upon return from the conference, teachers were given three weeks to complete their 

digital stories and post them to Screencast.  We provided individual technical support via the 
wiki discussion forum, email, and telephone.  When issues of general interest became apparent 
as a result of individual’s questions, we posted helpful hints and answers to questions on the 
wiki.  We then alerted all members of the class to new postings through email messages 
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generated through the wiki.  As a culminating function, the class reconvened with participants 
sharing their digital stories and discussing their conference and digital story creation experiences.   
 
Data Collection Procedures 
 

Data sources included responses to pre trip and post class online surveys, postings to the 
class wiki and online shared space applications (Picasa and Screencast), and notes taken during 
the classroom discussion during the final night of the class when students presented their digital 
stories.   

 
Pre and Post Surveys.  We used pre and post class online Zoomerang surveys to 

determine participants’ self-reported experience levels, competencies, and perceived value in 
using various Web 2.0 and digital storytelling related technologies prior to the technology 
workshop and at the end of the teacher development class.   

 
Wiki, Picasa, and Screencast Postings.  To determine actual usage of various 

technologies by participants and to triangulate findings from survey data, we examined postings 
to the class wiki and postings to Picasa and Screencast file sharing applications throughout the 
duration of the teacher development class.  Postings to the wiki included required pre class 
reflections on participant expectations and optional post conference reflections.  Postings to 
shared asset space included images and digital stories.  To determine whether class members 
shared digital assets, we obtained and viewed copies of digital stories that consenting participants 
posted on Screencast and compared assets present in digital stories to those posted in shared 
online space. 

 
Final Day Debriefing Notes.  As an additional source of triangulation and as a way to 

provide context, we took notes on participants’ comments, during the final class as they 
discussed their struggles and success associated with creating their digital stories. 

 
Data Analysis and Results 
 

Survey Analysis.  Given our small study population, we used descriptive statistics to 
compute differences in pre and post responses for items present in both surveys at the individual 
and aggregated levels to get a general sense of individual changes in attitudes and overall impact 
of the technology workshop.  We used qualitative analysis and descriptive statistics for items 
present only in the post class survey to triangulate results generated from postings to the wiki and 
file sharing applications.  Open ended questions were coded for emerging themes which were 
used to triangulate findings from optional postings of reflections.   
 

     Pre and post survey paired items.  We computed differences in the 13 consenting 
participants’ pre and post responses to 22 items addressing self-reported technical competency 
for wikis and blogs, digital story creation, and shared asset space utilization.  These items were 
ranked on a ten-point scale (1 being novice and 10 being expert).  We then computed average 
class values and compared them to values for four representative individuals.  Results are shown 
in Figures 1 through 3.   
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With regard to blogs and wikis (Figure 1), average differences in pre and post class 
responses indicate that, overall, participants believe they increased their digital competency.  
Individual responses for Anna, Deb, Jim, and Karen provide an indication of the range of 
responses given by participants.   

 
Figure 1.  Digital competency gains derived from pre and post responses on blogs and wikis. 

 

Relating to digital stories (Figure 2), on average, class members displayed increases in 
four digital competency areas.  Strong gains would be reasonable here because the main 
deliverable for this class was a digital story. 

 
Figure 2.  Digital competency gains derived from pre and post responses on digital stories. 
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Relating to generation and manipulation of audio and image files and use of the Internet 
to secure assets (Figure 3), on average, class members displayed greatest increases in use of 
iPods.  Strong gains would be expected here because students were offered specific instruction 
on using iPods to record and download audio files for inclusion in digital stories. 

 
Figure 3.  Digital competency gains derived from pre and post responses on audio and image 
files and the Internet. 
 

 
 

     Post class survey items on technology usage.  Next we tallied the number of study 
participants who reported that they engaged in various technology related tasks, used planning 
tools for their digital stories, and had access to technologies at home or at work; we compared 
those values to corresponding occurrences for Anna, Deb, Karen, and Jim.  Results are presented 
in Table A1.  In general, results for Anna, Deb, Karen, and Jim were in line with the remaining 
class members.  All participants tended to use technologies and perform tasks that were required 
by the class.  A few class members experimented with optional tasks.  With one exception, all 
class members had computers and technologies available to them at their homes.  One 
participant, Jim, did not own a computer, but had access to a computer and the necessary 
technology where he teaches school. 

 
     Post class ranked responses on attitudes toward technology usage.  Participants were 

asked to indicate their level of agreement (on a scale of 1 to 6, with 1 being strongly disagree 
and 6 being strongly agree) with statements that addressed their attitudes about the technologies 
used in the class.  An even number of ranking options was used to force a positive or negative 
response.  Ten questions centered on wikis; nine questions focused on digital stories; and nine 
questions addressed shared asset storage space or teachers’ confidence in using technology in 
general.  All statements were cast in a positive light.  Average results for consenting participants 
and individual results for Anna, Deb, Karen and Jim are presented in Figures A1, A2, and A3.   
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On average, study participants slightly agreed (rank of 4) with 8 of 10 statements about 
various aspects of using a wiki (Figure A1).  The average response for usefulness of a wiki for 
sharing resources was slightly more positive, falling between slightly agree and agree; while the 
average response for a possible future use of a wiki in the classroom was slightly less positive, 
falling between slightly disagree and slightly agree.  In general, responses from Anna, Deb, and 
Jim were more positive than the class averages, while responses from Karen were in line with or 
slightly less positive than the class averages. 

 
On average, study participants agreed (rank of 5) with 9 of 10 statements about various 

aspects of digital stories (Figure A2).  In contrast, the average response to showing students how 
to create digital stories was less positive, falling at slightly agree (rank of 4).  This lower ranking 
was influenced by responses from teachers who felt their students would be unable to manage 
the complexity of the software used in our class.  Of the teachers we followed individually, 
Anna, Deb, and Karen provided responses which were more positive (rankings of 5 or 6 in all 
categories) than the class averages, while most of Jim’s responses were closer to the class 
averages.  Jim’s one exception was that he strongly agreed that he would share his digital story 
with his students. 

 
Overall, study participants ranked all 9 statements (Figure A3) about using shared asset 

space and feeling confident about their use of technology more favorably (with average rankings 
between 4 and 5) than they ranked statements about wikis and less favorably than they ranked 
statements about digital stories.  In general, responses from Anna, Deb, and Karen were more 
positive than the class averages.  In sharp contrast, responses from Jim were either in line with or 
less positive than the class averages.  Specifically, Jim disagreed or slightly disagreed with the 
statements about the ease of use and usefulness of Screencast shared space and iPods. 

 
     Free response survey items.  Responses from nine respondents to open ended survey 

items were coded for emerging themes (see Table A2).  With respect to positive aspects of using 
the wiki, seven responses referenced sharing (e.g. reflections, links, pictures), six comments 
addressed collaboration (communication and sharing ideas), two comments stated the wiki was 
easy to use, and one response mentioned content delivery.  To improve the wiki experience, two 
of seven respondents wished the wiki were more user friendly and two would have liked more 
participation in the form of student interaction and image sharing; however, three others 
indicated no improvement was needed. 

 
Regarding positive aspects of digital story creation, among nine respondents, there were 

four mentions of learning technology and two references each about sharing, reflection, 
creativity, and fun.  Of eight participants addressing ways to improve the digital story 
experience, three cited difficulties with Windows Movie Maker software, two wished they had 
started with a higher level of technological competency, two reported frustrations with audio 
technology, and one mentioned the need for better preproduction planning. 

 
Responses from eight participants reporting enjoyable experiences using technology 

included four references to using technology creatively, four references to sharing digital stories 
in the classroom, and two references to learning technology.  All responses from eight 
participants recounting technology-related frustrations referenced difficulties in learning new 
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technologies, including synching audio tracks to visual content, problems with using Windows 
Movie Maker, initial difficulty uploading to Screencast, and difficulty using the wiki.   

 
Wiki Postings.  Throughout the duration of the teacher development class, for each 

consenting participant, we determined the number and types of postings made to the class wiki 
(see Figure 4).  Required postings to participant profiles, the group schedule page, and pre class 
reflections page were made by participants during the one-day technology workshop.  Class 
members were also required to generate post class reflections which could have been posted to 
the wiki or optionally turned in as hardcopy.  All but one participant posted their post class 
reflections on the wiki.  As expected postings made during the first day were shorter than 
optional post class reflections that were created by participants at their leisure. 

 
Figure 4.  Wiki edits by participant by page type. 

 Name  Profile  

Group 
Travel 

(Houston) 
Pre 

Reflections 
Post 

Reflections 
Anna  91  36  232  411 
Deb  165  0  191  566 
Jim  122  0  191  1002 

Karen  0  0  159  327 
Class Avg  110  11  158  528 

 

 

We used a constant comparative analysis to generate a list of emerging themes relating to 
technology and digital stories from pre class and post class reflections posted to the wiki 
(summarized in Figures A4 and A5).  Themes emerging from 7 of 13 participants reflected 
participants’ desires and plans to learn about new technologies and digital stories and to share 
digital stories in their classrooms.  No reflections provided details about the learning processes 
participants had undergone or about perceived levels of competency. 
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  Participants were invited to engage in wiki-based discussion as well as to add content 
and links, which might have proved helpful to the group; however, no one elected to do so.  One 
participant, Anna, posted supplemental information pertinent to group travel. 

 
Picasa and Screencast Postings.  During the one-day workshop, class members were 

required to download at least one image from the Internet and post it in the shared space of the 
class Picasa account (observing copyright restrictions).  Subsequent to the conference trip to 
Houston, class participants were asked, but not required, to post five personally generated images 
on Picasa to share with the group.  We did not require that teachers post images because not 
everyone owned a digital camera.  Although we requested that each person identify which 
images they posted, not everyone complied.  By looking at the metadata for each posted image, 
we were able to determine that 16 individuals posted a total of 88 images, but we were not able 
to determine which individuals posted many of the images.   

 
As a requirement, each class member was tasked to produce a digital story and to post 

this story to Screencast.  All consenting participants included in this study completed and posted 
their stories.  Subsequently, we viewed participants’ digital stories to determine the number; 
types including images, video files, narrative files, and music files (see Figures A5, A6, A7, and 
A8 respectively); and sources of assets used in each story.   

 
On average participants used 16 personal images, 14 images downloaded from the 

Internet, 5 personal images shared on Picasa, and 2 images originally downloaded from the 
Internet and then posted on Picasa.  Individual usages varied with some participants relying more 
heavily on images obtained from the Internet, while others used more personal or shared images.  
Although incorporation of video and animation was optional, on average, participants included 2 
instances of motion text, 2 Internet derived files, and 3 personally captured video files in their 
digital stories.  At the individual level, Anna, Deb, and Karen included one or more of these 
types of files; however, Jim used only still images. 

 
Narrative files included personal narratives, field captures, and Internet downloads.  At 

the group level, participants used twice as many field captures as they did personal narratives or 
internet downloads .  Individual usage varied with participants drawing from one, two or three 
sources.  Average music usage followed a similar pattern with participants using three times as 
many copyrighted music segments as they did royalty free segments and personal compositions. 
At the individual level, Anna, Deb and Karen used copyrighted music exclusively; while Jim 
used a personal composition throughout his digital story. 

 
Final Day Debriefing Notes.  Group comments, on the whole, indicated participants 

enjoyed creating their digital stories, felt the process was worthwhile, and had plans to share 
their digital stories with their students.  Several expressed frustration with using some of the 
technologies, particularly Windows Movie Maker and iPods.  To provide additional context, 
summaries of comments from Ann, Deb, and Jim are presented below.  Karen did not attend the 
final class because of inclement weather. 

 
Anna reported that she enjoyed creating her digital story for her middle school students, 

but she expressed frustration at the difficulty associated with “putting pictures in the right order” 
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and synching image files with her audio files.  She also reported difficulty with uploading iPod 
files.  Therefore, she chose instead to play the iPod audio file, while simultaneously recording it 
to her computer using the built in microphone.  She stated that she plans to show her story to her 
students as a follow-up to a previous visit by a guest speaker who talked to her students about 
life in space. 

 
Deb planned to show her digital story to her fifth grade class as a special Friday event 

and serve her students astronaut ice cream that she purchased while at Space Center Houston.  
Her goal in sharing her story was to “inspire kids to get involved in science” and to share “cool 
facts” that she had learned.   

 
Jim’s digital story received an exceptionally warm round of applause when it was learned 

that he had composed and performed its soundtrack.  He reported that a) his learning curve was 
steep, since he had not previously worked with iMovie, iPhoto, iDVD, or Garage Band and was 
working with a borrowed computer; b) he “had fun” and c) he was very pleased with his finished 
product.  Jim focused his digital story on standards based content and incorporated images of 
himself at Space Center Houston to bring a personal connection of the material to his students. 
 

Findings 
 

Results from our study indicate that in general our participants enjoyed creating their 
digital stories, that they found one or more Web 2.0 technologies to be helpful when creating 
their stories, and that they felt they have improved their technological competency in one or 
more areas as a result of taking our class.  In addition, several felt that they are now more 
confident about their abilities to use technology in their classrooms.  Findings by individual 
research question are discussed below. 

 
To What Extent and in Which Ways Have Teachers Used the Available Web 2.0 
Technologies when Completing Their Digital Stories?  
 

Teachers were given access to a class wiki, Picasa shared photo space, and Screencast 
shared space.  They could have accessed the wiki as a content delivery system to obtain 
information posted by the instructors or they could have used the wiki for collaborative 
endeavors.  Likewise with Picasa and Screencast, participants could have viewed and 
downloaded files that others had shared or they could have actively shared with others by 
uploading their own files.   

 
Survey data and usage data collected from the wiki indicate that participants, when 

completing their digital stories, tended to use required Web 2.0 technologies (the class wiki, 
Picasa, and Screencast) to the minimum extent necessary to meet the class requirements.  As a 
result, the participants achieved only a basic level of competency in this area.  Through 
retrospective reflection, some participants expressed a recognition that increased participation 
and collaboration through the wiki would have been beneficial to their learning.  In addition, 
some expressed regret that they had not shared more images with their classmates and that they 
had not posted images sooner.   
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(How) Were Technologies Useful to Teachers? 
 
 The primary assignment for this class was to create a digital story.  Web 2.0 technologies were 
provided as a way to enhance communication among teachers and to share resources as they met 
their primary objective.  Through survey responses and the final class debriefing, participants 
indicated that they found the wiki was useful for content delivery and image sharing.  Many 
participants made no distinction between the wiki and the Picasa shared space, most likely 
because a link to Picasa was embedded in the wiki for ease of access.  Participants successfully 
posted their digital stories to the Screencast shared space, but did not appear to explore the 
application further.  Survey results indicate, however, that some participants believed the wiki, 
Picasa, and Screencast had the potential to be useful applications for their classrooms.   
 

Although our course promoted the use of Web 2.0 technologies to support participants’ 
creation of digital stories, it is noteworthy that our participants overwhelming valued core  
processes and technologies involved in digital story creation to a greater degree than they valued 
the supporting Web 2.0 technologies. 

 
As a Result of Taking the Class, Did Teachers Feel More Self-Confident about Using 
Technologies Presented to Them?  
 
 Post class survey results and the final class debriefing indicate that, as a result of taking this 
class, all participants, to some degree, felt more self-confident about using the technologies 
presented to them.  Several participants reported being frustrated by various aspects of using one 
or more technologies, but all found it satisfying to have completed their final products. 
 
As a Result of Taking the Class, Did Teachers Report an Increase in Competency in 
Various Technologies? 
 
 This workshop was designed to encourage participants to use Web 2.0 technologies in addition 
to media production technologies needed to create digital stories.  Post class survey results and 
the final class debriefing indicate that, as a result of taking this class, teachers reported an 
increase in technological competency in one or more technologies.  Usage statistics and 
examination of participants’ postings to the wiki, Picasa, and Screencast support participants’ 
claims that they have increased their technological competency and knowledge with respect to 
digital storytelling to a moderate level and with respect to Web 2.0 technologies to a basic level.   
 

Conclusions and Implications for Practice 
 

In agreement with the literature (Barrett, 2006; Cradler et al., 2002; Slepkov, 2008; 
Whittier & Laura, 2006), our findings from this case study suggest that increased technological 
competency can be realized from relevant professional development activities that engage 
teachers through a creative vehicle such as digital storytelling, when supported with various Web 
2.0 technologies.  However, contrary to the promise of collaborative learning expressed by 
several researchers (Maloney, 2007; Murphy & Lebans, 2007; Ras, Avram, Waterson, & 
Weibelzahl, 2005; Richardson, 2006), when faced with the competing challenges of learning 
new technologies and completing a required class product, most participants in this study learned 
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only what was necessary to meet class requirements.  A notable exception was Jim, a digital 
immigrant (Prensky, 2001) who started with a very limited exposure to technology, struggled to 
a greater degree than the majority of his younger classmates, yet surpassed many of the other 
students in efforts and in performance.  In Jim’s case, it appears that an internal motivation to 
master technologies used in this class put him on an equal footing with the younger digital 
natives in the class. 

 
Findings from our study generally support assertions by other researchers (Murphy & 

Lebans, 2007; Slepkov, 2008) that teacher willingness to use technology in the classroom is 
linked to gains in their own skill development in that same technology.  However, we found that 
technological competency is not the only factor that determines a teacher’s willingness to use 
technology in the classroom.  Through survey responses we found two exceptions: a 
kindergarten teacher and a math teacher.  These exceptions were corroborated during the final 
debrief as being linked to either a feeling by one teacher that her students were too young or a 
feeling by the second teacher that the subject of math did not lend itself well to the use of the 
particular technologies used in our class. 

 
Through our use of triangulation of data from multiple sources, we feel we have captured 

an accurate representation of the learning outcomes that resulted from our technology workshop 
for the participants in our study and that our research is valid (Sagor, 2000).  Through our case 
study, we were able to ascertain at a general level that our students benefited from our workshop; 
by looking more closely at specific outcomes for four class members, we were able to gain a 
deeper understanding of individual factors which can impact the effectiveness of our teaching 
methods.  While our findings are consistent with the literature, a limitation of our study is that 
results from our small sample size cannot be generalized to the greater population. 

 
A goal of our case study was to obtain feedback on the impact of our technology 

facilitation workshop in order to improve our efforts in the future.  Based upon our results and 
specific recommendations from our students, we have identified three specific measures to 
improve the way that we conduct our technology workshops: 

 
1) Add an additional one-half day optional working session, following the class trip, for 

those who would like supplementary support with specific technologies; 
2) Require additional participation in the class wiki in the form of specified collaborative 

tasks; and  
3) Require earlier posting of images, within one week of return from the class trip, to the 

Picasa shared space. 
 

By using the existing literature to inform the way we designed and conducted our 
technology oriented teacher professional development classes, our goal was to increase the 
utility of our classes and the success of our students.  Because results indicate that our efforts 
resulted in increased technological competency for class participants, we believe our 
technology integration approach holds promise for some future teacher education efforts. 
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Appendix: Data 
 
Table A1.  Post class survey responses regarding technological tasks, planning tool use, and 
technology availability during the class. 

Technology Related Task Anna Deb Jim Karen
Class 
Total 

a)   I added content to existing wiki pages.   Yes Yes Yes Yes 12

b)   I added new pages to the wiki. Yes Yes     6

c) I added links to useful resources to the wiki         1

d)   I made small corrections on the wiki. Yes Yes     5

e) I reorganized a set of wiki pages       Yes 2

f) I found useful images for my digital story on the 
Internet Yes Yes Yes Yes 12

g)   I used audio clips that I recorded myself for my 
digital story Yes Yes Yes Yes 11

Use of Planning Tools 

h)   I used a story board and/or script  to plan my 
digital story Yes Yes Yes Yes 13

i)   I used notes from my journal to plan my digital 
story Yes Yes   Yes 9

Technology Availability 

j) The technology I used for my digital story was 
available to me where I teach     Yes   5

k)  The technology I used for my digital story was 
available to me at my home Yes Yes   Yes 12
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Table A2.  Summary of emerging themes from free response questions- post class survey. 

Stem Theme Number of 
Occurrences 

Positive aspects of using the wiki were: 
 

Sharing 7 
Collaboration  6 
Easy to use 2 
Content delivery 1 

My wiki experience would have been better 
if: 
 

More student interaction 7 
More image sharing 6 
More user friendly 3 
N/A 3 

Positive aspects of creating my digital story 
were: 
 

Learning technology 4 
Sharing final product 2 
Reflection 2 
Creativity 2 
Fun 2 

My digital storytelling experience would 
have been better if: 
 

Better at using technology 2 
Fewer technology issues 
                 Movie Maker 
                  Audio 

 
3 
1 

Collected more audio files 1 
Allowed myself more time 1 

My most enjoyable experience using 
technology for this class was: 
 

Using Technology creatively 4 
Sharing final product 4 
Learning new technology 2 

My most frustrating experience using 
technology for this class was: 
 

Difficulties learning new 5 
Synching audio 2 
Movie Maker technical 
issues 

1 

Difficulty using the wiki 1 
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Figure A1.  Post class survey response comparisons for four individuals and class averages on 
wikis.   
  

 
 
Figure A2.  Post class survey response comparisons for four individuals and class averages on 
digital stories. 
  

 
 
Figure A3.  Post class survey response comparisons for four individuals and class averages on 

usage of shared space and on confidence in technological competence  
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Figure A4.  Number of times emerging themes concerning technology occurred in pre and post 
class reflections posted on the wiki 
 

 
 
 
Figure A5.  Number of times emerging themes concerning digital stories occurred in pre and post 
class reflections posted on the wiki 
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Figure A6.  Images used in digital stories. 
  

 
 
 
 
Figure A7.  Video used in digital stories. 
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Running head: GIVING EXPERIENTIAL LEARNING A DIGITAL MAKEOVER                 26 

Figure A8.  Narrative used in digital stories. 
 

 
 
 
Figure A9.  Music used in digital stories.   
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A survey of Technology literacy level for senior high school students in Taiwan 
David W. S. Tai1  Wang, Yu-Te2 Chen, Yuan-Tai3 

 
This study intends to understand Energy Technology Literacy & Automatic 

Control Technology Literacy of senior high students in Taiwan. Literature reviewed 

the definition of technology literacy and the content of technology literacy. Besides, 

Energy Technology Literacy Scale & Automatic Control Technology Literacy Scale 

was developed. These two scales divided technology literacy into five dimensions: 

Technology Knowledge, Technology Application, Technology Attitude, Technology 

Estimation and Technology Resources. Scale’s Cronbach α were 0.9315 and 

0.9332.The study randomly clustered a sampling of 18 public senior high schools. 

50-200 scales were sent in accordance with the proportion of students in every school. 

A sample of 2393 first grade students from senior high school in Taiwan was selected. 

The return rate of the two scales were 91.99%. and 91.48%. Data were analyzed by 

the t-test and one-way ANOVA. After the process of data analysis, the following 

results were obtained: 

With regard to Energy Technology Literacy: 

1. Boys in technology knowledge, application, and resources performed better than 
girls. 

2. Students in different regions in technology attitude were different significantly. 
3. Students who spent more time reading books, newspaper, magazines, and 

extracurricular readings in energy technology literacy were significantly 
different. 

4. Students who take live technology course every week in technology knowledge, 
application, and resources were significantly different. 
 

Concerning Automatic Control Technology Literacy: 

1. Boys in technology knowledge, application, and resources performed better than 
girls. 

 
1 David W. S. Tai, Chair Professor, Department of Computer Science and Information Management;Dean, College of 

Management, Hungkuang University, Taichung, Taiwan.; David60123@gmail.com. 

2 Wang,Yu-Te, Doctor’s Program in Department of Industrial Education and Technology of National Chunghua University of 

Education, No.2, Shi-Da Road, Changhua City, Taiwan , R.O.C. te@mail2000.com.tw. 

3 Chen, Yuan-Tai, Doctor’s Program in Department of Industrial Education and Technology of National Chunghua University 

of Education, No.2, Shi-Da Road, Changhua City, Taiwan , R.O.C. yuantai.chen@gmail.com. 
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2. Students in different regions in technology knowledge, application, attitude, and 
estimation were significantly different. 

3. Students who spent more time reading books, newspaper, magazines, and 
extracurricular readings in technology knowledge, application, attitude, and 
estimation were significantly different. 

4. Students who take live technology course every week in technology knowledge, 
application, attitude, estimation, and resources were significantly different. 

 

Key Words: Energy Technology Literacy, Automatic Control Technology literacy, 
Senior high school, Taiwan 
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Introduction 
International Institute for Management Development(IMD) reported the ranking 

of national competitiveness in 2008. Competitiveness of Taiwan is 13th, and 
Infrastructure is 7th. As for Basic infrastructure, Technological infrastructure is 5th, 

and Scientific infrastructure is 4th (IMD,2008)。 

OECD(Organization for Economic Co-operation and Development)authorized 
ACER(Australian Council for Educational Research) researching in 15 year-old 
students’ reading, mathematics and science literacy. It’s an international comparison 
research, and continued once every three years. This plan started from 2000, and went 
through gathering literatures of PISA(The Programme for International Student 
Assessment) in 2003 and 2006. It is the first time for Taiwan to attend  the project of 
science literacy in PISA 2006. There were 57 countries altogether attending this 
project, and students amounted to 400,000. Taiwan got an excellent performance; the 
average scores of science literacy got the fourth place around the world, behind 
Finland, Hong Kong and Canada. Besides, mathematics literacy scores got the first 
place in the world. 

MOE, Taiwan, in order to elevate students’ science ability, announced ”White 
Paper on Science Education” in 2002,”White Paper on Creative Education” and ”The 

senior high student of the fundamentals talent project” ；Department of Science 

Education, National Science Council promoted “Far-Sighted Project” at high schools 
for cooperative teaching and curriculum designed in science between universities and 
high schools in 2006.The length of researching is from one to three years, in total 60 
projects process creating students’ science ability. It showed that the Taiwan 
government has noted basic science education in recent years. 

In order to optimize the benefits of Taiwan’s S&T development, the Executive 
Yuan has been promoting the development of high-tech living industries through 
forward-looking strategies, and has also mapped out strategic living industries at the 
Industry Technology Strategy Review Board Meetings. From 2006 to 2010, nearly 
NT$32 billion will be allocated to the development of soft electronics, radio 
frequency identification (RFID), nanotechnology, intelligent robotics, intelligent 
vehicles, and intelligent homes. These six major industries will help achieve futuristic 
visions of “convenient new technologies” and “intelligent living” for the benefit of all 
citizens (National Science Council, R. O. C.,2007). With the passage of the Kyoto 
Protocol and a growing awareness of environmental conservation, all nations are 
emphasizing energy conservation, recycling and renewing natural resources, 
developing green environment industries, and striking a balance between economic 
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growth and sustainable development.(National Science Council, R. O. C., 2007) 
In terms of the plan for promoting technology education in Taiwan, there is 

computer and science education implemented on the third grade in primary schools, 
and physics, advanced computer and living technology in secondary schools. The 
performance of technology literacy ability of Taiwan students has been seen in some 
contests under the push of Ministry of Education and other authorities in Taiwan. The 
main purpose of the study is to explore the literacy of energy technology level and 
automatic control technology level for senior high school students in Taiwan. 
 

Literature review 
 
Energy Technology 

The International Energy Agency (IEA) aims at the conclusion for the global 
energy technology development and future perspectives in 2006. The global energy 
needed to rely mainly on the development and applied energy technology if the global 
energy wanted to achieve the continuous energy-supply system before 2050. The 
European Union (EU) decided to strengthen the development of energy technology 
worldwide during the member forum that was help in Brussel City in March, 2007 
(Ministry of Economic Affairs). Kyoto Protocol was executed on February 16, 2005, 
to make the energy issue once again become the focus of global concern after the Oil 
Crisis in year 1973. Taiwan has been seriously lacking self-producing energy and the 
imported energy dependence was increasing from 88.2% in 1985 to 97.9% in 2005, 
and the imported fuel dependence was as high as 99.9% (Huang,Yu-fen., Chen, 
Yan-Hao., Tong, Chun Yin.,2006). National Science Council, R. O. C. (2007) pointed 
out in ”White Paper on Science and Technology” that the development of energy 
technology should focus on the renewable energy, energy reuse, and energy saving 
technique. 
 
Automatic Control Technology 
The current global science and technology have moved towards biotechnology, 
nanotechnology, MEMS technology, information and communications technology, 
space technology and environmental sustainable development, actively expanding the 
important areas of research (National Science Council, 2004). With technology 
development, automatic control system led to the appreciation of the industry and 
efficiency of automation in various industries as an important part of industrial 
development, such as IC packaging of the electronics industry, manufacturing 
automotive product lines, etc., all of which used the automatic control system. 
Countries in the world based on science and technology policy planning, committed 
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to the development of a special industry of every country—facing rapid population 
aging, in order to cope with the aging society and declining birthrate phenomenon, 
positive developments in the health industry, as well as intelligent robotics industry 
have been arisen (Ministry of Economic Affairs, R.O.C., 2007) 
 
Technology Literacy 

International Technology Education Association(1996) defined technology 
literacy is: Technology is “procedure”, ”knowledge”, can define basic of ”train of 
thought” , and used to solve problems and expand people’s ability. (National Science 
Foundation ,1983) Technological literacy needs to be a part of general literacy and 
"numeracy." In a sense, we are speaking of "basics" in education, and we are 
identifying the knowledge and understanding of technology as basic. Technological 
literacy is different from scientific literacy. Zimmerman, C., Bisanz, G.L., Bisanz, J. 
(1998) pointed out that skill in evaluating media reports about science is an important 
aspect of scientific literacy for citizens in the 21st century. ITEA(2003) asserted that 
technology literate people are problem solvers who link a variety of contexts and 
consider technological issues from different perspectives, and take actions. An 
understanding of scientific and mathematical concepts doesn't automatically result in 
an understanding of technology. Contributing to technological literacy is an 
understanding of: (1) the historical role of technology in human development, (2) the 
relationship between technological decisions and human values, (3) the benefits and 
risks of choosing among technologies, (4) the changes occurring in current technology, 
and (5) an understanding of technology assessment as a method of influencing the 

choice of future technologies. Chao, C. Y.（2007）divided technology literacy into five 

dimensions, part as follows in its intension： 

• Technology Knowledge：Include technology evolution, meaning of technology 

and content of technology, basic principle of technology, essence of technology 
and range of technology. 

• Technology Application：Include application in life, application knowledge of 

information, ability of problem solving, and ability of value judgment.  

• Technology Attitude：Such four items as the interest, looks for the truth, 

initiative, objectivity, etc. 
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• Technology Estimation：Ability to estimate technological products, ability to 

select technological program, technology predicting, appropriate judgment for 
technology, etc. 

• Technology Resources：Include manpower, time, material, energy, information, 

and fund. 
This research adopts five dimensions of technology literary to develop the Energy 
Technology Literacy Scale and Automatic Control Technology Literacy Scale. 

Methodology 

Data collection and samples 

This study intends to understand the situation of Energy Technology Literacy & 
Automatic Control Technology Literacy in Taiwan’s senior high schools. The study 
randomly clusters the sampling of 18 public senior high schools, sending 50-200 
scales in accordance with every school of student's proportion. In Energy Technology 
Literacy Scale, a sample of 2372 first grade students from senior high school in 
Taiwan was randomly selected. The collected scales were 2182, which accounted for 
91.99% effective return rate. In Automatic Control Technology Literacy Scale, a 
sample of 2393 first grade students from senior high school in Taiwan was randomly 
selected. A total of  2189 scales were collected, which accounted for 91.48% 
effective return rate. 
 

Reliability and validity of the measurement instrument 

In order to effectively understand the awareness of Energy Technology Literacy 
& Automatic Control Technology Literacy of senior high student in Taiwan, a 
literature review was first conducted, investigating the definition, the content, and the 
dimension of technology literacy, followed by the development of every dimension 
and question in the Energy Technology Literacy Scale & Automatic Control 
Technology Literacy Scale. The content validity was verified by five experts. A total 
of 180 five-point Likert scales were released, with 152 retrieved, accounting for 84% 
effective return rate. 

The data of pretest was run with Item Analysis to make reliability for the scale. 
If question’s CR or Correlation was not with statistically significant difference, it will 
be deleted. The reliability of Energy Technology Literacy Scale & Automatic Control 
Technology Literacy Scale is presented in Table 1 & Table 2. 

 
Table 1  Reliability of the Energy Technology Literacy Scale 
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Dimension number 
Cronbach α of 

Dimension 
Cronbach α of the scale 

technology knowledge 10 0.7877 

0.9332 

technology application 7 0.7822 

technology attitude 15 0.8599 

technology estimation 7 0.8760 

technology resources 6 0.9015 

 

 

Table 2  Reliability of the Automatic Control Technology Literacy Scale 

Dimension number 
Cronbach α of 

Dimension 
Cronbach α of the scale 

technology knowledge 9 0.8285 

0.9315 

technology application 6 0.7716 

technology attitude 12 0.8617 

technology estimation 7 0.8755 

technology resources 6 0.9223 

 

Analytical procedures 

The data were analyzed by SPSS 15.0 (Statistical Package of Social Sciences). 
For the purpose of determining the effect of sex on student’s energy technology 
literacy, an independent sample t-test was used. In order to find out the effect of the 
energy technology literacy on students’ background data(school area, the time spent 
on reading books, newspapers, magazines, and the sessions taken in living technology 
per week), one-way ANOVA was used. If the result of one-way ANOVA was the 
significantly different, the Scheffe’s method would be used to confirm difference 
among each group. The significant level was α=0.05. 
 

Results & Discussion 

The mean scores and statistical distribution of the Energy Technology Literacy 
Scale & Automatic Control Technology Literacy are in Table 3 and Table 4. 
Descriptive statistics of sample’s background data are in Table 5 and Table 6. The 
results of t-test and one-way ANOVA of the energy technology literacy and automatic 
control technology literacy on students’ basic data are in Table 7 ,Table 8, Table 9 and 
Table 10. Four results are found from Table 9 and Table 10. 

 
Boys performed better than girls in technology literacy. 
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According to Table 7 and 8, boys are found to perform better than girls in 
technology knowledge, technology application and technology resources. Miller 
(1986) subsidized by NSF, discovered that American boys performed better than girls 
in technology literacy. Hayden (1991) in his investigation on the development of 
industrial technology literacy, indicated that boys performed better than girls in 
technology literacy. Yang and Chen (1996) also had the same result in the technology 
literacy study on students in university of Taiwan. Researching technology literacy of 
elementary students in Changhua of Taiwan, Huang (2005) found that boys in the 
computer software and hardware operation were significantly better than girls; Wang 
Marsh (2006) studied elementary school teachers in technology literacy and found 
that boys were significantly higher than girls in science and technology literacy. The 
results of the current study had the same findings as the above-mentioned five 
scholars, thereby proving that boys were significantly higher than girls in technology 
literacy. 
 
Students in different regions of Taiwan were different significantly in technology 
literacy. 

From Table 9 and Table 10, in energy technology literacy, there was significant 
difference in Taiwan students of different regions in the aspect of technology attitude, 
and students in central Taiwan were significantly higher than students in the north and 
south. Meanwhile, in terms of automatic control technology, Taiwan students in 
different regions are significantly different in the dimensions of technology 
knowledge, technology application, technology attitude, and technology estimation, 
and students in eastern Taiwan were significantly higher than students in other regions. 
Besides, in view of technology application, technology attitude, and technology 
estimation, students in central Taiwan were significantly higher than students in the 
north. Shearrow (1992) used Technology Literacy Test developed by Hameed to 
estimate technology literacy of students in senior high school and found there was no 
statistical difference among different schools. In their research of technology literacy 
of elementary and junior high schools, Li and Lin (1995) found that the technology 
literacy of elementary students of first level provincial towns was worse than those of 
municipality subordinating to the Executive Yuan, municipality of province, and 
municipality of county. This finding is in accordance with the general belief that 
students of the high urbanization (i.e. municipality subordinating to the Executive 
Yuan and municipality of province) have more access to new technology or related 
information, and in turn have higher technology literacy than students of the low 
urbanization (i.e. counties and towns). Investigating technology literacy of junior high 
school students, Zheng (2003) discovered the technology literacy of students in urban 
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areas were significantly higher than students in rural areas. Likewise, Chen (2007) 
found that the technology literacy of elementary students in Tainan City and Tainan 
County were superior to students in Kaohsiung City and Kaohsiung County. However, 
the technology literacy of students in Kaohsiung City should not have been in last 
place according to the general opinion, which was somewhat different from the results 
of previous researchers. 

 In terms of technology literacy, the only statistical difference only lies in the 
technology attitude, and the possible reason that can be inferred was that energy 
technology has been the global issue recently. Therefore, students in different regions 
of Taiwan equip the relevant literacy in energy technology. The automatic control 
literacy students from eastern Taiwan have, at the same time, was higher than students 
from other regions in dimensions of technology knowledge, technology application, 
technology attitude, and technology estimation. Students in central Taiwan were 
significantly higher than students in north in dimensions of technology application, 
technology attitude, and technology estimation, which is similar to the result of Chen 
(2007). The possible reasons why high-urbanized cities in automatic control 
technology are lower than other cities may be that information technology is relatively 
developed, the multiple accesses to technology-related knowledge are more available, 
or high-urbanized cities stress less on the cultivation of technology literacy. As for 
other factors involved, later researchers can further experiment on them. 
 
The energy technology literacy and automatic control technology literacy of 
students who spend more time reading books, newspapers, magazines, and 
extracurricular reading are significantly different. 

In Table 9 and Table 10, the students who devoted more time to reading books, 
newspaper, magazines, and extracurricular readings are significantly different from 
those who devoted less time in technology, application, attitude, estimation, and 
resources. Meanwhile, their technology knowledge, attitude, and application in 
automatic control technology literacy are significantly better than their counterparts.  
Hameed (1988) developed technology literacy test on students of grade 7 and grade 8 
in 13 States of USA(N=1350), in which it was found that students of grade 8 
performed better than grade 7 in technology literacy. Yang (1995) found that students 
of higher grade in junior high schools in Taipei of Taiwan performed better than lower 
grade in technology literacy. From the 3 previous researchers and this study, it appears 
that students have better energy technology literacy & automatic control technology 
literacy if they have more learning opportunities and like to study voluntarily. 

 

Life technology course influences students energy technology literacy and 
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automatic control literacy. 
Table 9 and Table 10 show that students who take live technology course every 

week in junior high school are significantly better than those who don’t in the 
knowledge, application, resources of energy technology literacy. On the other hand, 
their technology knowledge, technology application, technology attitude, technology 
estimation, and technology resources in automatic control literacy are better than their 
counterparts. Miller(1986) subsidized by NSF, found people who received formal 
education performed better in technology literacy. Lo (1992) developed system model 
on technology education to be the main subject for increasing student’s technology 
literacy in Taiwan. The conclusion emphasized that Taiwan is in urgent need to 
establish the technology education project in order to increase student’s technology 
literacy. Our current study conforms to studies of Miller (1986) and Lo (1992), which 
reveals that the course about technology in school will influence  student’s 
technology literacy. Therefore, schools should incorporate technology course into 
their curricula. 

 

Table 3  Energy Technology Literacy Scale 

Dimension Content M SD 

Technology 

Knowledge 

I understand the evolution of energy technology. 3.38 0.94 

I can tell from renewable energy and nonrenewable. 3.73 0.87 

I understand the range of energy technology. 2.86 0.92 

I understand the category of energy technology. 2.84 0.95 

I understand the exploitative way of energy. 3.01 0.95 

I understand the storage way of energy. 2.93 0.93 

I understand the trend of future development of energy 

technology. 
3.25 0.98 

I understand the importance of energy technology for life. 3.60 0.95 

I understand the energy saving policy of government. 3.13 1.06 

I understand the importance of energy saving. 4.02 0.94 

Technology 

Application 

I can practice energy technology knowledge into life. 3.53 0.81 

I can use energy technology knowledge to solve problems 

from daily life. 
3.49 0.84 

I use energy technology products in daily life.  3.85 0.80 

I can explain the development of future energy technology 

according to present technology information. 
3.29 0.92 

I try to use energy technology to create technology 

products. 
3.18 1.03 
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I learn energy technology knowledge for need and benefit 

work and life needs. 
3.70 0.87 

I use energy technology knowledge to select suitable 

technology products. 
3.69 0.85 

Technology 

Attitude 

I notice the news report from newspapers, books, 

magazines, and TV about energy technology. 
3.57 0.94 

I collect reports about energy technology. 2.90 0.98 

I discuss relative news event with classmates and family. 3.13 1.01 

I discuss with others, when my opinions are different from 

them. 
3.26 1.00 

Encountering problems of energy technology, I read 

relative books to find solutions to problems. 
3.19 0.99 

I am worried about big scale explosion of energy crisis.  3.94 1.00 

I practice energy saving policy of government in daily life. 3.67 0.87 

I have priority to buy energy technology products. 3.42 0.94 

Encountering energy technology products, I feel excited. 3.24 1.02 

I attend each science activity of energy technology 

positively. 
2.93 0.99 

I try to do relative experiment of energy technology. 3.16 1.05 

I like learning to use relative products about energy 

technology. 
3.46 0.96 

I believe myself in being capable of learning to use energy 

technology products. 
3.69 0.93 

I believe energy technology is one of the trends in future 

technology development. 
4.17 0.83 

I am glad to see energy technology products are used in 

every level of life. 
4.04 0.86 

Technology 

Estimation 

I can evaluate the advantages and disadvantages of energy 

technology. 
3.41 0.87 

I can evaluate the possible effects that human life brings in 

energy technology. 
3.63 0.84 

I can select suitable energy technology products according 

to needs. 
3.70 0.81 

I can evaluate the environment of positive and negative 

effects that are led by energy technology. 
3.59 0.86 

I can evaluate the advantages and disadvantages of energy 

policy of government. 
3.45 0.90 
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I can tell the importance of energy saving. 3.82 0.87 

I can tell the importance of energy saving in life. 3.67 0.90 

Technology 

Resources 

I understand needed information recourses of energy 

technology. 
2.90 0.95 

I understand needed time recourses of energy technology. 2.82 0.95 

I understand needed manpower recourses of energy 

technology. 
2.96 0.96 

I understand needed materials recourses of energy 

technology. 
2.87 0.97 

I understand needed fund recourses of energy technology. 2.97 1.00 

I understand needed energy recourses of energy 

technology. 
3.00 0.96 

N=2182 

 

Table 4 Automatic Control Technology Literacy Scale 

Dimension Content M SD 

Technology 

Knowledge 

I understand the basic principle of automatic control 
technology.(ex. washing machine, air conditioner….) 3.53 0.97 

I understand the evolution of automatic control 
technology.  2.71 0.95 

I understand the importance of automatic control 
technology for life.  4.00 0.88 

I understand the range of automatic control technology.  3.43 0.86 
I understand the danger of automatic control technology.  3.52 0.90 
I understand the trend of future development of automatic 
control technology.  3.29 0.95 

I understand the basic flow and the control principle of 
automatic control technology. 3.01 0.93 

I understand the application of automatic control 
technology in daily life. 3.53 0.87 

I can cite three products about automatic control 
technology.  3.52 0.97 

Technology 
Application 

I can use automatic control technology knowledge to 

solve problems from daily life.  
3.65 0.84 

I use automatic control technology products in daily life.  3.99 0.79 

I try to use automatic control technology to create 

technology products.  
2.98 1.05 

I learn automatic control technology knowledge to benefit 

my work and life needs.  
3.72 0.89 

I use automatic control technology knowledge to select 

suitable technology products. 
3.71 0.80 

I can learn and control automatic control technology 3.89 0.81 
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products in daily life.  
Technology 
Attitude 

I notice the news report from newspapers, books, 

magazines, and TV about automatic control technology.  
3.50 0.92 

I share relevant news events about automatic control 

technology with my classmates or family. 
3.27 0.96 

I discuss with others, when my opinions are different from 

them. 
3.33 0.93 

I collect reports about automatic control technology.  2.80 0.97 

I give priority to purchasing automatic control technology 

products. 
3.34 0.96 

I feel excited when encountering automatic control 

technology products. 
3.39 1.02 

I attend each science activity of automatic control 

technology positively.  
2.92 0.97 

I read relevant books to find solutions to problems when 

encountering problems of automatic control technology. 
3.15 0.98 

I like learning to use products about automatic control 

technology. 
3.71 0.90 

I would like to try to understand the concept of automatic 

control technology products in the home. 
3.54 0.95 

I believe myself in being capable of learning to use 

automatic control technology products.  
3.83 0.89 

I try to do relevant experiments of automatic control 

technology. 
3.28 1.05 

Technology 
Estimation 

I can evaluate the advantages and disadvantages of 

automatic control technology.  
3.46 0.88 

I can evaluate the possible effects on human life brought 

by automatic control technology.  
3.56 0.85 

I can select suitable automatic control technology products 

according to needs.  
3.81 0.80 

I can evaluate positive and negative effects on that the 

environment are led by automatic control technology.  
3.47 0.88 

I can explain the possible developing trend in the future 
according to the current automatic control technology. 3.33 0.90 

I can describe the importance of automatic control 

technology products ac home to the daily life. 
3.71 0.83 

I can describe the effects of automatic control technology 

on daily life. 
3.64 0.83 
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Technology 
Resources 

I understand needed information recourses of automatic 

control technology. 
2.84 0.96 

I understand needed time recourses of automatic control 

technology. 
2.76 0.96 

I understand needed manpower recourses of automatic 

control technology. 
2.95 0.98 

I understand needed material recourses of automatic 

control technology. 
2.76 0.97 

I understand needed fund recourses of automatic control 

technology. 
2.89 1.00 

I understand needed energy recourses of automatic control 

technology. 
2.95 1.00 

N=2189 

 

Table 5 The sample’s data of Energy Technology Literacy Scale 

Item Category Frequency Percentage 

sex 
boy 896 41.06%  

girl 1286 58.94% 

area 

north 620 28.41% 

center 1020 46.75% 

south 424 19.4% 

east 118 5.41% 

the time of reading books, 

newspaper, magazines, and 

extracurricular readings per 

week 

no read 57 2.61%  

within 2 hours 843 38.63%  

2 hours ( Include) ~4 hours 757 34.69%  

More than 4 hours ( Include) 525 24.06%  

the course about living 

technology per week 

no any session about living technology 833 38.18%  

one session about living technology 742 34.01%  

two sessions about living technology 607 27.82%  

N=2182 

 

Table 6 The sample’s data of Automatic Control Technology Literacy Scale 

Item Category Frequency Percentage 

sex 
boy 839 38.33%  

girl 1350 61.67%  

area 
north 620 28.32% 

center 1027 46.92% 

2010 HICE Proceedings - Page 2045



15 
 

south 424 19.37% 

east 118 5.39% 

the time of reading 

books, newspaper, 

magazines, and 

extracurricular 

readings per  week 

no read 49 2.24%  

within 2 hours 787 35.95%  

2 hours ( Include) ~4 hours 750 34.26%  

More than 4 hours ( Include) 603 27.55%  

the course about 

living technology  

per  week 

no any session about living 

technology 
886 40.48%  

one session about living 

technology 
722 32.98%  

two sessions about living 

technology 
581 26.54%  

N=2189 

 

Table 7 Summary of t-test with sex in Energy Technology Literacy Scale 

Item Dimension  Category N M SD T Sig. 

Sex 

technology knowledge 
1.boy 896 3.33  0.66  

3.66** 1>2 
2.girl 1286 3.23  0.59  

technology application 
1.boy 896 3.57  0.67  

2.35* 1>2 
2.girl 1286 3.51  0.62  

technology resources 
1.boy 896 2.98  0.87  

2.73* 1>2 
2.girl 1286 2.88  0.74  

N=2182  *P<.05  **P<.01 

 

Table 8 Summary of t-test with sex in Automatic Control Technology Literacy Scale 

Item Dimension  Category N M SD T Sig. 

Sex 

technology 

knowledge 

1.boy 839 3.44  0.65  
2.53* 1>2 

2.girl 1350 3.37  0.57  

Technology 

Attitude 

1.boy 839 3.40  0.69  
3.40** 1>2 

2.girl 1350 3.30  0.64  

technology 

resources 

1.boy 839 2.93  0.87  
2.53** 1>2 

2.girl 1350 2.82  0.80  

N=2189 *P<.05 **P<.01  

 

Table 9 Summary of ANOVA Results in Energy Technology Literacy Scale 

Item Dimension  Category N F Scheffe 
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Area 
technology 

attitude 

1.north 620 

15.98*

* 

2>1 

2>3 

2.center 1020 

3.south 424 

4.east 118 

the time of 

reading 

books, 

newspaper, 

magazines, 

and 

extracurricul

ar readings 

per week 

technology 

knowledge 

1.no read 57 

11.67*

* 

2>1 

3>1 

4>1 

3>2 

2.within 2 hours 843 

3.2 hours ( Include) ~4 

hours 
757 

4.more than 4 hours ( 

Include) 
525 

technology 

application 

1.no read 57 

6.05** 

3>1 

3>2 

4>1 

2.within 2 hours 843 

3.2 hours ( Include) ~4 

hours 
757 

4.more than 4 hours ( 

Include) 
525 

technology 

attitude 

1.no read 57 

8.35** 

3>1 

3>2 

4>1 

4>2 

2.within 2 hours 843 

3.2 hours ( Include) ~4 

hours 
757 

4.more than 4 hours ( 

Include) 
525 

technology 

estimation 

1.no read 57 

6.99** 

3>1 

3>2 

4>1 

2.within 2 hours 843 

3.2 hours ( Include) ~4 

hours 
757 

4.more than 4 hours ( 

Include) 
525 

technology 

resources 

1.no read 57 

3.91* 4>1 

2.within 2 hours 843 

3.2 hours ( Include) ~4 

hours 
757 

4.more than 4 hours ( 

Include) 
525 

the course 

about living 

technology 

technology 

knowledge 

1.no any session about 

living technology 
833 

8.62** 3>1 

2.one session about living 742 
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per week technology 

3.two sessions about living 

technology 
607 

technology 

application 

1.no any session about 

living technology 
833 

6.58** 3>1 
2.one session about living 

technology 
742 

3.two sessions about living 

technology 
607 

technology 

resources 

1.no any session about 

living technology 
833 

7.36** 3>1 
2.one session about living 

technology 
742 

3.two sessions about living 

technology 
607 

N=2182  *P<.05  **P<.01 

 
Table 10 Summary of ANOVA Results in Automatic Control Technology Literacy Scale 

Item Dimension Category N F Scheffe 

Area 

technology 

knowledge 

1.north 620 

9.53** 

4>1 

4>2 

4>3 

2.center 1027 

3.south 424 

4.east 118 

technology 

application 

1.north 620 

10.23** 

2>1 

4>1 

4>2 

4>3 

2.center 1027 

3.south 424 

4.east 118 

technology attitude 

1.north 620 

10.79** 

2>1 

2>3 

4>1 

4>3 

2.center 1027 

3.south 424 

4.east 118 

technology 

estimation 

1.north 620 

8.17** 

2>1 

4>1 

4>2 

4>3 

2.center 1027 

3.south 424 

4.east 118 

the time of technology 1.no read 49 8.09** 2>1 
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reading 

books, 

newspaper, 

magazines, 

and 

extracurricu

lar readings 

per week 

knowledge 2.within 2 hours 787 3>1 

4>1 

4>2 

3.2 hours ( Include) ~4 

hours 

750 

4.more than 4 hours ( 

Include) 

603 

technology 

application 

1.no read 49 

7.23** 
4>1 

4>2 

2.within 2 hours 787 

3.2 hours ( Include) ~4 

hours 

750 

4.more than 4 hours ( 

Include) 

603 

technology attitude 

1.no read 49 

8.25** 
3>2 

4>2 

2.within 2 hours 787 

3.2 hours ( Include) ~4 

hours 

750 

4.more than 4 hours ( 

Include) 

603 

the course 

about living 

technology 

per week 

technology 

knowledge 

1.no any session about 

living technology 

886 

11.75** 
3>1 

3>2 

2.one session about 

living technology 

722 

3.two sessions about 

living technology 

581 

technology 

application 

1.no any session about 

living technology 

886 

3.92* 3>1 
2.one session about 

living technology 

722 

3.two sessions about 

living technology 

581 

technology attitude 

1.no any session about 

living technology 

886 

7.36** 
3>1 

3>2 

2.one session about 

living technology 

722 

3.two sessions about 

living technology 

581 

technology 

estimation 

1.no any session about 

living technology 

886 

4.26* 3>1 

2.one session about 722 
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living technology 

3.two sessions about 

living technology 

581 

technology 

resources 

1.no any session about 

living technology 

886 

11.82** 
3>1 

3>2 

2.one session about 

living technology 

722 

3.two sessions about 

living technology 

581 

N=2189 *P<.05 **P<.01  

 

CONCLUSION 

The teachers should give consideration to the differences of students' degree and 
sex while designing curriculum about technology. Besides, opportunities should be 
given to students to inspire their initiative study. Teachers should also encourage 
students to read more teaching materials after class, in order to obtain the best 
teaching achievement, and promote student's scientific and technological 
accomplishment effectively. 
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How to reduce the stress of the mothers of autistic child 

The goal of this address is to present the results of two studies on the impact of Intensive 

Behavioural Intervention (IBI) on the lives of families from Quebec with an autistic child (Lovaas 

et al., 2007).The first study, conducted in 2006 by the Centre de Réadaption en Déficience 

Intellectuelle (CRDI) with 21 children, demonstrates that IBI has a very positive impact on the 

development of children who underwent 20 hours of intensive intervention. The level of parental 

stress among the participating families was reduced and the interactions between parents and 

children were easier after the intervention. The positive effects of the intervention were more 

marked in mothers than in fathers, which the authors attribute to the mother’s greater 

involvement in the intervention (Le Beau et al., 2006). 

The second study, conducted in 2007 with 13 mothers (DesRivières-Pigeon, 2008a, 2008b, 

Granger et al., 2008, Sabourin et al., 2008) also indicates that IBI has a positive impact on 

parents. The results of this qualitative study show that mothers perceive IBI to be a demanding 

intervention for the family, but beneficial for the child because it is centered on the child’s 

strengths and abilities. The mothers who participated in our research were very involved in the 

intervention and considered the administrators of the IBI to be a major source of support for the 

whole family. Nevertheless, some forms of involvement were described as very difficult for 

parents. In addition, mothers who participated in the formal IBI sessions with their child found 

the experience exhausting and difficult to integrate into their other commitments, such as work 

and the care of other children. Consistent with research on parents of disabled children 

(Lachance et al., 2004), this research showed that reconciling work and family is problematic: 

almost half of the mothers had to leave their job in order to take care of their child. 
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ABSTRACT 

Climate change has become one of the major issues this century that defines our sustainable 
future, especially in highly vulnerable areas like the coastal areas. This collaborative study 
involved college students from the Philippines and Mozambique. The Philippines is considered 
as the second-largest archipelago in the world, with over 7000 tropical islands and is one of the 
great treasures of Southeast Asia.  While Mozambique stretches for 2,470 km along Africa's 
southeast coast and is generally a low-lying plateau broken up by 25 sizable rivers that flow into 
the Indian Ocean. Amidst polarized views, strong evidences have emerged that registered the 
fingerprints of humankind as responsible for contributing drastic changes in the climate system.  
Thus, there is a need for the concept of climate change to be given attention in the science 
curriculum, particularly in the aspects of adaptation and mitigation. For students to engage in 
scientific and social concerns, it is imperative to have a fundamentally sound understanding of 
the concepts involved. This descriptive study investigated college students in terms of their 
existing conceptions of climate change as well as of basic chemistry concepts and their attitudes 
toward climate change. It also verified whether the understanding of climate change is related to 
positive attitudes towards acting in ways to reduce the problem. The lesson guides on climate 
change used in teaching the concept included only those topics that were integrated in the 
General Chemistry course, where the students were enrolled. Results of the study underscored 
the need for science educators to know students’ existing conceptions to be able to design 
instructional activities that will challenge the students’ alternative conceptions. Present findings 
also shed light on the state of climate change literacy of the students in terms of their knowledge 
and attitudes, providing baseline information needed in preparing curriculum materials that will 
promote environmental science literacy with particular emphasis on climate change. 
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ABSTRACT 
 

This experimental study investigated the impacts of on–screen text and 
enhancements in power point lesson presentations on students’ concept retention and 
transfer of learning. A total of 200 college freshmen Associates in Health Science 
Education students of Saint Mary’s University in Nueva Vizcaya, Philippines during the 
first semester of school year 2006–2007 served as the participants of the study. The four 
classes, with 50 students each, comprised the research groupings. In the experiment, each 
group was exposed to a distinct power point lesson presentation on image formation by 
mirrors and lenses. The power point designs included: with on–screen text but no 
enhancements, with on–screen text and enhancements, no on–screen text but with 
enhancements, and no on–screen text and enhancements. Student’s understanding was 
measured through a retention and transfer test on image formation by mirrors and lenses. 
For the 10 min. retention test, the students were asked to write down a narrative summary 
on image formation by plane mirrors, concave mirrors, convex mirrors, converging 
lenses, and diverging lenses. The transfer test on image formation by mirrors and lenses 
consisted of 10 multiple choice items, where students were likewise given 10 minutes to 
answer. The ANCOVA performed on the retention test yielded a significant difference 
between those who used with on–screen text and no on–screen text groups (F = 7.58, p = 
0.006 < 0.05). Students who received on–screen text summaries remembered more idea 
units (M = 2.45; SD = 2.21) than students who received no on–screen text (M = 1.70; SD 
= 1.62). Moreover, performances of students exposed to with on–screen text and without 
on–screen text groups also significantly differed in their transfer of learning (F = 5.42, p 
= 0.021 < 0.05), with students who received on–screen text having better narrative 
summaries (M = 2.40 and SD = 1.27) than those who received no–screen text (M = 1.94 
and SD = 1.29). On the other hand, the retention data yielded significant differences 
between with enhancements and no enhancements groups (F = 17.87, p = 0.000 < 0.05). 
Students who received presentations with enhancements significantly remembered fewer 
idea units  (M = 1.45; SD = 1.30) than   those students   who   received  presentations 
without enhancements. Generally, results were consistent with the seductive details 
hypothesis, which holds that students try harder to understand a material that is presented 
in a way that highlights the underlying conceptual structure. On the other hand, the 
results are inconsistent with an emotional interest hypothesis, where adding interesting 
details to a passage increases overall arousal and therefore results in greater 
understanding.  
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Abstract 
  

                      It may be concluded that female educators are perceived as being more adept in 
            some of their  skills  for leading  innovation in schools for leveraging resources into 
            productive outputs.  It may be concluded that both genders of administrators perceive  
            such efforts similarly. The only two skills where gender is significant are the two skills  
           of  being alert for new opportunities and synthesizing ideas into focused projects.  For  
           the other 8 skills indicated on the survey, gender did not play a significant role in such  
           perceptions   

 

Introduction 

  
                Generating innovative initiatives is currently of interest to many in senior leadership 

positions in public educational institutions.    Wolfson (1997) reports from his research  that 

initiatives for innovation and change are not distributed evenly among gender and socio-

economic levels,  and  further that  individual adaption to  innovation is  related to both 

individual characteristics as well as the nature of the innovation itself.    

      In the United States, Ryan (2004) argues that the performance-based accountability 

demands of No Child Left Behind   (NCLB) may interfere with the ability of educational  leaders 
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to not only initiate innovative practices but also to sustain such attempts at improving the quality 

of education K-12.   Elmore (1997) also suggests that as a nation, we may be under-investing in   

both financial and human capital  required to develop educational programs  to raise the  skill 

levels of our public school graduates     Therefore, the issue addressed in this research is how 

senior educational leaders perceive their capacity  to implement innovative practices for 

enhancing the quality of education k-12.     In this regard, does gender play a significant role in 

the ability to initiate and sustain innovative practices within public school systems?   

Review of the Literature 

   As Theodore Levitt of the Harvard Business Review states,  "Innovation is the vital spark 

required  for  change, improvement and progress." (1980, p. 7)  To Levitt, however, this resource 

is  often  squandered, resulting in threatening the competitiveness of our organizations.   In 

addition, unique to innovation is that the process is often chaotic. (Tom Peters, 1982),    On the 

other hand, Peters also indicates that  individuals who tend to be innovative have in common the 

need to explore, to break through barriers,  to generate new  ideas,   to  identify opportunities,  

and to experiment by  trying, failing and trying again.   

             The Current Charge to Educators.  A report on the  Condition of Education  (2003) 

indicates  that leaders in education need to focus on ways to improve our schools to ensure that 

no child is actually  left behind. Former secretary of education, Ron Paige, states in this report  

that the strategy behind  No Child Left Behind legislation emphasizes  that every student, no 

matter  their heritage or their language, deserves a quality education.       Any  constraints on the 

ability of our leaders in public  educational institutions to respond  to the call for innovation, 

whether they be gender stereotyping, money, structure, or leadership capability, among others,  

must be addressed if our schools  are going to prepare eventual graduates to compete globally 

against some fierce competitors.  The report reminds the educational community that  the world 

is changing fast.  However,  the educational practices of the past that were instrumental in getting 

Americans prepared to participate in the best economy in the world will not carry us to a similar 

degree of success in the future.  The report challenges our educational leaders to initiate new 

instructional practices and approaches  for getting  innovation into the mainstream of our 

education programs K-12. 
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            Institutional Environment.      To Agbor (2008), leadership is the catalyst and source of 

organizational creativity and innovation   For organizations to promote an environment where 

change is expected, its leaders must build an  environment conducive to renewal as well  an 

educational  culture that encourages creativity and innovation.     However, he also states that  

scholars know very  little about the role  of leadership  in the innovative process.  Similarly,  

Schein (1985)  also suggests that we need to learn more about  the methods  leaders use for  

developing a culture of change and innovation        Finally,  Cameron and Quinn (1999) assert 

that culture of change will not occur without the involvement, commitment, and active support of 

those in senior leadership positions convincing others  of the need to innovate.    

           However, Horstein and DeGuerere (2006) remind us that   those in senior educational 

leadership positions  typically  operate under an authoritative structure with superintendents and 

principals maintaining control over faculty and staff.  They argue that such organizations,  

operating  from the authoritarian, hierarchical, command and control mode, generally produce   

employees that are less empowered  and  thus less innovative.   

             Gender Framework.     Karen Harper (1990)  argues that gender and power issues are 

highly interdependent  in academic institutions.  Although her research focused on leaders in 

higher education,  Harper found that  female administrators had different perceptions  of equity 

and power than did their male counterparts. She suggests that this is likely due to structural 

barriers in education that impact upon the ability of female administrators to advance their 

careers and become effective leaders in their institutions.   She also suggests that women’s 

perceptions of the possession and use of power, being different than male counterparts, play an 

important role for becoming key players for  leading others to change.   

            To Edwards (1996), the spirit of innovation can be accomplished by clarifying the role of 

leaders to build inclusive working conditions for the members of the organization.   In this 

regard, Edwards suggests that diversity of leaders,  of which gender is an important aspect,   acts 

as a catalyst for establishing a  social structure that assists workers  in feeling that they are  

accepted.    In public education, he states that  a gender  issue remains since  male executives 

have dominated at the higher levels of leadership.     According to Edwards,  this reality of 

unequal portion of females in positions of senior leadership positions in education results in a 

lack of diversity of thinking at the decision-making level.   He argues that the presence of 
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dissimilar mindsets typical of  gender diversity  enhance creativity, flexibility,  problems solving 

and innovation.  

            As to the target of educational research on gender issues conducted in the past, Hyde 

(2005) suggests that there is a preoccupation with gender differences as they affect  student 

performance and  motivation in the classroom..    However ,in regards to classroom instructors,   

Hyde states that  men and women faculty are more similar than different on most variables.  To 

Marsh, Martin, and Cheng (2008), it is important to note that  as leaders develop their careers,  

gender issues, and  in particular conformity  in regard to gender role stereotypes,  become 

increasingly  important. While a search of the literature reveals that much of  the focus of prior 

and current educational research has been on  gender effects on instruction in the classroom, this 

research deals with gender effects upon  a leader’s capacity  to inspire and lead others to  initiate  

innovative efforts to enhance the quality of education overall.  

  
Statement of the Problem 
 
 The issue surrounding leadership capacity to innovate and change  in today’s schools 

indirectly exposes how far educational institutions have come in  generating a level playing field 

for all employees.  While the legal framework for treating all employees the same  is in place, 

has this reality resulted in leaders in public education perceiving themselves having equal 

opportunity (and corresponding skills) to take on innovation as an integral part of their job 

responsibilities? In other words, is  there a gender gap as to whom is more capable of generating 

innovative initiatives?     Therefore, the research question addressed here is:   Does gender play a 

significant role in how educational leaders perceive  themselves  in generating innovation in the 

workplace?     Correspondingly,  the null hypothesis tested is –  there is no significant differences 

by gender in the perceived adeptness of skills used to leverage school resources into productive 

innovative outputs. 

 

 Research Methodology 
 
               Based on a survey of innovative literature and corresponding  input from a panel of 2 

superintendents and 1 principal in public education in the USA, a written survey form was 

constructed  consisting of 3 segments.  Part I  requested data on personal demographics of the 

respondents,  seeking information on gender, position, and title.  Part II consisted of two sub-

2010 HICE Proceedings - Page 2060



parts for gathering data on identifying: (1) educational  priorities    for generating initiatives for 

innovative efforts; and (2)  sources of innovative ideas that leaders rely on for inspiring others to 

innovate.      Part III focuses on gathering data relating to identifying  gender differences in 

adeptness for leading innovative efforts within the public school system. 

               As a basis for establishing validity in the research process, the survey instrument was 

initially administered to  3 superintendents and 2 principals as part of a pilot study.  Based upon  

the results of this preliminary study,  the survey was revised.    Therefore, the instrument was 

deemed as having  face validity  (Carmine & Zeller, 1979)    In addition, Cronbach’s Alpha 

measure was used to evaluate the reliability of the survey.  Reliability is defined as the ability of 

the measurement to be consistent and yield similar results under similar subjects and conditions.  

(Carmines & Zeller, 1979)    In this regard, reliability was evaluated by assessing the internal 

consistency of the items on the survey.  For this study, the alpha level of .897 is more than the 

.70 desirable, though this limit may be lower at .60 for exploratory study 

 Sample Population:      The survey form was disseminated to  250 superintendents and 

250 principals within public education in  the USA.   The sample was selected through a random 

selection process using a list of 10,000 educators developed by MDR, an educational   data 

retrieval service our of  Shelton, Connecticut.     The survey was disseminated in November 15, 

2007, with the final date of collection in December 3, 2007.     

 Statistical Analysis:  A multivariate statistical procedure was utilized to determine if there 

is any significant difference in the perceptions of both male and female educational leaders as to 

adeptness at initiating and leading innovation in their schools.  A correlation coefficient was also 

computed for comparing the ranking of priorities of innovation targets and sources of ideas. 

between male and female educational administrators.    For this study, an educational leader is 

identified as  individual with the title of  superintendent (or assistant superintend) and principal.     

 

Findings 

           Demographics.  There were 73 males and 41  females responding to the written survey, 

totaling 114  in the sample,  representing 23  percent response rate.  (See Table 1 Below.) In 

terms of gender specific, the response rate for males was 28  percent;  and female leaders, 17     
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Table 1 Demographics  by Gender, Title, and No. of Years Service ( N = 114) 
________________________________________________________________________ 

      Years           Gender 
Title   Service  Male          Female 

________________________________________________________________________ 
  Superintendent     0-2    10  5      
       3-5    12  5 
       6-10    11  0 
       11+    12  4 
 
Asst. Superintendent     0 -2     4   3 
       3-5     1  1 
       6-10     0  0 
       11+     0  2 
 
Principals`      0-2     8  6 
       3-5     7  9 
       6-10     5  4 
      11+     3  2 
_______________________________________________________________________ 
  Total     73  41 
________________________________________________________________________ 
 
 

percent.   Of the 73 male  respondents, 45 were superintendents and 5 assistant superintendents.  

There were 14 female administrators with the title of superintendents and 6, assistant 

superintendents.   At the principal level, 23 males identified themselves as principals with 21 

females at  the same job title.  (See Table 1 Above) .    Based on a multivariate statistical 

analysis, there is no significant difference in the characteristics of the sample population based 

on a combination of gender, title, and number of years of service. (Wilks’ Lamba:  F = 1.267, p.  

> .168).    Therefore, the sample population for this study appears to have the expected 

distribution  in terms of  professional characteristics.   Due  to the similarities among the job 

characteristics of those in the research sample, male and female administrators were treated as 

two independent variables with the data gathered not analyzed by an individual’s  title or years of 

service. 

     Ranking of Sources for Innovation Ideas.     The findings indicate that both male  and 

female  senior administrators generally rank teachers  and school administrators  as the two 

primary sources  for innovative ideas.    Male  (mean = 1.56) and female (mean =1.85)  

administrators identified classroom teachers as their primary source of ideas.  (see Table 2 
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Below)     Male  (mean = 2.33) and female (mean = 2.46) leaders ranked other school 

administrators as their  second choice.   It is interesting to note that the business community, 

political forces, and special ad hoc groups were not perceived as frequent sources of innovative 

ideas in their schools.  The mean scores for these three groups ranged from 4.02 to 5.98.  In 

terms of  overall correlation between the rankings of 5 sources of possible ideas, the coefficient 

correlation of .77 indicates that both groups  in the sample perceive the ranking of their sources 

similarly   

Table 2  - Ranking of Sources for Innovative Initiatives   (N = 114) 
_________________________________________________________________________ 
                                           
     Sources               Male (n - 73)            Female (n - 41) 
                               Mean   Ranking         Mean Ranking 
_________________________________________________________________________ 
Teachers    1.56    1   1.85   1     
Admin      2.33    2   2.46      2      
Parents     4.22    3   4.61   5     
Business Comm.   4.34    4   4.02   4     
Ad Hoc Group    4.41    5   3.90   3     
Political Community   5.98    6   5.51   6 
_________________________________________________________________________ 
Note:   Rating Scale:   Mean Rating 1 = Top Priority; 6 Low Priority;   Correlation.Coefficient  = .77143  
 
    

   Ranking of Educational Targets for Innovation.  Both male and female administrators 

ranked  their  priorities similarly for innovation targets with the three primary targets being  

instruction, student assessment and curriculum. Both groups had mean scores below 2.60 for 

each of these three top categories of targets.   ( See Table 3 below.)  It is interesting to note that 

innovation in regards to assessing teacher performance, instructional technology, and addressing 

federal mandates were ranked at the  bottom of the list with mean scores of both male and  

female administrators generally over 4.00 with just one exception.  In addition, the overall 

ranking of the 6 items identified in this study were closely aligned with a correlation coefficient 

of  .97. 
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Table 3 – Ranking of Educational Targets for Innovation (n= 114) 
_______________________________________________________________________ 
    Innovative Target       Male (n = 73)           Female (n = 41) 
     Mean  Rank  Mean  Rank  
_______________________________________________________________________   
Instruction    2.30  1  2.19 1     
Student Assessment   2.58  2  2.59 2     
Curriculum/Program   2.60  3  2.61 3     
Teacher Performance   4.12  4  3.61 4     
Inst. Technology   4.38  5  4.48 5     
Federal Mandate   5.04  6  5.49 6 
_______________________________________________________________________  
Note:  Rating Scale:  1 = Primary Target; 6 = Least Target ;  Correlation  Coefficient = .97143   
   

 

 Analysis of Adeptness at Innovation by Gender.  Generally, mean scores of both male 

and female leaders, being above 3.00,  indicate that female administrators were generally 

perceived as been more adept in the skills needed to lead innovative efforts in their  school 

districts. (See Table 4 below.)  An overall mean score of male administrators (mean =  3.16)  and 

female administrators (mean =  3.42 ) support the finding that both genders perceive females 

more adept with their innovative leadership skills.  While generally females were perceived as 

generally more adept, only in the skill of asking the right questions were male (mean = 3.47) 

administrators more positive than  their female (mean = 3.38) counterparts.  Moreover, only in 

assessing organizational capacity to innovate did males  (mean =  2.96) perceive themselves 

more adept than their female (mean =  3.38) counterparts.   However, such differences were not 

deemed significant (See Table 4 below). In terms of being significant,  being alert for innovative 

opportunities and having the capability of synthesizing innovative ideas into focused projects 

were two skills females  perceived themselves significantly more adept (means = 3.59 and 3.51) 

than their male counterparts (means = 3.18 and M=3.21). 
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Table 4-  Adeptness in Leading Innovative Change by Gender, Title, and Years of Service 
________________________________________________________________________ 
 
Leadership Skills   Male    Female          ANOVA 
                                      (n-73)   (n-41)                           F         P 
________________________________________________________________________ 
      
Alert for Innovation Opportunities 3.18  3.59  2.977   035*      
Synthesizing Innovative  Ideas 3.21  3.51      5.618   001*     
Collaborating    3.17  3.38    .199  .897   
Coaching Others   3.03  3.33        .111  .953   
Fostering Trust   3.07  3.28    .556  .650 
Asking Right Questions  3.47  3.26   1.189  .318  
Assess. Org. Capacity   2.96  3.38   1.543  .209  
Managing Time   3.19  3.34   1.239  .310  
Thinking Creatively   3.21  3.64   1.456  .232 
Demon.  a Passion of Innovation 3.18  3.55   2.671  .106 
 
      Grand Mean   3.16  3.42 
________________________________________________________________________ 
Note:      Reliability quotient:   Cronbach’s  Alpha Score   .879. 
 Rating Scale:   1 = Male Most Adept; 3 – Neither More Adept; 5 = Female Most Adept. 
              *Significant at .05 level of confidence 
  

Conclusions 

       It may be concluded that female educators are perceived as being more adept in their 

skills  for leading  innovation in schools for leveraging resources into productive  outputs. 

It may be concluded that both genders of administrators perceive such efforts similarly. The only 

two skills where gender is significant are the two skills of  being alert for new opportunities and 

synthesizing ideas into focused projects.  For the other 8 skills indicated on the survey, gender 

did not play a significant role in such perceptions. Therefore, the null hypothesis for this research 

that there is no significant differences by gender in the perceived adeptness of skills used to 

leverage school resources into productive innovative outputs was accepted.  It should be noted 

that title and years of services were not  statistically significant factors in the sample of this 

study. 

It may also be concluded that educational leaders in this sample population perceive 

innovative initiatives primarily coming from teachers and other administrators within a school 

district.  There appears to be an in-house mentality as to how to initiate new ideas.   Those 
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outside of the school districts are perceived as not having similar impact upon generating change 

within schools.  It may also be similarly concluded that the targets for innovative change are 

instruction  and curricula.  Innovative attempts to change teacher performance remains a low 

priority.  
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ABSTRACT 

English multimedia materials provide rich authentic language input for the learners. 

Both audio and visual aids are incorporated to foster the process of conceptualization.  

Previous researches had shown that foreign TV programs or movies have been 

considered as a powerful and useful medium for the learning of a new foreign 

language. However, linguistically authentic materials tend to increase the 

complexities due to its rate of speech, accent and the themes. Thus, the present study 

seeks to examine how to enhance English as Foreign Language (EFL) students’ 

listening comprehension skills by using authentic materials in listening classes. In this 

study, students are randomly selected from different classes in the Department of 

Applied Foreign Languages at one university in Taichung county as participants. The 

instructor uses the CNN Interactive MP3s and other materials for each session, 

ranging from TV programmers, commercials, MTV & songs, online materials, radio 

broadcasts to movie clips. This study will investigate the use of authentic materials 

and multimedia resources in the ELS classes in Taiwan. Thus, this study hopes to 

contribute to teaching aid selection, and how these aids can be controlled or 

manipulated for maximum students’ learning benefits. In a nutshell, this study intends 

to investigate the types of linguistically authentic materials which could promote EFL 

students’ listening skills. 

 

Key words: multimedia material, authentic material, listening comprehension 
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Comparison of Two Teaching Approaches in Spanish College Courses 
 

Abstract 
 

The purpose of this study was to find out the differences in classroom discourse when 

implicit or explicit teaching approaches are used.  

Data for this study was obtained from the tape recording, class observation and the use of 

field notes in three Spanish classes at two universities in the Northeast. Data also came from an 

interview with each of the instructors. 

There are three research questions: 

• Is there a difference in students’ utterance quality and length between the groups taught 

in each of the two approaches? 

• What is the ratio of L1-L2 spoken in class?  

• For what functions is each language used?  

Results seem to indicate that there is a large amount of restricted and minimal linguistic 

forms, and varied use of L1 and L2, due in part to the lack of flexibility that the text’s exercises 

allow and also due to close adherence to the text. 

 
Review of Literature 

Learning a foreign language implies a complex cognitive process in which learners 

acquire new forms and lexical items through the exposure to different kinds of input, mainly 

listening and reading, and the production of output by speaking and writing. In that sense, input 

and output are especially important when learning a foreign language, since in many areas of the 

United States there exists little opportunity for students to be exposed to the target language 
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outside the classroom. Therefore, the classroom is often the student’s sole source of input and 

output in the target language.  

 The concept that the continuous use of the target language over the use of the native 

language in foreign language classrooms is of utmost importance has been stressed throughout 

the times by several researchers, among them, Day. Day (1985) stated that the continued use of 

the target language in is an important factor in the learning of the new language as “the more 

often students use or practice the second or foreign language, the more likely they are to learn it” 

(p. 257). The idea of the need to use the target language, especially at the higher levels, was also 

stressed by several other researchers (Chaudron, 1988; Ellis, 1984, Krashen, 1982). 

The continuous use of the target language in the classroom provides the students of 

valuable input and also the possibility of producing output. As student output is not easily 

produced by all foreign language students there is usually a need to encourage and even enforce 

pushed output (Day, 1990; De la Fuente, 2002, Allen, Fröhlich and Spada, 1983). Regarding this 

issue, De la Fuente (2002) found that pushed output would also enable the use negotiation of 

meaning, which is a very important tool in connecting input and output, while dealing with the 

impasses in communication that sometimes take place when two or more speakers do not 

understand themselves at first.  By using negotiation of meaning instead of recurring to the L1 

learners will benefit from an interaction that will not only make communication possible, but 

will also make the gap in communication more noticeable, creating a need to solve the 

communicative impass. With the help of strategies like circumlocution the impass will be solved. 

As Dela Fuente (2002) states, “Some form of negotiation [of meaning] that incorporates pushed 

output may facilitate noticing” (p. 83). This same author, as well as Swain state that there is also 
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a metalinguistic function of output, which consists on making the students reflect on their L2 

usage and eventually internalizing new L2 forms (De la Fuente, 2002; Swain, 1990).   

The importance of output is underlined by Pica (1996), “comprehension of unfamiliar L2 input 

and production of modified interlanguage output are what are needed if learners are to move 

beyond their current level of development (p. 2). As we see, noticing, awareness of one’s gaps in 

communication and the metalinguistic function of reflection are important factors and reasons to 

push students into producing the target language, as researchers in the topic believe. This 

noticing and further reflection on one’s gaps may be addressed through error correction, leading 

into focusing on the ill form, or error. A way of focusing into the error is focus on form, which is 

the next topic. 

As a corollary, Long (1985) completed the idea of the necessity of these three factors by 

adding that input leads to acquisition when the learner’s interaction with natives or other 

speakers leads to negotiation of meaning. 

Teaching approaches 

 Two teaching approaches were compared: implicit and explicit focus on form. Along the 

study we will find examples of the two approaches been used in the classes observed. Two 

instructors used Focus on FormS: Dr. Cervantes and Dr. Webster (pseudonyms), while the third 

instructor teaches by using an implicit form of Focus on Form: Mr. Valdes. 

Doughty and Williams (1998), define Focus on FormS as “… synthetic approaches to 

language teaching that have as their primary organizing principle for course design the 

accumulation of individual language elements (e.g., forms such as verb endings or agreement 

features or even function such as greetings or apologies)… (p. 3). They further clarify that Focus 
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on FormS “always entails isolation or extraction of linguistic feature from context or from 

communicative activity” (Doughty and Williams 1998, p. 3). Focus on FormS has received 

different names by researchers, such as “Grammar instruction, formal instruction, form focused 

instruction, and code focused instruction” (Doughty and Williams 1998, p. 4). 

Focus on Form, on the other hand, takes meaning and communication into consideration 

before form. As Long (1991) explains: “focus on form … overtly draws students’ attention to 

linguistic elements as they arise incidentally in lessons whose overriding focus is on meaning or 

communication” (pp. 45-46). Long and Robinson, (1998) explain that “during an otherwise 

meaning–focused classroom lesson, focus on form consists of an occasional shift of attention to 

linguistic code features – by the teacher and/or one or more students – triggered by perceived 

problems with comprehension or production” (Long and Robinson 1998, p 23). Communicative 

activities, such as pair work, group work and dictogloss foster linguistic production, providing 

opportunities for negotiation of meaning and communicative attempts (Long, 1996; Spada, 1997; 

& Swain, 1997). In meaning oriented classes “The role of the learner is that of communicator: 

Students interact with others, they are actively engaged in negotiation of meaning, they have an 

opportunity to express themselves by sharing ideas and opinions, and they are responsible for 

their own learning” (Antón 1999, p. 304). 

 We have then, that although both, Focus on Form and Focus on FormS, address linguistic 

corrections, Focus on FormS centers itself on linguistic code features, often isolated from 

communication, whereas Focus on Form is more communicative and meaning oriented. 

Need for the study 

The need for studies as the one carried out here come from the fact that researchers found 

that two factors interfere with the ideal input – output classroom conditions: too much use of the 
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L1 and too much teacher talk. The emphasis is on analyzing teacher’s speech, since input comes 

especially from the instructor. As referred by Allwright and Bailey (1991) “Observations of 

many different classes, both in content area subjects and in language instruction, consistently 

show that teachers typically do between one half and three quarters of the talking done in 

classrooms” (p.139). In such teacher oriented classrooms “The teacher is the authority in the 

classroom. Students do as the teacher says, so that the teacher’s knowledge can be transmitted to 

them. In this type of classroom, teacher-student interaction is minimal and is dominated by the 

teacher (Antón 1999, p. 304). Also, Holmes (1978) pointed out that “Research reported from all 

over the world shows a similar pattern: in India, Belgium, Iraq, South America and New Zealand 

the teacher keeps on talking” (p. 80). We see that all over the world there is a tendency for 

teacher-centered learning environments. Therefore, the study of teachers’ discourse is necessary. 

In order to be able to study these two issues the present study has adopted the following research 

questions:  What is the ratio of L1-L2 spoken in class? For what functions is each language 

used? And, Is there a difference in students’ utterance quality and length between the groups 

taught in each of the two approaches? 

METHOD 

Participants 

Participants were three college instructors and their students in an advanced Spanish 

class. All three instructors had at least 10 years experience teaching the course observed and held 

advanced degrees in the areas of Spanish and/or education. For this study, the pseudonyms of Dr. 

Cervantes, Dr. Webster and Mr. Valdes were adopted to make reference to their L1; Dr. 

Cervantes and Mr. Valdes were Spanish speaking instructors, while Dr. Webster started learning 
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Spanish in high school. At the same time, all students’ native language was English and had at 

least two college years experience or the equivalent of Spanish training at the high school level. 

Dr. Cervantes and Dr. Webster followed a Focus on FormS approach, while Mr. Valdes followed 

a Focus on Form approach. 

Data collection 

Data was collected through the class observations of each of the three sections, which 

included an interview with each of the instructors. The techniques for collecting the data were 

non-participant class observations, the use of field notes and the recording of classes.  

 

The class observations were performed by keeping a written record of the most relevant 

aspects that took place in the classroom, such as the students’ way of conducting themselves 

during the activities, their responses to the teacher’s input, the language used in the teacher’s 

responses to the students, etc. Later, when classes were transcribed verbatim the observations 

were written in brackets. 

The quantification of the amount of each language was estimated by using the 5 second 

sound device, adding the times that each language was used every 5 seconds and determining 

percentages for the use of each language. 

Results 

For the purpose of classification, several categories from COLT (Communicative 

Orientation of Language Teaching) Observation Scheme were adopted. COLT “was developed 

in the early 1980’s to describe differences in the communicative orientation of language teaching 
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and to determine whether and how this contributes to differences in L2 learning outcomes” 

(Spada & Lyster 1997, p. 788). 

Results on utterance length 

This category “is intended to measure the extent to which speakers engage in extended 

discourse, or restrict their utterances to a minimal length of one sentence, clause or word” (Allen, 

Fröhlich and Spada 1983, p. 241). This category is subdivided into three parts: ultra minimal, 

minimal and sustained speech.  

A. Ultra minimal is coded for students only and refers to utterances that consist of one 

word, such as yes/no answers (Allen, Fröhlich and Spada 1983). We can see in the following 

example, taken from Dr. Webster’s first class, several ultra minimal utterances from the part of 

students: 

T: Let’s start. “Era el catorce de febrero del 2000. [It was de fourteenth of february 

of 2002]. 

Era el día de San Valentín: el día de los enamorados.” [It was Saint Valentine’s 

Day: The day of lovers] 

¿Por qué es era y no fue? [Why is it ‘era’ and not ‘fue’?] 

S: Background. 

T: Right. ¿Qué más? [What else?] 

S: Eran. 

T: Right. “Eran las doce del medio día y… [It was twelve noon and ...] 

S: Hacía. [It was] 
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T:  Hacía mucho calor. Why is it era and hacía? [It was very hot. Why is it ‘era’ and 

‘hacía’?] 

S:  Imperfect. 

As we can see in this example all answers provided by the students were one word 

answers, in which a specific answer was required, which the student provided without further 

elaboration. This type of dialogue was fairly common in all ten classes observed. 

B. Minimal: are utterances that consist of one clause or sentence, in the case of students, 

while one-word utterances are coded as minimal for teachers. In this study, instructors showed a 

large amount of use of minimal speech.  

We can see in the following example, taken from Dr. Webster’s first class, several ultra 

minimal utterances from the part of students: 

T: Let’s start. “Era el catorce de febrero del 2000. [It was de fourteenth of february of 

2002]. 

Era el día de San Valentín: el día de los enamorados.” [It was Saint Valentine’s Day: 

The day of lovers] 

¿Por qué es era y no fue? [Why is it ‘era’ and not ‘fue’?] 

S: Background. 

T: Right. ¿Qué más? [What else?] 

S: Eran. [It was] 

T: Right. “Eran las doce del medio día y… [It was twelve noon and ...] 

S: Hacía. [It was] 
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T:  Hacía mucho calor. Why is it era and hacía? [It was very hot. Why is it ‘era’ and 

‘hacía’?] 

S:  Imperfect. 

As we can see in this example all answers provided by the students were one word 

answers, in which a specific answer was required, which the student provided without further 

elaboration. This type of dialogue was fairly common in all ten classes observed. 

C. Sustained speech consists of utterances that are longer than one sentence or that consists 

of two or more main clauses (Allen, Fröhlich & Spada, 1983). In this study there was only 

sustained speech from the part of students for oral reports. Nevertheless, this situation of lack of 

sustained speech is fairly normal in L2 classrooms, in which the learners’ output usually consists 

of one or two sentences, as opposed to real native communication, where sustained speech is 

more common (Allen, Fröhlich & Spada, 1983). 

The following is an excerpt from Mr. Valdes’ class: 

T: Buenos días. [Good morning].  

S: Buenos días. [Good morning].  

T: ¿Cómo están hoy? [Silence]. ¿Cómo están? ¿Están muy contentos de que el 

descanso de primavera viene muy pronto? ¿Sí? ¿Hay planes interesantes para el 

descanso de primavera? ¿No? ¿No hay planes interesantes? ¿Te vas para 

Pavillion? ¿Nadie se va para eh, dónde es, Cancún, Panama City, Bahamas, esos 

lugares exóticos y un poco más calurosos que [name of the city]? ¿No? ¿Nadie? 

Bueno, muy bien, el viernes hablaremos de esos planes. Por hoy vamos a empezar 

tratando de hacer un poquito de ejercicio sobre este primer tema que nosotros 

trabajamos en la, el lunes pasado, la situación de pretérito, la situación de 
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imperfecto y la situación de el contraste del pretérito e imperfecto. He escrito acá 

tres frases, todas relacionadas… [How are you today? How are you? Are you happy that 

Spring break is coming very soon? Yes? Are there interesting plans for spring break? No? There 

are no interesting plans? Are you going to Pavillion? Nobody is going to… where is that? Cancun, 

Panama City, Bahamas? Those exotic places and a little warmer than (name of the city). No? 

Nobody? Ok. Very well, Friday we are going to talk about those plans. For today we are going to 

start trying to do a little exercise about this first topic we worked on last Monday, the situation of 

the preterite, the situation of the imperfect and of the contrast of preterit and imperfect. Here I 

have written three sentences, all related…] 

We see an example of the use of sustained speech, but from the part of the instructor, as it 

was usually the case in the classes of all three instructors observed. There was unrestricted use of 

language in his speech, a positive quality in which language is not limited to one tense or 

grammatical topic.  

Results on amount of English and Spanish use 

In terms of amount and teacher speech and the use of English and Spanish in the 

classroom, the first instructor spoke in English 21.24% of the time total class time, Spanish 24% 

of the time, which means that she spoke more English than Spanish in this advanced level class. 

If we refer to Table 1 we can observe the time allocated to teacher speech versus the time 

students had for communication. 
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Table 1: Average of Dr. Cervantes’ classes. L1-L2 alternation 
 

L1 – ENGLISH L2 – SPANISH Total Total by 
Category 

Teacher  

Initiates 

 

15.9% Total L1 
Teacher 

 

21.24% 

 

19.6% 

Total L2 
Teacher 

 

24% 

35.5%  

 

45.39% 

Teacher 

Responds 

 

5.34%  

4.4% 

 

9.7% 

Student 

Initiates 

3.1% Total L1 
Student 

 

 

12.8% 

 

2.32% 

 

Total L2 
Student 

 

 
31.54% 

 
 

 

5.42% 

 

 

 

44.3% 
Student  

Responds 

8.8%  

14.88% 

 

23.7% 

Oral 
Reports 

.86 % 13.44% 14.3% 

Choral 

 

0% .9% .9% 

Silence 

 

10.4% 10.4% 10.4% 

TOTAL 

 

 

34% 55.6% 100% 

 
 

We notice in table 1 that the instructor spoke a total of 45.39 of the time, while the 

students spoke 44.3% of the time. From the time allocated for student speech 14.3% of the time 

consisted on student oral reports or presentations, which means that students were only able to 

only speak 17.2% of the total class time. 

In table 2 we see information regarding the second instructor, Dr. Webster.     
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Table 2: Average of Dr. Webster’s classes. L1-L2 alternation 
 

L1 – ENGLISH L2 - SPANISH Total Total by 
Category 

Teacher  

Initiates 

 

5.34% Total L1 
Teacher 

 

8% 

20.12% Total L2 
Teacher 

 

25.76% 

 

25.46% 

 

 

33.76% 

Teacher 

Responds 

 

 

2.66% 

 

5.64% 

8.3% 

Student 

Initiates 

4.46% Total L1 
Student 

 

10.12% 

 

2.62% Total L2 
Student 

29.2% 

 

7.08% 

 

 

 

 

39.14% 
Student  

Responds 

5.46% 13.22% 18.68% 

Student 
Reports 

0.2% 12.76% 12.96% 

Choral 

 

0 0.42% .42% 

Silence 

 

27.1%  

 

27.1% 

27.1% 

TOTAL 

 

 

18.12% 54.78% 100% 

 

The second instructor, on the other hand, spoke less in English and more in Spanish. At 

the same time, her total speech time accounted for 33.76% of the time, almost 12% of the time 

less than the first instructor. 

 The results obtained from the first two instructors sharply contrast with the results 

gathered from the third instructor’s classes, Mr. Valdes. In Table 3 we see the results: 
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Table 3: Average of Dr. Valdez classes. L1-L2 alternation 
 

L1 – ENGLISH L2 – SPANISH Total Total by 
Category 

Teacher  

Initiates 

 

 

1.4% 

Total L1 
Teacher 

 

2.64% 

 

46.94% 

Total L2 
Teacher 

 

57.2% 

 

48.08% 

 

 

59.9% 

Teacher 

Responds 

 

1.5%  

10.32% 

11.82% 

Student 

Initiates 

2.32% Total L1 
Student 

 

3.9% 

 

 

 

3.4% 

Total L2 
Student 

 

33% 

 

 

 

5.3% 

 

 

 

37.66% 
Student  

Responds 

1.6%  

29.6% 

 

31.2% 

Choral 

 

0 0.9% 0.9% 

Silence 

 

2.44% 2.44% 2.44% 

TOTAL 

 

 

6.56% 91.04% 100% 

 

 
 Mr. Valdes’ classes were close to ideal in terms of L2 input and output, as the target 

language was used 91.04% of the time. Nevertheless, teacher talk was also in the increase, 

compared to the other two instructors’ courses. Mr. Valdes spoke almost 60% of the time and 

only 37.66% of the time students spoke, mostly in the target language. 

Results on functions for which each language was used  
 
 When reviewing data obtained from all three instructors’ classes, it becomes evident that 

among teacher speech, language was used mostly to explain issues and respond to students’ 

questions. Among students the same situation took place, as students mostly responded to their 
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teacher’s questions and for the most part used the target language. Student speech mainly 

centered on providing grammar related answers using ultra minimal or minimal answer. This last 

tendency was observed in all three set of classes. An example taken from one Dr. Cervantes’ 

class illustrates this issue: 

 
T: Ok. Pretérito versus el imperfecto. Bien. “David es un nuevo papá. Cuando David… [Ok. 

Preterit versus imperfect. Well. “David is a new father. When David...”] 

S: Era. [Was]. 

T: Era pequeño, right? [Silence] Hello! Los tiempos… [Was small, right? Hello! Times ...”] 

S: Eran. [Were] 

T: Eran diferentes. En aquella época los padres no…[Were different. At that time fathers did not...] 

S: Cambiaban. [Change]. 

T: Cambiaban pañales y no… [Change diapers and did not...] 

S: Lavaban. [Wash]. 

T: Lavaban los platos. El padre…[Wash dishes. The father...] 

C: Demostraba. [Demonstrated] 

T: Demostraba su amor manteniendo a la familia. [Demonstrated his love by supporting the family] 

Any questions up to here?  

 Students answering grammar related questions, using ultraminimal to minimal length 

utterances was common to all classes observed and also common on courses taught by a Focus 

on FormS approach. 
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Conclusion 

Having a Focus on FormS and, at the same time, having teacher centered classrooms, 

is a combination that allows little possibility of interaction in the target language. This focus on 

grammar and not in communication creates a restriction on the amount and linguistic forms of 

language produced by the students.  

Due to the findings in this research work it seems necessary that foreign language 

instructors should be trained in alternative approaches that allow more communication in the 

target language in the classroom. It would also be of great benefit that future foreign language 

teachers are video-taped or tape recorded in order to rehearse activities and learn alternative 

approaches. As Antón (1999) suggested: “Teachers can engage learners in the negotiation of 

meaning, language forms, and classroom rules by using various discoursive moves, and in so 

doing can also promote leaner’s active mental participation, which may have a role in L2 

learning” (p. 305). It could also be recommendable to require future instructors to take classes in 

the department of education, since the two female instructors in this study seem to have the idea 

that covering the material required for the semester is an important goal. If trained into 

communicatively oriented methods, future teachers may adopt such approaches as their believes 

for language teaching. 
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A Study of Parent Participation in Preschool Activities in Taiwan 
 

Ching-Ling Lin1, Ph.D. & Ru-Chen Lin2, M.S. 
 

ABSTRACT 
 

 The purposes of study were to understand the parent participation recognition, 
parent participation type (i.e. family level and school level) and parent participation 
needs on Taiwanese parents of preschool children in Tainan, Taiwan. There were 500 
parents of 5-year-olds participated in this study. The methodology included 
questionnaires and open-ended questions along with demographics, such as gender, 
educational background, young children’s gender, young children’s birth order and the 
numbers of young children. 
 The findings were as follows.  

1. There would be significant differences on recognition of parent participation 
in preschool activities while parents’ educational backgrounds were different. 
It indicated that parents with university degree had better recognition on 
preschool activities than those with graduated school degree did.  

2. There would be significant differences on parent’s gender while parents 
participated in preschool activities on family level. It indicated that fathers of 
preschool children participated in school activities on family level higher 
than mothers of preschool children did. 

3. There would be significant differences on parent’s educational backgrounds 
while parents participated in preschool activities on school level. It indicated 
that parents of university degree had better participation in preschool 
activities on school level than those with other educational backgrounds.   

4. Most of parent participation needs included busy work, care for younger kids 
and insufficient professional knowledge.  

 
Finally, some suggestions for preschool parents, preschool professionals and 

future researchers were stated.  
 
 
 
Keyword: parent participation, preschool activities and young children 

 

                                                 
1 Assistant Professor, Early Childhood Educare, Tainan University of Technology 
2 Assistant Professor, Living Sciences, Tainan University of Technology 
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Abstract:The purpose of this study is to identify the Attributes of the Performance 
Appraisal System towards Job Satisfactions among Primary School Teachers in Perlis. 
This study explores the relationships between the variables of Attributes of the 
Performance Appraisal System towards Job Satisfactions among Primary School 
Teachers in Perlis. A total of 107 teachers were recruited as respondents in this study.  
Data were collected through survey instrument adapted from instrument by Kelly, Ang, 
Chong and Hu (2008) and were being analysed using SPSS version 12.0.  Pearson 
correlation test was used to analyse the data.  Results of the test show that significant 
relationships exist between variables of attributes of Performance Appraisal System 
toward job satisfaction such as fairness of the system, clarity of the system, 
controllability of appraisal criteria, handling of appraisal system with teachers and 
appraiser credibility. Only one variable, that is, teachers’ participation in developing 
appraisal system does not have relationship with job satisfaction. The results of the study 
provide primary school administrators with insights on the attitudes of teachers towards 
performance appraisal and how various attributes of the Performance Appraisal System 
were related to job satisfaction. Every individual hopes that this system when 
implemented should be fair and transparent enough. This study has proven that the 
fairness should be the important point to be considered in the implementation of the 
Performance Appraisal System. 
 
Introduction 
Performance appraisal system in civil service is a continuing process in objective setting, 
treatment and work achievement assessment for an officer for a certain period to increase 
quality and productivity of a department. Employee performance appraisal system is an 
important factor in human resource management (Services Directive, 2007). In primary 
school, performance appraisal system of teachers in grade DGA 29 and DGA 32 are done 
every year by Senior Administration Assistant as first appraiser and Headmaster as 
second appraiser. As for teachers in DG 41, they were evaluated by the Headmaster as 
first appraiser and Education Officer at State Education Department as the second 
appraiser. 

Primary school administrator should pay attention to certain attributes of the 
performance appraisal system to ensure successful outcomes (Kelly, Ang, Chong & Hu, 
2008). The main purpose of performance appraisal is the development of both the 
organisation and the employees with a strong autonomy orientation which is considered 
much better than without any strict formalised appraisal (Kuvaas, 2006). Schneier and 
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Beatty (1979) defined Performance Appraisal as an identifying process, measuring and 
developing human performance in an organization. Most organizations made big 
investment in human resource development and research. As such, organizations should 
evaluate what derivative from investments result being carried out. One of the way used 
is to prepare assessment on human resource called performance appraisal.  

Job satisfaction is defined as an individual’s general attitude toward his or her job. 
Job satisfaction is encouraging behaviour towards work and feeling happy while doing 
certain job (Robbins, 2003). The work as a teacher claims a high job satisfaction, so that 
pupils can be guided and taught effectively. Teachers which possess high job satisfaction 
can enhance his work quality and motivate themselves. Teacher’s motivation is very 
important in education because teacher could give effective education to pupils and thus 
generate excellent human capital. 
 
Problem Statement 
Performance appraisal is one of the most critical human resource management activities 
which can bring many problems to an organization. Fletcher and William (1986) states 
that 80% of the organisations which uses Performance Appraisal System as formal 
assessment raise individual dissatisfaction among those who run the assessment, 
individual who are being assessed and administrator who run the assessment programme. 
An effective performance appraisal system makes a company more productive, profitable 
and let their employees know the level of their performance. There are also legal reasons 
for developing an effective performance appraisal system (Boice & Kleiner, 1997). 
However not all teachers get the feedback on his or her performance appraisal given by 
the appraiser. Annual Performance Evaluation Report (LNPT) used in all public services 
is the same because of the standardised generic and universal appraisal criteria used. 
Teachers found LNPT form's criteria less transparent and vague to evaluate their 
performance. Annual Work Target (SKT) which need to be filled in A's attachment in 
JPA (Performance) 3 / 2002 form is also not appropriate for educational services. 
Teacher’s Record Book is the main thing which becomes the target of assessment to 
measure their performance. Unclear performance criteria is the cause of performance 
appraisal which made teachers ineffective (Longenecker, 1997). 

Omar Osman (2007) as CUEPACS's president said public service needs to have a 
work quality level indicator for the public sector employees in monitoring their 
performance and the productivity among 1.2 millions of its member (Berita Harian, 2007, 
December, 10). This level indicator would be appropriate to educational services because 
pupil academic excellence and personality aspect is a good indicator to show teachers 
work performance. Gratton (2004) found ineffective performance appraisal which was 
operated in schools made teachers confused with assessment objective and felt that 
working as a teacher was threatening. Performance appraisal also did not have any effect 
on teachers and it was only discussed once a year or not discussed at all. 
 

For the school, there are clear indications that much needed to be done to 
make the appraisal effective, not least being to review the documentation 
to establish clearly what the purpose of appraisal is, then to ensure the 
teachers perceive it as being of value. Until then, this particular appraisal 
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system is as good as dead – its effectiveness is so low (Gratton, 2004, 
p.296). 

 
Previous studies 
Porter and Lawler Model (1968) suggest that effort when it is put into certain work will 
depend on the place value of a person, expected reward and the probability reward that he 
or she may receive. Hence individual should show ability, nature and role-play it 
effectively. Figure 1 is a model adapted from Porter and Lawler Model to show the 
relationship between attributes of the Performance Appraisal System and teachers’ job 
satisfaction. Porter and Lawler model shows that performance is between effort and 
satisfaction. Performance appraisal system is a method used to evaluate someone's effort 
to be provided with reward which indirectly leads to job satisfaction. Attributes of the 
Performance Appraisal System is a very important subject for study which enables us to 
know the relationship between major contributor and job satisfaction at school. 
 

Characteristics & 
Ability 

Expected fair 
reward 

Internal 
reward 

External 
reward 

Performance 

Role 
perception 

Effort 

Reward value 

Reward-Effort 
expectation 

Satisfaction 

 
Figure 1: The Relationship between Attributes of the Performance Appraisal System and 
Teachers’ Job Satisfaction. 
 
Attributes Of the Performance Appraisal System  
Attributes of the Performance Appraisal System must have special characteristics related 
to fairness of the system, clarity of the system, controllability of the appraisal criteria, 
teacher participation in evaluation system, handling of the system and credibility of the 
appraiser (Kelly et al., 2008; Behery & Paton, 2008; Creelman, 2005; Cook & Crossman, 
2004; Woods, 2003; Boice & Kleiner, 1997). Effectiveness of performance appraisal 
system comprised of two system, that is evaluation system and feedback system. The 
main purpose of evaluating system is to identify performance gap when performance did 
not achieve the goals laid down by organization. Feedback system has aims to provide 
information of employee’s performance quality. On the other hand, basic purpose of 
formal performance appraisal would be to give feedback clearly on employee’s work 
report (Larson, 1984). According to Brown (2005), a good performance appraisal 
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management and the implementation of it can enhance primary school quality education. 
Jawahar (2006) said satisfaction on performance appraisal feedback influences job and 
attitude progress to an organization. 

In Malaysia, Performance Appraisal System was drafted by the Public Services 
Department which is known as Malaysia Performance Appraisal System (MPAS). MPAS 
is the improvement system of New Performance Appraisal System (NPAS) practised 
since 1 January 1992. MPAS is based on the competency in human resource management 
of civil service. MPAS has been doing some improvement to NPAS such as Performance 
Appraisal System modification and excellent service award (ESA), increase in 
opportunity of career advancement, wage structure and allowance modification and 
improvement in service regulations. MPAS introduces Evaluation of Efficiency Level 
(EEL) based on competency to encourage self development through continuous learning 
as well as promoting knowledge mastery, skill and creativity and also innovation in duty 
implementation. EEL is a method to determine annual salary and career advancement 
movement for staff of the public services (Public Services Circular Number 4, 2002). 
According to Rusli Ahmad (2004), the decision-making process in the performance 
appraisal system used by Malaysia Public Services Department had a look at the Model 
Cognitive Processing Model (CPM). 

Performance appraisal aims to bring an organization to a better level of 
performance. Patterson (1987) tabulated performance appraisal whose main purposes are 
to give reaction to staff, to improve performance; to identify which training is necessary 
to the employee; use criteria document to reward allocation organization; determine 
individual pay, offering policy from merit addition aspects, discipline and action; provide 
opportunity to identify problem and development; facilitate communication between 
employee and administrator; confirm the choice technique and human resource policy to 
satisfy the employer fairly. With Performance Appraisal System, different kinds of 
training needs or courses for the employee can be identified, including promotion and 
bonus offering. Attributes of the Performance Appraisal System can help the 
administrator to implement more effective Performance Appraisal System and can 
enhance job satisfaction. Indirectly, organization level performance will be increased and 
thus give high quality outcomes to the organisation. 
 
Fairness of the system. 
Fair Performance Appraisal System can provide job satisfaction to a teacher             
(Kelly et al., 2008). Fairness is a situation that should be manifested in an organization to 
gratify an employee in an organisation. According to Brown (2005), teachers agreed that 
performance appraisal which was made fairly and in unbiased manner gratify teachers 
and thus are able to increase the quality of primary school education. Cook and Crossman 
(2004) stated that if on individual found performance appraisal was fair and measured up 
to his or her expectation; positive influence can increase the teacher’s work outcomes. 
 
Clarity of the System  
Clarity of the evaluation system refers to teachers’ knowledge of the evaluation system 
and not confused with the evaluation system which made. If evaluation system is unclear, 
conflict will happen and thus will lower the employee satisfaction from monitoring aspect 
towards work (Koustelios et al., 2004). According to Türk and Roolaht (2006), several 
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universities in Estonia used different evaluation system. Although staff’s views on 
performance appraisal were positive, which the system being used now is still under 
development, it had not failed to the whole organisation. Thereby, different faculties in 
the university used different performance appraisal approach. Here, we can see that 
unclear Performance Appraisal System could be confusing to the staff. On the other hand, 
clarity of the appraisal system is very important to increase job satisfaction of an 
employee. Kelly et al. (2008) stated that clarity of the system can enhance teachers’ level 
of work satisfaction. 
 
 
 
Controllability of the appraisal criteria 
The criteria in the performance appraisal system are very important to satisfy every 
individual involved in an organisation. Koustelios et al. (2004) stated that appraisal 
criteria are a framework that can increase job satisfaction. According to Kelly et al. 
(2008), obvious and controllable appraisal criteria can give encouragement in job 
satisfaction and achieve a high level of satisfaction among teachers. 
 

Using appraisal criteria that are controllable by teachers increases the 
likelihood that teachers will be satisfied with the appraisal system, 
experience less stress with performance appraisals, and enjoy higher 
levels of job satisfaction and motivation (Kelly et al., 2008, p.50). 

 
Teachers Participation in Appraisal System 
Kelly et al. (2008) found that teachers participation in developing Performance Appraisal 
System does not become a predictor on performance appraisal outcomes including 
motivation and job satisfaction. This is because in Singapore, an appraisal system has 
been using a top-down approach.  
 
Handling of the appraisal system 
In doing assessment, appraiser should discuss with those people who are being assessed 
to get information. Interviews should be held in the right time instead of assessing people 
who have just returned from sick leave or during the busiest working time. Those who 
will be assessed should be given a preliminary notice on the interview so that they can 
provide things-like job description or project planning that has been done or they want to 
carry out. This discussion also includes information on training or course needed by those 
who are assessed (Wilson & Western, 2000). Discussion of Performance Appraisal 
System between appraiser and teachers should give feedbacks performance appraisal 
obtained from the teachers. Feedback of performance appraisal achieved when 
accumulated can give job satisfaction to teachers (Kelly et al., 2008; Jawahar, 2006). 
 

Results indicate that satisfaction with feedback is related to job 
satisfaction, organizational commitment, and turnover intentions. These 
results are insightful because the impact of reactions to appraisal 
feedback extends beyond the appraisal context to influence valued job and 
organizational attitudes and behaviors (Jawahar, 2006, p.232) 
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According to Türk and Roolaht (2006), performance appraisal system gives feedback on 
staff development, enhance motivation and can help an organisation to achieve their 
objectives. Thus, performance appraisal feedback needs to be discussed with teachers to 
seek positive response in helping the school. 
 
Credibility of the appraiser 
Kelly et al. (2008) said teachers who have a high motivation are satisfied with their work 
if they are having a good relation with appraiser. Appraiser credibility also influences 
motivation and job satisfaction on performance appraisal because the appraisee has faith 
on appraiser (Yukl, 1994). Ahmad Sarji (1992) stated that great work performance 
depends on a person’s ability and inducement of an employee, present sources and 
environmental influences.  
 
Teachers’ Job Satisfaction 
Job satisfaction is an important aspect in an organization. One of the issues that can 
enhance teachers’ work satisfaction is a manageable and suitable performance appraisal 
implementation with teacher work (Perillo, 2006). Wexley and Yukl (1984) defined job 
satisfaction as the way of an employee feels about his or her job. Robbins (2003) defined 
job satisfaction as an individual general attitude toward his or her job. McShane and 
Glinow (2003) defined job satisfaction as a person evaluation of his or her job and work. 
Therefore, job satisfaction is someone's perception or understanding of something 
regarding his or her work.  
 
Maslow’s Need Theory 
Maslow’s Theory (1954) stated that human desires were arranged according to hierarchy. 
This means after a need in lower level is satisfied an individual will be impelled to satisfy 
the one in higher level. This action is the cause of human nature which can never be 
satisfied. Inducement here is associated with motivation which caters to egoistic need or 
self-respect referring to performance, status and reputation. Therefore, attributes of the 
Performance Appraisal System are the performance measurement of the performance that 
promotes more motivation and job satisfaction in implementing teachers' task.  
 
Action of Two Factors Theory  
Hertzberg (1959) in Two Action Factors Theory stated that motivation factor needs 
intrinsic and extrinsic need in order to give encouragement to staff. Failure to cater to the 
two factors could affect the staffs to be unable to work effectively because of no 
inducement. As such Performance Appraisal System is part of intrinsic factor which 
would provide motivation and job satisfaction to teachers (Table 1). 
 
 
 
 
 
Table 1: Action of Two Factors Theory  
Intrinsic Factor (mover factor) Extrinsic Factor (hygiene factor) 
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Job feature  Atmosphere 
Success or Achievement  Administration and policy  
Achievement recognition  Supervision  
Demanding task  Relationship between individuals  
Growth and development  Salary, status and security  
 
Study Method 
Operational Framework 
This operational framework was adapted from Porter and Lawler's model (1968) and a 
study which was made by Kelly et al. (2008) about attributes of Performance Appraisal 
System towards teachers’ job satisfaction.  

A correlation study was designed to determine variables which are associated 
with respondents at primary schools or even to test the hypothesis with regard to the 
expected association. The purpose of the study is to identify link between six independent 
variables such as fairness of the system, clarity of the system, controllability of the 
appraisal criteria, teacher participation in appraisal system, handling of the system and 
credibility of the appraiser and dependent variable that is job satisfaction among primary 
school teachers in Perlis. These six independent variables are the attributes of 
Performance Appraisal System. This study investigates that the attributes of Performance 
Appraisal System could influence teachers’ job satisfaction (Figure 2). 
 
Attributes of the Performance Appraisal System 

 
 

1. Fairness of the system  

3. Controllability of the appraisal criteria  

4. Teacher participation in appraisal system 

5. Handling of the system  

6. Credibility of the appraiser  

2. Clarity of the system  

Teachers’ Job 
Satisfaction 

Figure 2: Attributes of the Performance Appraisal System and Teachers’ Job Satisfaction 
 
Population and Research Sample 
Study population consists of 1858 teachers who teach in primary schools in Perlis which 
comprises of 631 male teachers and 1227 female teachers. Random sampling was used 
and 107 teachers were chosen.  
 
Research Instrument 
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Questionnaire of this study are made up of Section A which contains demographic 
information such as sex, age, levels of education, years of teaching experience and 
position grade. Section B contains part 26 items adapted from Kelly et al. (2008). These 
items use a Likert-type scale (1-“Strongly disagree to 4-“Strongly agree”). 
 
Credibility of the Instrument  
Coefficient alpha for the items of attributes of the Performance Appraisal System has a 
high value of 0.89. The coefficient alpha for the handling of the appraisal systems 
variable was not calculated because it had only one item. Although coefficient alpha was 
not calculated, the item was still used in this research matched to Kelly et al. (2008). 
 
 
 
 
Table 2: Coefficient Alpha for Attributes of the Performance Appraisal System and 
Teachers’ Job Satisfaction Actual Study 

 

Attributes of the Performance Appraisal 
 

Number 
of  Item 

Alpha of 
Pilot Test  

Alpha of Actual 
Research 

Fairness of the system 5 0.87 0.77 
Clarity of the system 3 0.67 0.73 
Controllability of the appraisal criteria  3 0.69 0.72 
Teachers participating in appraisal system 2 0.85 0.75 
Handling of the system 1   
Credibility of the appraiser 7 0.88 0.72 
TOTAL  21 0.93 0.89 
Job Satisfaction 5 0.69 0.77 

 
Analysis of Data 
Data was analyzed by using Statistical Packages for Social Science's software (SPSS) 
version 12.0 through Pearson’s  correlation test to gauge relationship between attributes 
of the Performance Appraisal System and teachers’ job satisfaction.  
 
Findings   
In the study, there were 47 male teachers (43.93%) and 60 female teachers (56.07%) 
from gender aspect. There were 16 people (14.95%) in grade DGA 29, 80 people 
(74.77%) in grade DGA 32 and 11 people (10.28%) in grade DG 41 from position grade 
aspect. 
 
Attributes of the Performance Appraisal System and job satisfaction. 
The findings showed 13 positive significant relationships between Atributes Performance 
Appraisal System and teachers’ job satisfaction. The relatinship between the variables 
such as fairness of the system and job satisfaction was significant (r = 0.99, p < .01); 
fairness of the system with controllability of appraisal criteria was significant (r = 0.93, p 
< .01); controllability of the appraisal criteria with job satisfaction was significant (r = 
0.92, p < .01); credibility of the appraiser with job satisfaction,  fairness of the systems 
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with credibility of the appraiser and controllability of the criteria  with credibility of the 
appraiser were each have significant (r = 0.85, p < .01); fairness of the system with clarity 
of the system was significant (r = 0.48, p < .01); clarity of the system with job 
satisfaction was significant (r = 0.46, p < .01); clarity of the system with controllability of 
the appraisal criteria was significant (r = 0.41, p < .01); clarity of the system with 
teachers’ participation in appraisal system was significant                             (r = 0.38, p < 
.01); clarity of the system with credibility of the appraiser was significant  (r = 0.36, p < 
.01); handling of the system with job satisfaction and handling of the system with fairness 
of the system were both significant (r = 0.28, p < .01); controllability of the appraisal 
criteria with handling of the system was significant           (r = 0.22, p < .05); 
controllability of the appraisal criteria with teachers participation in appraisal system was 
significant (r = 0.20, p < .05); clarity of the system with handling of the system was 
significant (r = 0.19, p < .05).  

This findings also showed four relationships between the variables that do not 
significant such as handling of the system with credibility of the appraiser was not 
significant (r = 0.19, p > .05);  teacher participation in appraisal system with handling of 
the systems was not significant (r = 0.18, p > .05); fairness of the system with teachers 
participation in appraisal system was not significant (r = 0.16, p > .05);  between system's 
justice with teachers participation in evaluation system, teachers participation in appraisal 
system with job satisfaction was not significant (r = 0.15, p > .05); teachers participation 
in appraisal system with credibility of the appraiser was not significant (r = 0.11, p > .05). 
 
Table 3: Pearson’s correlation values between variables 
 
 Clarity Criteria Participating Handling Credibility Satisfaction 
Fairness 0.48** 0.93** 0.16 0.28** 0.85** 0.99** 
Clarity  0.41** 0.38** 0.19* 0.36** 0.46** 
Criteria   0.20* 0.22* 0.85** 0.92** 
Participating    0.18 0.11 0.15 
Handling     0.19 0.28** 
Credibility      0.85** 
* p < .05, ** p < .01 (two-tailed test) 
 

Discussion and Research Implications 
 
Fairness of the system and teachers’ job satisfaction 
The purpose of this study is to identify the relationship between fairness of the system 
and job satisfaction among teachers. Research findings showed that fairness of system 
has a significant positive relationship with teacher’s job satisfaction (r = 0.99, p < .01). 
This research finding also matched to those of Kelly et al. (2008) and Brown (2005) who 
stated fairness of the system has relationship with teachers’ job satisfaction. According to    
Kelly et al. (2008), a fair Performance Appraisal System can provide job satisfaction to 
teachers.  
 
 
Clarity of the system and job satisfaction. 
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The purpose of this study was to identify the relationship between clarity of the system 
and job satisfaction among teachers. Research findings showed that clarity of the system 
has significant positive relationship with teachers’ job satisfaction (r = 0.46, p < .01). 
This study finding matched those of Kelly et al. (2008) and Koustelios et al. (2004) who 
stated clarity of the system do have relationship with teacher’s job satisfaction. 
According to Kelly et al. (2008), clarity of the system can enhance teachers work levels 
of satisfaction. Role conflict can happen and lower the employee satisfaction towards 
work if unclear Performance Appraisal System applied (Koustelios et al., 2004).  
 
Controllability of the appraisal criteria and job satisfaction. 
The purpose of this study was to identify the relationship between controllability of the 
appraisal criteria and job satisfaction among teachers. Research finding showed that 
controllability of the appraisal criteria has a significant positive relationship with 
teachers’ job satisfaction (r = 0.92, p < .01). This study finding matched those of Kelly et 
al. (2008), Koustelios et al. (2004) and Woods (2003) who stated appraisal criteria are 
obvious and controllable can give encouragement in job satisfaction among teachers. 
According to Koustelios et al. (2004), appraisal criteria are a framework of a job that can 
increase job satisfaction.  
 
Teacher participation in appraisal system and job satisfaction. 
The purpose of this study was to identify the relationship teacher’s participation in 
appraisal system and job satisfaction among teachers. Research finding showed that 
teachers participation in appraisal system has no significant relationship with teachers’ 
job satisfaction (r = 0.15, p > .05). This research finding matched to Kelly et al. (2008). 
According to Kelly et al. (2008), appraisal system that had been developed in Singapore 
using a top-down approach so the teachers couldn’t contribute any opinion to increase 
performance appraisal system. The matter also went on in Malaysia where performance 
appraisal system used is standardized for all government employees. 
 
Handling of systems and job satisfaction 
The purpose of this study was to identify the relationship between handling of systems 
and job satisfaction among teachers. Research finding showed that handling of the 
systems has a significant positive relationship with teachers’ job satisfaction (r = 0.28, p 
< .01). The finding matched tthat of Kelly et al. (2008), Jawahar (2006) and Wilson & 
Western (2000). Handling of the systems referred to talk and feedback between appraiser 
and the appraisee. Discussion was carried out to get information on training or course 
needed by the appraise (Wilson &Western, 2000). Feedback of performance appraisal 
achieved can give job satisfaction to teachers (Kelly et al., 2008; Jawahar, 2006).  
 
Credibility of the appraiser and job satisfaction. 
The purpose of this study was to identify the relationship between credibility of the 
appraiser and job satisfaction among teachers. Research finding showed that credibility of 
the appraiser has a significant positive relationship with teachers’ job satisfaction                     
(r = 0.85, p < .01). The finding matched that of Kelly et al. (2008) who stated credibility 
of the appraiser also influences teachers’ work motivation and satisfaction on 
performance appraisal which was made by the appraiser. Kelly et al. (2008) also found 
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that teachers have high motivation and are satisfied with their work if they have good 
links with appraiser. 
 
Besides identifying relationships between variables of the attributes of the performance 
appraisal system and teachers’ job satisfaction, the relationship between one variable and 
other variables of attributes of the Performance Appraisal System can also be seen in this 
study. Fairness of the system has significant positive relationship with clarity of the 
system, controllability of the appraisal criteria, handling of the systems and credibility of 
the appraiser. Clarity of the system also has a significant positive relationship with 
controllability of the appraisal criteria, teacher participation in appraisal system, handling 
of the systems and credibility of the appraiser. Controllability of the appraisal criteria has 
significant positive relationship with teacher participation in appraisal system, handling 
of the systems and credibility of the appraiser. However, teacher participation in appraisal 
system has no significant relationship with handling of the systems and credibility of the 
appraiser. Handling of systems also has no significant positive relationship with 
credibility of the appraiser. 
 
Research Implication  
This study would be vital to school administrators to do performance appraisal fairly and 
obviously can ensure that teachers have understanding of the performance appraisal 
system that has been conducted in schools besides getting teachers’ feedback. Credibility 
of the appraiser can help to increase job satisfaction among teachers.  

A model obtained from this study shows that fairness of the system is very 
important in Performance Appraisal System to increase teachers’ job satisfaction. The 
matter should be emphasized by appraiser by preserving credibility so that there is no 
bias between employees. If this Performance Appraisal System attributes are understood 
by appraiser and the appraisee, job satisfaction can be increased in an organisation and 
this would bring a higher level of organizational performance. Further study must be 
carried out to increase understanding of relationship between attributes of the 
Performance Appraisal System and teachers’ job satisfaction for primary schools. Studies 
like this can also be done in secondary schools and in higher learning institution. 
Qualitative studies are also able to be carried out to get teachers reaction to the 
relationship between attributes of the Performance Appraisal System and teachers’ job 
satisfaction in more detail.  
 
Conclusion 
Research findings showed there is a significant positive relationship between attributes of 
the Performance Appraisal System such as fairness of the system, clarity of the system, 
controllability of the appraisal criteria, handling of the system and credibility of the 
appraiser and teachers job satisfaction at primary schools in Perlis. However, there is a 
variable that has no significant relationship with teachers’ job satisfaction. The variable 
was the teachers’ participation in Performance Appraisal System where teachers did not 
have opportunity to contribute opinion to purify this Performance Appraisal System 
because the system has been standardized at all government organisations. 
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Abstract:  
 
Victorian legislation states that all children have the right to equal access to educational 
provisions. With increases in the number of children with special needs enrolled in early 
childhood centres, teachers face a more challenging environment than they did 
previously. Regardless of this, current research has typically concluded that early 
childhood teachers are generally positive towards having children with special needs in 
their classrooms. Many have also concluded that it is teachers’ attitudes that determine 
the extent to which inclusive practices are implemented. However, there has been limited 
research investigating teachers’ philosophical beliefs about what they consider as their 
preferred inclusive practices, and about their actual practices.  
 
This study aims to bridge the abovementioned research gap by exploring the relationship 
between early childhood teachers’ beliefs about their preferred inclusive practices and 
their actual practices. Utilising case study research methods, data were collected using the 
following: 

i. a short survey about teacher beliefs and their preferred inclusive practices;  
ii. semi-structured interviews asking teachers about their practices when 

teaching children with special needs, and 
iii. videotape sessions of these same teachers working with small groups of 

children in an inclusive classroom.  
 
This is a work in progress, and as such, preliminary findings of two case studies will be 
presented. 
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While web-based courses have had a growing presence in Canadian secondary schools 
since the mid-1990’s, there has been very little study of the transition of high school distance e-
learners to further study at the post-secondary level. To address this area of deficit in distance 
education research this paper reports on a study designed to examine high school distance e-
learners’ participation in post-secondary education as well as their perceptions of on-line 
learning following high school graduation. Interviews with 43 post-secondary students, including 
23 who had participated in one or more distance e-learning courses in high school, suggested that 
high school distance e-learners had a preference for university studies. While high school 
distance e-learners did not appear to be more likely to participate in on-line learning at the post-
secondary level, they described a number of ways in which their distance e-learning experiences 
in high school had helped them to prepare for post-secondary studies. Some of the implications 
for on-line learning at the secondary school level are discussed. 

 
 

Graduates of the New Learning Environment: A Follow-Up Study of  
High School Distance e-Learners 

 
Because of the relative ubiquity of computer and Internet access and the rapid 

development of on-line technologies, teaching and learning at a distance through on-line means 

continues to grow at an accelerating pace (Canadian Council on Learning, 2009). Over a 

relatively short period of time, on-line technologies have become an important means of 

enhancing access to education. This is an especially important development for rural and remote 

communities where schools are often challenged to offer a full range of course options because 

of difficulty recruiting teachers with sufficient expertise or because of low student enrolment in 

certain course areas (e.g., advanced and specialized courses) (Barbour, 2007; Provasnik et al., 

2007). Until recently, rural and remote schools were faced with two alternatives: a) have teachers 

teach in fields where they had no training or b) not offer courses in some subject areas. In many 

Canadian jurisdictions, the affordability and accessibility of computer and Internet technology 

and the emergence of on-line distance learning have helped schools to avoid this problem. 

Web-based courses have maintained a growing presence in Canada’s high schools since 

the mid-1990’s (Barbour & Stewart, 2008). Amongst the 10 Canadian provinces, 8 of them have 

some form of province-wide on-line distance education program for students enrolled in the 

2010 HICE Proceedings - Page 2110



grade school system (i.e., Kindergarten to Grade 12). Students at over one-third of secondary 

schools across Canada participated in on-line courses during the 2003-04 school year (Canadian 

Council on Learning, 2009). In the province of Newfoundland and Labrador, the numbers of 

students taking on-line distance education courses in (mainly rural) senior high schools rose from 

200 in the 2001-02 school year to approximately 900 students in 2007-08 (Barbour & Stewart, 

2008). 

Many research studies have investigated distance e-learning with a growing number 

reporting on investigations of delivery of distance e-learning courses in secondary schools. 

However, very little research has sought to examine the transitions of high school distance e-

learners to post-secondary education and/or the workforce. To address this gap in the research 

into distance education, this exploratory qualitative study was carried out to follow-up with high 

school distance e-learners almost one year after their graduation. The objectives of the study 

were two-fold. First, we were interested in examining how high school distance e-learners 

compared to other students with regard to their participation in post-secondary education in the 

year following high school. Secondly, we sought to investigate high school distance e-learners’ 

perceptions of on-line learning following graduation and to compare these perceptions to those 

of their cohorts who did not participate in high school distance e-learning courses. 

 

Characteristics of High School Distance E-Learners 

 

Until recently, the vast majority of research studies in the area of on-line learning have 

focused on the experiences of distance e-learners in post-secondary education. Compared to 

secondary school students, students in college and university programs tend to be older, more 
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self-directed, and more autonomous learners (Barbour & Reeves, 2009; Kennedy, 2000). Studies 

of distance e-learning have also tended to focus more on student learning outcomes, retention, 

and attitudes as well as the technical problems they encounter. With some variation, these studies 

have found that on-line learners often attain results that are comparable to those enrolled in 

traditional courses (Hannum, Irvin, Banks, & Farmer, 2009; Kanuka, 2006). They often 

withdraw from on-line courses before completing them and report varied levels of satisfaction 

(Bernard et al., 2004; Nora & Snyder, 2008).  

A number of studies have questioned why it appears that students enrolled in distance 

education courses in high schools are not broadly representative of the overall student 

population. Following his extensive review of distance e-learning in Newfoundland and 

Labrador, Crocker (2007) suggested that secondary school students’ choices to participate in 

distance courses could be influenced by a “selection factor, in which higher ability students self-

select or are selected by the school as the best candidates to take distance courses” (p. 73). 

Likewise, in a report on a recent study of distance education in rural high schools in the United 

States, Hannum, Irvin, Banks, and Farmer (2009) questioned weather a “selection bias . . . may 

be operating in distance education in rural high schools” and if “students selected to participate 

in distance education courses are the better students” (p. 12). The available research on the 

characteristics of high school distance e-learners would appear to confirm the latter assertion. 

This body of research suggests that high school students who participate in on-line courses are 

often very academically capable, highly motivated, self-disciplined and independent (Barbour & 

Reeves, 2009). Researchers have also found high school distance e-learners to be both highly 

literate and technologically adept. 
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High School Distance E-Learners and Post-Secondary Education 

 

A number of U.S.-based researchers have found that high school students who complete 

all or some of their schooling in virtual environments are more likely to be planning to attend 

university following graduation (Barbour & Reeves, 2009). As has been noted, very few studies 

have followed up with students after they leave secondary school and transition to a post-

secondary program or to work. One recent study by Dodd, Kirby, Seifert and Sharpe (2009) 

found that university students who had completed on-line courses in high school performed 

better academically and were more likely to persist in university after the first year. Based on the 

limited research available, it would seem reasonable to hypothesize that students who complete 

on-line courses in high school attend post-secondary education, especially university-level 

education, in greater numbers as compared to those students who do not engage in virtual 

schooling. 

 

Student Perceptions of Distance E-Learning 

 

A limited number of studies have investigated student perception of on-line courses. And, 

as with the broader e-learning research literature, very few of these studies have been conducted 

with high school distance e-learners (Barbour, McLaren, & Zhang, 2008). In addition, as 

Barbour and Reeves (2009) have aptly noted, researchers have most often reported on the 

advantages of on-line learning from the perspective of those involved in its development and 

delivery. Studies of student perceptions of on-line learning have revealed a number of perceived 

advantages and disadvantages. The advantages include access to better learning resources, saving 
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time, more convenient scheduling, greater choice of courses, more flexible pace of learning, 

increased self-reliance, and improved computer literacy (O’Malley & McCraw, 1999; Ward & 

Newlands, 1998). The perceived disadvantages of on-line courses that have been identified by 

research include feelings of isolation, technical problems, less contact with fellow students and 

institutional staff, low motivation, and problems in communicating and being able to contribute 

to class discussions (Grimes, 2002; Lofstrom & Nevgi, 2007; Ward & Newlands, 1998; Wilkes, 

Simon, & Brooks, 2006). Students have indicated in a number of studies that they spent 

significantly more time working on on-line course work compared to traditional face-to-face 

courses (Dobbs, Waid, & del Carmen, 2009; Ewing-Taylor, 1999). 

Past examinations of post-secondary student satisfaction with on-line learning have 

yielded rather mixed results. A number of analyses have found few differences in student 

feedback on on-line versus traditional learning experiences (Maki, Maki, Patterson, & Whittaker, 

2000; Tolmie & Boyle, 2000). In other studies, students have reported high levels of satisfaction 

with on-line courses (Leonard & Guha, 2001; Wyatt, 2005). Students in Singh’s (2006) study of 

the effectiveness of on-line learning rated the quality of their on-line learning as comparable to 

their experiences in face-to-face classes. In other instances, students have given significantly 

higher ratings to face-to-face course offerings in comparison to on-line courses (Navarro & 

Shoemaker, 2000; Mentzer, Cryan, & Teclehaimanot, 2007). In his survey of high school 

distance e-learners in eastern Canada, Barbour (2006) found that most students were more 

satisfied with their on-line classes than they were with their classroom-based courses. 

Willingness to repeat the on-line learning experience is perhaps one of the best ways to 

ascertain one’s perceptions of this form of learning. A number of analyses have found that 

students who had a positive view of their on-line experience would also be willing to enrol in 
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additional on-line courses in the future (Dobbs, Waid, & del Carmen, 2009; Grimes, 2002; Lesh, 

Guffey, & Rampp, 2000; Stewart et al., 2004).  

In an effort to address current deficits in the research literature regarding the transition 

patterns of high school e-learners and the distance e-learners' perceptions of on-line learning 

following graduation, we conducted follow-up interviews with graduates who had taken on-line 

courses in high school as well as graduates who had not taken these courses. Using interview 

data, we compared those who completed high school entirely in the face-to-face setting with 

those who completed on-line courses in terms of their participation in post-secondary education 

following graduation and their perceptions of on-line learning. 

 

Methodology 

 

The 43 participants in this study were high school graduates of the Class of 2008 who 

attended rural schools in the Eastern Canadian province of Newfoundland and Labrador during 

the previous year. These individuals were randomly selected from a larger sample of 229 high 

school students who had participated in an on-line survey conducted by the researchers in the 

spring of 2008. Among the participants, 23 individuals had participated in one or more distance 

e-learning courses while in high school while the remaining 20 had not. While the sample was 

randomly selected, the intention of this study was not to produce results that would be 

statistically generalizable to the overall population. Rather, the sample of individuals interviewed 

was purposefully selected in an effort to produce a rich and detailed account of their insights and 

perspectives regarding the transition from high school distance e-learning a year after leaving 
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high school and also to differentiate between these perspectives with respect to their earlier 

participation (or non-participation) in high school distance e-learning courses. 

The data collection method employed in this study consisted of semi-structured 

interviews of 25 to 30 minutes in length. The interviews were conducted over the telephone 

between April and May of 2009, audio-recorded using a digital recorder, and subsequently 

transcribed. Two telephone interviewers, who were graduate students, initially pilot-tested the 

interview script and questions with a small number of participants. This helped to address issues 

of clarity and process early on in the interviewing phase. The interviewers were supervised by a 

research coordinator who was available to troubleshoot any problems that arose in the 

conducting of the interviews. These measures helped to ensure consistency among the data 

collected. The recordings of the interviews were professionally transcribed by an individual with 

extensive experience in the area of educational research. A sample of the transcriptions was 

subsequently inspected for accuracy by the research coordinator. Next, the transcriptions were 

analysed and coded by the interviewers and the research coordinator. These coded data were 

used to identify the salient themes of participants' interview responses. 

The interview booklet designed to guide the interview questioning contained a 

combination of closed-ended and open-ended questions. There were two different versions of the 

booklet – one for participants who had completed high school distance e-learning courses and 

one for those who did not. Questions were organized under two broad categories. The first 

category of questioning involved participants’ educational experiences since leaving high school. 

This included questions about whether they had attended any college or university courses or 

programs, participation in any on-line courses, and preferences for courses delivered on-line or 

face-to-face. Students who completed high school distance e-learning courses and also 
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participated in post-secondary education since leaving high school were asked if they felt that 

their experience completing such courses in high school had prepared them for post-secondary 

education. These students were also asked to explain if there were particular skills that they 

developed as a result of taking on-line in high school which had helped them with their post-

secondary studies. The second category of questions related to the participants’ work experiences 

since leaving high school. This section asked participants to describe any full-time or part-time 

work they had engaged in as well as the type of work they did. Participants were asked about 

whether there were training opportunities in their position (on-line or face-to-face) and whether 

they preferred training in an on-line or face-to-face environment. As with the questions regarding 

post-secondary education, students who completed high school distance e-learning courses were 

asked if they felt that their experience completing these courses had prepared them for work in 

any particular ways and if there were particular skills they had developed which had been helpful 

to them in their job. 

Results 

  

The data collection process for this study yielded over 250 pages of interview transcripts. 

The scope of this article does not allow for a discussion of all of the findings of the data analyses. 

Instead, this article focuses on aspects of students’ transition to post-secondary education, 

participation in on-line courses at the post-secondary level, and their perceptions of on-line 

learning and their experiences with the on-line learning environment. This includes summaries of 

student responses to interview questions as well as selected excerpts from individual interviews.  

 

Post-Secondary Transition Patterns 
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 Most of the students who were interviewed (36) had enrolled in some form of post-

secondary education since graduating from high school the previous year. These enrollments 

were divided almost evenly between university (19) and non-university (17) enrollments1. A 

slightly larger proportion of the interview participants who did not take distance e-learning 

courses in high school (18 out of 20) had participated in a college or university program 

compared to those in the high school distance e-learner group (18 out of 23). Most of those who 

did not complete high school distance e-learning courses chose to enrol in non-university 

programs (11 out of 18). This was reversed for students who had high school distance e-learning 

experience. These individuals went on to participate in university-level studies in greater 

numbers (12 out of 18). 

The reasons students gave for choosing a particular college or university program were 

comparable across both groups. Most of the students stated that personal interest was their main 

reason for choosing a specific post-secondary program. Very often, students indicated that a 

program was of interest to them because they “always had” an interest in the subject matter and 

engaging in further study in their chosen area was something they “always wanted to do”. Some 

of the students indicated that their choice of program was closely related to the institution they 

had chosen to attend (e.g., see first quote below). In other instances, despite probing by the 

interviewer, some respondents did not or could not provide any additional clarity for their 

decision, such as in the case of the second student quoted below. 

 

                                                 
1 In this article the term non-university refers to enrollments in post-secondary programs at Newfoundland and 
Labrador’s public college, College of the North Atlantic, the Fisheries and Marine Institute of Memorial University 
of Newfoundland, and private training institutions. 
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I actually just wanted to go to that school, and I decided I wanted to go into nursing. I 
wanted to go to that school since I was little. 
 

Well, I really didn’t know any other options, like any school I would want to go to. Like 
it’s just something that I wanted to do. All my life I wanted to go there. 
 

Most frequently, the responses students provided included multiple and layered rationales 

for their post-secondary education choices. These included employment considerations, 

academic considerations (e.g., grades), proximity to or influence of friends and family, program 

structure (e.g., length, availability of work terms), and financial factors. Two examples of this 

multi-layered response type are provided below. In the first instance, the student indicated that 

her choice was based on the institution's proximity, cost, and her personal interest. In the second 

example, personal interest and the perceived job opportunities formed the basis for the student’s 

decision. 

 

Okay, basically, I’m about an hour from St. John’s, and so it was the closest university. 
I’ve always researched [Memorial University of Newfoundland] a lot, and wanted to go 
there. The tuition rates were great, so I figured I’d give it a try for a year . . . try to figure 
out what I really wanted to do. At the time I was planning to do a degree in psychology, 
clinical, and go on to do clinical psychology and, yeah, they had a Psych program so . . . 
and it was close to home. 
 

I always liked science and math in high school, and I wanted a job that I knew when I 
graduated that I’d have a job when I got out because I was thinking about doing a science 
degree, but I really didn’t know what to work in, so I thought engineering was a good 
combination of math and science. 
 

Students were asked to provide a self-rating of their academic performance in their post-

secondary program with a choice between above average, average, or below average. Responses 

to this question are broken down in Table 1. The self-performance ratings given by students who 
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completed distance e-learning course in high school were comparable to those given by those 

who completed all of their high school courses in the traditional face-to-face setting. 

 

Table 1 Students’ Self-Rated Academic Performance 
  Above Average Average Below Average 
Distance  
E-Learning in 
High School  

Yes 5 12 1 

No 3 13 2 
 
 

Perceptions of On-Line Learning 

 

Only 7 of the 36 students who enrolled in a post-secondary program had participated in 

on-line learning at the post-secondary level. Amongst this group, four were university students 

and three were college students. A total of 5 of the 18 students who had completed distance e-

learning courses in high school also completed one or more on-line courses in their post-

secondary program. In comparison, 2 of the 18 students from the participant group that did not 

complete high school distance e-learning courses reported that they completed one or more post-

secondary courses on-line. As is shown in Table 2, half of the college and university students 

said they had the option of completing on-line courses in their program. The remaining 18 

students indicated that either their program did not include an on-line course option (12) or that 

they were unsure if such an option was actually available to them. 

 

Table 2 On-line Course Availability  

  On-Line 
Course Option 

No On-Line 
Course Option Unsure 

Distance  
E-Learning in 
High School  

University 9 2 1 

College 2 4 -- 

No Distance  University 3 -- 4 
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E-Learning in 
High School College 4 6 1 

Total 18 12 6 
 

 
Regardless of whether or not they had participated in distance e-learning in high school, students 

gave similar reasons for taking these on-line courses at college or university. These reasons were 

associated with convenience, scheduling, and course availability. Of the seven students, two 

noted that they did not have the option of completing their on-line course(s) face-to-face as they 

were only offered on-line. For example, one student stated the following: “We didn’t have a 

choice in that. That’s just the way the teacher taught us”. The other student pointed out that her 

course “was only on-line. They didn’t have sociology face-to-face”. The remaining five students 

indicated that completing their course(s) on-line was a matter of convenience. 

The study participants were asked to indicate whether they preferred learning that is 

provided on-line or face-to-face. Two students said they preferred learning on-line and two 

others said they had no preference. All four of these students had completed on-line courses in 

high school. The remaining students, including all of those who did not complete on-line courses 

in high school, indicated that they preferred learning in a face-to-face environment. Two 

students, one with high school distance e-learning experience and one without, disliked the 

notion of on-line learning because of anticipated technical difficulties. Many students, some who 

had previous on-line course experience, felt that learning on-line would be more difficult and 

hinder their understanding of course material and instruction. In the data analysis process, the 

main reasons why students preferred to learn in face-to-face environments as opposed to on-line 

were organized into five broad themes: assistance with learning, communication, ease of 

learning, personal interaction, and structured learning environment. These themes were 

frequently interwoven with each other in the observations made by study participants. For 
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example, the two students below, both of whom completed distance e-learning courses in high 

school, felt that classroom learning was easier to negotiate because of direct face-to-face 

communication and personal interaction with their teacher. 

 

I found that on-line courses . . . they seem to be a bit easier, but it’s a bit harder to really 
understand your prof sometimes, and I just found face-to-face you could really 
understand things a lot better. 
 

I did Biology on-line in my Grade 12 year, and I just didn’t find that it was nearly as 
helpful as doing it in a classroom, and my average dropped a lot because of that course 
because it was so difficult for . . . I never even met my teacher so I didn’t know exactly 
what he wanted. It was hard to communicate. 

 

Like a number of the other study participants, the student quoted below, who also completed on-

line courses in high school, felt that on-line distance learning required too much individual 

discipline, causing them to be more susceptible to distraction. 

  

Because distance is . . . it’s harder to like learn, and I found it’s harder to pay attention 
and stuff just because there’s not a person there. It’s just like a voice coming through . . . 
well, I don’t know about distance courses through university, so I’m just basing it on like 
high school. But it was like coming through a computer, so it was a lot harder to pay 
attention, and you had to learn a lot more like on your own. 

 

The preference for a face-to-face learning environment and concerns about on-line learning were 

also expressed by three students who had taken part in on-line courses at both the high school 

and post-secondary levels. Two of these students made the following points: 

 

It’s better for like teaching purposes. Like you kind of understand more, and it’s 
explained . . . as opposed to just trying to learn it on your own. 
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It’s more easy to understand the information when someone is talking to you instead of 
looking at a computer screen. And I’m more of an audio learner. 
 

Of the 36 students who enrolled in a post-secondary program, only two indicated that 

they preferred on-line learning at the post-secondary level. Both of these students were female 

university students and both completed on-line courses in high school. One of the students said 

that she enrolled in on-line courses because her commute to university would take her more than 

2 hours. The other student, who lived near campus, explained her choice in the following way: 

 

It’s really a lot more independent, and there’s . . . like there are deadlines for when you 
have your work and stuff done, but it is a little bit more flexible because professors are a 
little bit more understanding about it because I think they have that mentality that if 
you’re doing some courses on-line it’s probably because you have other things going on 
too, and you wanted that independence of being able to do your course work whenever 
you got the time like, whether that was early morning or late at night . . .you know, 
whenever you were home and ready to do it. I was always on campus all the time and I 
just kind of wanted a break from the whole classroom setting, so it was a little bit more 
independent, and I have a lot of hobbies I do outside classes so it kind of freed up time. 
Instead of you having to be in classroom at a certain time, then I could get my work done 
whenever I wanted. 
 

Students who completed on-line courses in high school were asked if their participation 

in these courses prepared them for post-secondary education in any ways. Twelve of the 18 

students indicated that completing high school courses on-line had helped them to develop skills 

in a number of important areas. Many of them noted that on-line courses required them to 

exercise a greater level of independence, self-discipline, and responsibility – all skills they 

recognized as being valuable for their ability to learn in the post-secondary setting. 

 

It just makes you a more independent learner like because things are not really at your 
fingertips and you don’t have a teacher that you see every day, it’s really up to the 
individual to go and to work the extra bit of effort so that you can get your notes, and that 
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you can study and you understand the materials because there’s not really anyone there to 
actually help you if you need it. I just have to say like it gave me more initiative to go and 
do things on my own. Like it makes you more responsible person to go and to have 
everything done, and just stuff like that. I think it’s just like really made me strive harder, 
and like to know that it’s always up me to work my hardest so that I can achieve as much 
as I can. Like there’s no one ever going to do the work for you, or nothing is ever handed 
to you so you just got to go and get everything on your own and do with what you got. 
 

Like I said before, independence . . . you have to have a lot of self-discipline. You have 
to learn how to be independent with your courses because the professors are not always 
there. Your teachers are not always reachable, so you have to learn how to read your 
book, to read between the books, to figure out all the stuff on your own, and to have that 
self-discipline to do the work. Even if it’s not required, you have to do the work.  
 

This group of students generally noted that independence and self-discipline was nurtured during 

their high school on-line learning experiences. Some of them believed that they were more 

prepared for post-secondary level studies because their experiences had also helped them to 

become more organized and to develop effective time management skills and study habits. Two 

of the students expressed this sentiment as follows: 

 

It’s a little bit more independent than . . . well, college, of course, is more independent 
than high school so those CDLI2 courses kind of trained me. Well, the fact that I became 
more independent . . . better study habits, really, and I done a little bit more . . . going 
home and studying pretty much every night, and the usual studying right before the test. 
 

Yeah, because it was a lot more independent . . . you had to learn a lot more stuff on your 
own and do a lot more work by yourself, and didn’t have a teacher there with you, so it 
did prepare you better for university. I’m in particular, but just like you had to be more 
organized, and you had to stay on top of your work more . . . you couldn’t fall behind or 
else it would be really hard, so it’s a lot like university in that way, that you can’t like . . . 
once you get behind, it’s really hard to catch up again.  

 

                                                 
2 The Centre for Distance Learning and Innovation (CDLI) is the branch of the Newfoundland and Labrador 
Department of Education responsible for delivering on-line secondary school courses. 
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Two students suggested that their high school distance e-learning experiences had helped them 

by preparing them to become better communicators. While these students had previously felt 

uncomfortable expressing themselves in front of peers and teachers, their experiences using 

synchronous voice over the Internet technology tools to communicate with on-line classmates 

and teachers enabled them to develop their communication skills. 

 

Well, it kind of brought out… I used to be a little shy, but since taking on-line courses, I 
learned to not be so shy and to express my opinions, and so that kind of helped me in my 
program. 
 

I feel that I learned a lot about conversational skills. I’m able to speak out in class more. I 
was usually a shy person; but taking those courses, I had to talk or I would fail that 
portion of the course, so I had to develop some form of conversational skills. 

 

Discussion 

  

The rapid growth in on-line learning has brought with it many questions about the 

comparability of this learning environment with the traditional face-to-face approach. In public 

school systems, the expansion of distance e-learning is inevitably accompanied by questions and 

concerns about equity of outcomes for students who, in some instances such as in rural or remote 

schools, have no other option but to complete courses needed for graduation or entry to a post-

secondary program on-line. This is especially true in Newfoundland and Labrador where on-line 

learning in high schools has increased almost five-fold over a six year period and appears set to 

expand further. For this study, we followed up with a group of high school students from rural 

Newfoundland and Labrador communities in the year following graduation to compare the post-

graduation outcomes of students who completed distance e-learning courses in high school with 
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the outcomes of students who did not participate in high school distance e-learning courses. We 

asked these students about their participation in post-secondary programs since leaving high 

school. We inquired about their participation in and perspectives of on-line learning and sought 

to understand how they viewed the strengths and limitations of on-line courses for them as 

learners. Because this study was based on telephone interviews with a small sample of students 

from one Canadian province, the results may not be generalizable to the broader population. A 

more comprehensive examination involving the triangulation of research methods and a broader 

sample of students could help in validating and further clarifying the results of this study.  

 With regard to their participation in college or university after graduation, the cohort of 

high school on-line learners interviewed did not appear to be disadvantaged in comparison to the 

students who did not participate in on-line learning in high school. While the group sizes were 

small and not necessarily reflective of the overall population of students, more than three-

quarters of the students in each group had enrolled in post-secondary education. This level of 

participation is notable since analyses of youth transition in Canada indicate that about 75% of 

youth take part in some form of post-secondary education within the first two to four years of 

completing secondary school (Malatest & Associates, 2007; Shaienks, Eisl-Culkin, & Bussière, 

2006). While both groups of students had comparably high levels of post-secondary 

participation, students who completed distance e-learning courses in high school enrolled in 

university studies in greater numbers than students who did not complete such courses in high 

school. Students in both groups also gave very similar overall feedback regarding their self-rated 

academic performance in college or university. It would appear then that both groups of high 

school graduates were on a relatively even footing with regard to post-secondary participation. 

As has been observed in other studies (Barbour & Reeves, 2009), the high school distance e-
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learners interviewed for this research showed a preference for university studies. This result is 

consistent with the findings of other researchers who concluded that more academically capable 

students choose (or are chosen for) distance delivered high school courses (Crocker, 2007; 

Hannum et al., 2009). 

 As was noted in the introduction, one way to evaluate how students feel about on-line 

learning is to observe whether they continue to participate in it. Positive experiences with this 

form of learning have been shown to influence students’ enrollment in additional on-line courses 

afterward (Dobbs, Waid, & del Carmen, 2009; Grimes, 2002; Lesh, Guffey, & Rampp, 2000; 

Stewart et al., 2004). In this study, only a small number of students, 7 of 38, had participated in 

on-line courses in their post-secondary program with 5 of these students having completed high 

school on-line courses. It should be noted that some students did not have the option of 

completing courses on-line or were not aware if they did. Of course, a more direct approach to 

understanding students’ preferences is to ask them directly as we did in this research. Only a 

small number of the students interviewed said they preferred on-line courses (2) or had no 

preference for face-to-face or on-line courses (2). All of these students participated in on-line 

courses in high school. But, while the findings show that more students with high school on-line 

learning experience participated in post-secondary on-line courses and more of them expressed 

an affinity for on-line learning, because the number of participants in this study was relatively 

small, it is not possible to generalize these findings further. 

 Most of the students in both of the groups interviewed indicated that they preferred 

instruction that took place in a face-to-face environment. This was due to perceived deficiencies 

of on-line learning which were consistent with the findings of earlier examinations in this area 

(Lofstrom & Nevgi, 2007; Wilkes, Simon, & Brooks, 2006). This earlier research along with the 
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findings of the current study confirm that students often feel challenged to exercise the level of 

self-discipline and independence that is frequently needed to meet with success in a more 

autonomous on-line setting. However, it is interesting that many of the students who participated 

in on-line learning in high school believed that the necessity to exercise greater self-discipline 

and independence in these courses helped them to prepare for post-secondary education where 

their actions are more independently driven. It is also interesting that, while problems with 

virtual communications were perceived as a limitation of on-line learning, two of the participants 

in this study pointed out that their experiences learning and communicating with others on-line 

actually helped them to become better communicators themselves. These findings, along with the 

student suggestions that on-line learning in high school helped them to develop effective 

organizational and study skills, suggests that the advantages of high school on-line learning 

extend far beyond expanded curriculum choices and the completion of required courses. Despite 

the majority of the students’ stated preferences for face-to-face learning, it is significant that the 

experience with on-line learning in and of itself appears to help some students develop skills that 

facilitate their further learning. This suggests that policy makers and educators might need to 

seriously engage with students’ perceptions and hesitancies regarding on-line learning in order to 

foster a more positive view of this type of learning among secondary students.  

Combined, these findings have important implications for the expansion of on-line 

learning, particularly at the secondary level. These results enable us to determine the impact and 

benefits of high school e-learning experiences on subsequent transition and potential for success 

in post-secondary education. Instead of finding that the transition of high school distance e-

learners was more difficult or deficient in some way compared to that of others, we found that 

these students had comparable levels of participation in post-secondary education and 
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comparable levels of self-reported achievement. Moreover, in many cases, students felt that they 

developed important and highly useful skills as a result of their on-line learning experience. It 

also provided them with an opportunity to assess a particular mode of learning in terms of their 

preferred learning style and to explore options for managing their study time and schedules in a 

post-secondary setting.  For parents, students, educators, and administrators who have 

reservations about the introduction and growth of on-line learning at the secondary school level, 

these findings should be both reassuring and encouraging. This type of research, which 

foregrounds the perceptions of students as opposed to the opinions and perceptions of others, can 

help us to better support distance e-learners and to identify at-risk learners to increase their 

chances of success.  
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Abstract 

 

Many studies have pointed out that how teachers think about creativity will 

affect what they behave in teaching for creativity. In this article, we present teachers’ 

implicit theory of creativity between western and eastern world, then making some 

comparisons. Many research which were about implicit theory of creativity in various 

regions or countries were reviewed, and many crucial creative traits which existed in 

different worlds were discovered within these studies. First, there were some common 

creative traits chose by two different worlds, such as imaginative, adventure. Second, 

teachers in eastern society were apt to regard some intelligent traits as creative, and 

they also indicated that intelligence seems to be closely connected to creativity. Third, 

teachers in western society preferred to view traits which they like as creative. Fourth, 

social and cultural context had much strong influence when describing characters of 

creativity by teachers. Fifth, teachers would have reduced teaching behaviors for 

creativity if they favor social traits than creative traits. These findings are discussed in 

terms of cultural perspective, and some suggestion are proposed.  
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Student Research Symposia – A Look Back at the Past Five Years at Texas 
Christian University 

James Comer 
Computer Science Department 

Texas Christian University 
Ft. Worth, TX 76129 

j.comer@tcu.edu 
 
Abstract — The Michael and Sally McCracken Student Research Symposium (the SRS) has been 
conducted at Texas Christian University for the seventh consecutive year. The symposium is 
intended to provide a forum for graduate and undergraduate students majoring in the sciences, 
engineering, and mathematics to engage in a mentored research experience. Based on its success, 
the symposium has become an annual event that occurs at TCU each spring semester.  

This paper presents some of the unique, and innovative characteristics of the SRS and showcases 
some of the projects that have been presented by students from the Department of Computer 
Science. 

Index Terms: student research, computer, science.   

I. INTRODUCTION  

Student Research Symposia have gained favor among many of the country’s universities in 
recent years [1, 2, 3, 4, 5]. The majorities of these symposia are open to both undergraduate and 
graduate students and are intended to afford students an opportunity to engage in creative 
research activities.   

The Michael and Sally McCracken Student Research Symposium (SRS) was instituted at Texas 
Christian University in 2003 to showcase 
undergraduate and graduate research that was 
occurring in the university’s College of Science 
and Engineering. The event is designed to afford 
students the opportunity to organize and present 
data in a setting similar to that of a professional 
meeting. It furthermore allows the College to 
display examples of the scope and range of 
research activities that are underway within the 
College’s various departments. 
 
The Symposium is a two-day event designed to increase awareness of the diverse aspects of 
science and engineering research and to serve as an introduction to the work of current students. 
Any science student who is involved in research or degree-related work, regardless of discipline, 
is encouraged to participate by making a presentation at the event that occurs in the late spring of 
each year.  
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Typical projects have been designed to involve students in meaningful ways in ongoing faculty-
led research programs or in research projects expressly designed to involve students in the 
Symposium. These volunteer students are, most generally, ones who aspire to pursue graduate 
studies at some point in the future and, consequently, are looking to gain as much early research 
experience as possible. The Symposium, offers students a practical experience in making 
presentations in a professional setting while at the same time getting to participate in a fun social 
event [6]. Food and live entertainment are provided throughout the duration of the event and 
visitors from on-campus and off are encouraged to attend. 

 

Seven years later, the Symposium can be acknowledged as an overwhelming success for the 
College. It has generated widespread interest and enthusiasm among both the participating 
students and the large numbers of Symposium attendees. Attendees regularly include students 
(both university and high school), scientists, faculty members, and off-campus industrial visitors 
— many with very diverse academic backgrounds. The event concludes with a keynote address 
reflecting the theme of the symposium. This year’s keynote speaker was Dr. Robert Middaugh, 
M.D. (a 1977 TCU graduate with an M.S. degree in Biology). 

While voluntary, all TCU faculty members with graduate or undergraduate students currently 
working on research projects are asked to encourage their students to participate. In addition to 
computer science, the Symposium provides a showcase for projects from the departments of:  
astronomy, biology, chemistry, engineering, psychology, geology, physics, environmental 
science, mathematics, nutritional science, and psychology. Students from all departments are 
given an opportunity to present their latest research and receive feedback from judges, faculty 
and other students.  

As already mentioned, the SRS has proven itself to be an overwhelming success for the College. 
It has, likewise, become especially important for the Department of Computer Science since the 
Department does not currently offer a graduate degree.  As such, the SRS provides an important 
outlet for showcasing projects that are developed as part of the Department’s required two-
semester capstone course and for those students who are working individually with faculty on 
projects designed expressly to allow them to participate in the Symposium.  
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II. GETTING PREPARED 

Poster sessions are very frequently adopted as the means for students to showcase their work in 
these kinds of symposia.  Posters provide an excellent mechanism for students to visually display 
their work and to discuss their research in informal settings. While it is important to present good 
work at a poster session, even the most outstanding research projects will receive little attention 
if the presenters are not properly prepared to discuss the methodology and merits of the research. 
As such, faculty mentors at TCU, work with the presenters to ensure that their posters are 
professionally prepared. 

A. Poster Preparation 

Each SRS student, or team of students, is provided a 48” high x 60” wide display board capable 
of holding twenty 8.5” x 11” landscape slides. Workshops are offered well in advance of the 
event to assist students in producing displays that would be suitable for presentation at most 
high-level professional conferences. Although students are free to choose any format, they are, 
nonetheless, expected to produce a poster that is neat, easily read, and is effective in 
communicating the research being conducted. Students who wish to participate must submit the 
following information: 
 

• An abstract explaining the research project. 
• Presenter(s) personal information. 
• Indication of the student’s classification. 
• Name of department affiliation. 
• Name of academic advisor(s). 

 
Additionally, participants are encouraged to attend one, or 
more, specially designed workshops to investigate tools that 
are provided for making posters.  They are also encouraged 
to visit the web sites of professional societies to learn about 
poster format and content [7, 8]. 

Workshops of two kinds are conducted: (1) those that are 
designed to introduce the software and printing capabilities 
that are available to participants, and (2) those that provide 
students an opportunity to create or edit their posters under 
faculty supervision. Templates and tutorials for various 
presentation software applications (Canvas, PowerPoint, 
Publisher, PhotoShop, Adobe Acrobat, etc.) are provided to 
ensure that students are familiar with the tools necessary for 
producing professional-looking posters. The goal is to assist 
students in developing posters that encourage small groups of 
individuals who might be interested in a particular area to 
gather and interact. 
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B. Poster Sessions  

During the event, two poster sessions are organized to facilitate interactions between the student 
researchers, judges, and the Symposium attendees. From the outset, judging of projects has been 
difficult. During the early years an attempt was made to identify the overall top six projects 
(three undergraduate and three graduate) regardless of discipline. The first session, occurring on 
the first day of the Symposium, was devoted to assessment by a team of faculty judges selected 
from various TCU departments. Judging, during this session, was based solely on the 
information communicated by the posters alone – student researchers were not present.  
 
Judges were asked to assign up to 45 points for technical merit and up to 35 points for poster 
presentation. The judges’ scores were used to determine finalists that were further graded based 
on their oral presentations. 
 
The grading criteria used for day 1 was as follows: 

 
On the 2nd day of the Symposium, a session was conducted with student researchers present at 
their posters. During this session, attendees and judges were invited to wander among the posters 
and to engage in conversation with the students about their research. Poster authors were 
required to attend these interactive poster sessions, and were required to stay with their poster so 
that they could discuss the work. Students were encouraged to dress professionally, to provide 
handouts (if appropriate), and to be prepared to make short presentations about their projects.  

2010 HICE Proceedings - Page 2138



An addition grading criteria was employed: 
 

 

The Symposium is conducted similarly today.  That is, two sessions are still conducted, with 
judging of unattended posters on the first day, and attended posters on the second.  The 
difference is that today each department is asked to select a winning department-level poster.  
Similar grading criteria are used, but no longer is there an attempt made to pick the best overall 
winners. Each department is allowed to name one undergraduate and one graduate poster winner 
and all departmental winners are now recognized and awarded at the final closing ceremony. 

III.  SELECTED COMPUTER SCIENCE PROJECTS FROM THE PAST FIVE YEARS 

Today, each department within the college is permitted to select their best two projects (one 
undergraduate and one graduate).  The following projects were identified as the best computer 
science projects over a period covering the past five years. 

A. 2005 - “The Cerberus System: Using Artificial Vision for 3D Simulation and Robot 
Navigation” 

Abstract:  Cerberus is a 
system that uses three web 
cameras in a distributed 
software environment to 
form a computer model of 
a three-dimensional space 
in order to navigate the 
Pioneer robot to user 
specified positions. The 
ultimate goal of this system 
is for the navigation of 
various mobile robotic 
devices within a Smart 
Home. Individual software 
components of the system 
communicate over a local 
area network while the 
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Pioneer robot is on a wireless connection. Each web camera is connected via USB to powerful 
microcontrollers with Ethernet and USB ports under the Linux operating system. There is also a 
graphics server separate from the system’s main processing server, which is responsible for 
visually modeling the three-dimensional space using OpenGL. The primary research focus of 
this project is on how to utilize artificially intelligent image detection techniques on devices 
much smaller and with much less processing power than average computers, while maintaining 
real time processing ability. 
 
 
B. 2006 - “Downward Spiral - Online Multiplayer Board Game “ 
 
Abstract: Downward Spiral is a computerized board game developed for the TCU Psychology 
Department to assist in the recovery of former substance abusers. Our team’s focus this year is 
on implementing a 
multiplayer version of the 
Downward Spiral games.  
The game originally existed 
only as a single-player 
version, in which a user 
could only specify the 
number of computer 
opponents he/she wanted.  
This new version allows a 
user to either play the game 
against multiple user 
(human or computer) on a 
single PC, or over the 
internet.  The existing game 
has been modified to allow 
for interaction with three 
newly developed tiers 
necessary for online play: the application server, the online game client and the networking 
infrastructure.  The application server (DSNet) is responsible for maintaining player information, 
broadcasting initial game startup information to remote game clients and managing the online 
game-chat functionality.  The online game client (DSClient) is essential for starting the online 
game itself and allows users to chat, create and join games.  The networking infrastructure of 
Downward Spiral consists of a network host to receive and transmit all game-play information to 
every other layer in the game.  The other players in the game utilize the network client to 
communicate with the network host.  The networking infrastructure is also used to forward the 
transmitted game-play information to the game logic controller so that the user will see other 
player’s actions in real-time. 
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C. 2007 -  “An Algorithmic Approach to Recognizing Authors Using Synonym Weighting” 
 
Abstract: Develop an 
approach to identifying 
authors in written text that 
follows the example of how 
humans handle language. 
Mimic the human tendency 
to associate certain words 
with certain people, 
regardless of topic. To our 
knowledge, first method 
that uses synonym counts 
to identify authors. 

 

 

 

 

 
D. 2008 – “Developing a Mobile Software System for the On-site Creation of Maps and 

Collection of Data, with a GIS Approach” 
 
Abstract: Many industries 
utilize location-sensitive 
data and require customized 
maps with correlated 
information. The on-site 
creation of custom maps 
and collection of associated 
data with editing capability 
is ideal. Recent advances in 
mobile, handheld device 
technologies have led to 
enhancement of enterprise 
level Geographic 
Information Systems (GIS) 
providing field access to 
geographic information, 
e.g. ESRI's vast GIS 
software systems. 
However, these systems are 
costly and not developed 
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for those untrained in GIS or computer technology. The purpose of the Boundary Establishing 
System for Topology (BEST) project is to provide a more usable and low cost alternative to 
these immense enterprise level systems. The BEST system is a mobile GIS application that 
provides mapping, tracking, and geographic data collection and presentation in the field. This is 
provided through the use of a GPS receiver, a handheld mobile device, wireless communication 
for Internet GIS access, and a remote server. Although initially inspired by a forestry 
management application, the BEST system is designed to be readily applied to many geographic-
based problems requiring on-site mapping and location-sensitive data management. 
 

E. 2009 – “Sun Spot Universal Monitoring System” 
 
Abstract: Sun 
Microsystems has 
developed an 
experimental 
hardware and 
software platform 
consisting of small, 
programmable, 
wireless sensor 
devices called 
SPOTs (Small 
Programmable 
Object 
Technology).  
These devices are 
being incorporated 
into numerous 
embedded wireless 
systems and 
wireless sensor 
network (WSN) 
applications.  The greatest difficulty in developing SPOT applications is debugging connectivity 
and sensor issues.  The Sun SPOT Universal Monitoring System (SUMS) addresses these 
obstacles by allowing SPOT developers to readily evaluate sensors and debug SPOT 
applications.  In addition, SUMS can be used to monitor and capture sensor data from multiple 
independent wireless sensor networks from one central console. SUMS has been deployed onto 
SPOTs along side SPOT  applications to demonstrate the usefulness of the SUMS system as an 
auxiliary component. 

IV.   Summary 

The Symposium has enjoyed tremendous success and, with the continued support of the Dean of 
the College of Science and Engineering, will undoubtedly remain a part of the college’s research 
landscape for the foreseeable future. The National Science Foundation’s “Research Experiences 
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for Undergraduates” program has the very worthy and important goal of identifying and 
nurturing talented students to pursue graduate study and enter research-oriented careers [9]. The 
SRS enjoys a common set of goals, but for both undergraduate and graduate participants, and it 
has proven itself to be of special benefit to the Department of Computer Science.  

The Department administers two undergraduate programs, one in computer science and a second 
in computer information technology.  Both programs require students to complete a two-
semester capstone course allowing the participants to demonstrate their mastery of the required 
coursework.  The SRS has shown itself to be an excellent mechanism for these projects to be 
showcased and for the student researchers to gain valuable presentation experiences. For some, 
the Symposium has been life changing.  Several students who had never seriously thought of 
pursuing graduate studies before their participation have changed their life goals, entered 
graduate school, and are on the way to becoming faculty members themselves. 
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UTILIZING BEST PRACTICES TO EMPOWER YOUNG CHILDREN DIAGNOSED WITH 
AUTISM AND THEIR FAMILY’S SUCCESS IN THEIR HOMES AND SCHOOLS 

 

  2 

The Family Centred Practices Group (FCPG) is dedicated to providing home and 
community-based intervention services that are in line with current research in the field of 
autism.  Over the past 50 years, a research base has developed in this field.  From this 
research, necessary components have been identified for effective programs designed to 
educate young children with autism diagnoses.  These components comprise “best practices”.  
 
 This presentation will show the linkage between the interventions utilised by FCPG 
and components of best practices in the fields of Applied Behaviour Analysis and Family 
Centred Assessment and Intervention. 
 

Active discussion with the audience will be encouraged throughout the workshop to 
ensure clarity in connections between the best practices in these two fields of child and 
family intervention and support.   The presentation will explore ways to use these best 
practices by educational programs, in particular preschool and kindergarten settings, in 
Early Childhood Education and Special Education.  We will also explore the implications of 
these practices for Teacher Education Programs in Early Childhood Education and Special 
Education. 

 
Examples will be presented where appropriate to illustrate the impact of these 

practices on the children diagnosed on the autism spectrum and their family’s success in 
their homes and schools. 
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Abstract 

This study was a case study which had three overlapping purposes. The first 

purpose was to use Douglas’s typology to explain the educational culture of the Faculty 

of Management Sciences (FMS) at Prince of Songkla University (PSU) Hatyai, 

Songkhla, Thailand. The second purpose was to describe the students’ and instructor’s 

preferences about computer assisted instruction (CAI) in FMS. The last purpose was to 

describe CAI practices in FMS. The participants in this case study included students and 

instructors of FMS. Participants completed a questionnaire called the Grid and Group 

Cultural Preference Tool. The results from the tool aligned each participant with the 

corresponding quadrant of their own cultural context. Participants in the interview stage 

were selected because of their different cultural contexts. Data were triangulated by 

multiple sources: questionnaire responses, interview transcripts, classroom observations 

and observation field notes, as well as documents.  
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Findings in this study indicated that there were some similarities in the cultures of 

FMS students and FMS instructors, and some differences in their practices and 

preferences in CAI. Both FMS students and instructors were collectivist (low grid, high 

group). For instructors, work comes first. For some students, they worked and played 

computer games at the same time. Age may be the crucial factor of the level of their 

responsibility. FMS indicated a compromised low-grid environment. It exhibited strong 

influences from history and tradition and had excellent linkages with its communities. 

The findings also showed the modes of CAI that students and instructors liked most and 

liked least. If the FMS administrators have to choose only one mode to provide CAI for 

students, it should be simulation which fits with the collectivist cultural context. 

However, there were many suitable criteria for selecting mode of CAI. It depends on 

subject which was taught too. Douglas is useful in explaining behaviors in a cultural 

context. However, actions and behaviors are not determined only by the culture. There 

are other factors such as personality and family background that help shape behavior, but 

Douglas is helpful in offering cultural language to explain those actions and behaviors. 

 

Keywords: Grid and Group Explanation, Preferences in computer assisted instruction 

 

Introduction 

Computer assisted instruction (CAI) and E-Learning have become increasingly 

popular in all areas of education. Broadly speaking, CAI refers to the use of computers in 

the educational process (ComputerUser, 2008; O’Neal, Kauffman & Smith, 1981-1982; 

Roberts, 1984; The Resources for Electronics Training, 2008). E-Learning and web-
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based learning are closely tied with CAI and involve the delivery of content via all 

electronic media, including the Internet, intranets, extranets, satellite broadcast, 

audio/video tape, interactive TV, and CD-ROM (Downey, Wentling, Wentling, & 

Wadsworth, 2005; Mathew & Doherty-Poirier, 2008; McCarty, 2008; Rosenberg, 2001; 

Stone & Koskinen, 2002). Many organizations are moving the delivery of training from 

traditional instructor-led classroom training toward technology-based training because of 

its cost-effectiveness and flexibility (Ravet & Layte, 1998; Thompson, Koon, Woodwell 

& Beauvais, 2002). 

CAI is the use of a computer in the actual instructional process. Implementation of 

CAI uses any (or all) of the following six modes of CAI: (1) Tutorial, (2) Drill and 

Practice, (3) Instructional Game, (4) Modeling, (5) Simulation, and (6) Problem Solving 

(Wegener, 2008; Wenglinsky, 2005). 

CAI is used because of its benefits: (1) Self-paced instruction, which allows 

students to practice procedures to achieve defined competencies; (2) Immediate feedback 

provided by CAI saves time and prevents learning the "wrong" concepts; (3) Assessment. 

With CAI, students can determine their own weaknesses and concentrate efforts on 

overcoming those weaknesses before moving on to more advanced concepts; (4) Good 

CAI materials reward students instantly for correct responses and behaviors. This 

encourages students to move confidently to more complex concepts. CAI can make 

learning interesting and exciting; (5) CAI leaves the instructor more time to work with 

students on an individual basis; and (6) Simulated experiences (Kulik, 1994; Resources 

for Electronics Training, 2008; Venezky & Osin, 1991). 
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 Statement of the Problem 

 

The use of Computer-Assisted Instruction (CAI) or Computer-Based Training 

(CBT) is increasing and creating a unique learning culture in higher educational 

environments. CAI is one of the most widely used techniques in instruction and not 

limited to courses taught in schools and colleges. It has an enormous range of potential 

applications, from formal academic courses to on-line manuals and computer-user guides 

(Adkins, 2002; Bassi & Buren, 1999; Bowles, 2004; Venezky & Osin, 1991).  

Although CAI is becoming increasingly popular, there are questions about its 

appropriateness and effectiveness in the teaching and learning process (Azevedo & 

Bernard, 1995; Henke, 2001; Liao & Bright, 1991). Many researchers have reported the 

positive effects of CAI (Apperson, Laws & Scepansky, 2006; Ash, 2005; Baker, Gearhart 

& Herman, 1994; Clark, 1983; Kulik & Kulik, 1991; Kuttan and Peters, 2003; Liao, 

2007; Schmidt, Weinstein, Niemiec, and Walberg, 1985; Walberg, 1985; Wang, Hinn & 

Kanfer, 2001; Wenglinsky, 1998; Willett, Yamashita, and Anderson, 1983). However, 

many researchers have also addressed problems associated with CAI (Liegle & Janicki, 

2001; National Research Council, 2002; Ross & Schulz, 1999; Schenk & Silvia, 1984; 

Siegfried & Fels, 1979). Stansberry (2001) stated:  

This question highlights an important dilemma in higher education today: decades 

ago universities spent very little to equip classrooms with chalkboards, and the 

majority of faculty members used them a great deal. Today, universities are 

spending a great deal of their budgets on IT tools, yet the majority of faculty 

members are still firmly entrenched in the more traditional and less sophisticated 
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technology tools in instructional delivery, using only the chalkboard or a similar 

substitute rather than new technologies to enhance teaching and learning (p.7). 

The reasons for unsuccessful CAI are not only in human limitations, but also in the 

media. Sun and Cheng (2007) concluded that the use of rich media in E-Learning should 

fit the characteristics of the course unit under consideration. Moreover, many studies 

showed that too much unnecessary multimedia elements in CAI may distract learners and 

actually decrease learning performance (Bartscha & Cobern, 2003; Mayer, Heiser, & 

Lonn, 2001; Rieber, 1996). 

The results of many studies demonstrated consistently that technology has little 

influence on learning without appropriate instructional strategies (Clark, 1994, 2001, 

2005; O’Neil, Chen, Wainess & Shen, 2008).  Saettler (1990) listed several reasons of 

unsuccessful CAI, such as lack of support from certain sectors, technical problems in 

implementation, lack of quality software, and most of all, cost. 

One way to explain the varying results in CAI success is through Cultural Theory 

or Douglas’s (1982) grid and group typology. Mary Douglas (1982) stated that peoples' 

cultural preferences affect how they learn as well as what they are interested in learning. 

Cultural Theory has become popular because of its utility in explaining a variety of 

educational issues (Harris, 2005). Stansberry (2001) successfully used this theory to 

study technology use in US-based institutions, and Harris (2005) employed this theory to 

explain educational practice and learning preferences in a variety of settings. In this 

study, Douglas's typology of grid and group will be used to explain the learning 

preferences of students in a Thai university. 
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 Purpose of the Study 

 

This study was conducted at Prince of Songkla University (PSU) in the southern 

part of Thailand in the first semester of 2008. The study had three overlapping purposes. 

The first purpose was to use Douglas’s typology to explain the educational culture of the 

Faculty of Management Sciences (FMS) at PSU. The second was to describe the 

students’ and instructor’s preferences about CAI in FMS. The last purpose was to 

describe CAI practices in FMS.  

 Research Questions 

 

This study addressed the following research questions: 

1. How does Douglas’s typology explain the educational culture of the FMS at 

PSU? 

2. What are the students and instructors attitudes toward CAI? 

3. What is the interrelationship of CAI practice and educational preferences 

among the students and the faculty? 

4. How useful is Douglas’s typology of grid and group in understanding this 

interrelationship? 

5. What other realities are revealed in this study? 

Theoretical Framework 

 

The theoretical base for this study was drawn from multi-disciplinary exploration 

and developed by integrating research from Cultural Theory and information technology. 

A primary assumption of Cultural Theory is that life involves people (Chitapong, 2005). 

Additionally, ―Cultural Theory classifies different types of cultures based upon their 

levels of individual autonomy‖ (Douglas, 1992, p. 187). Learning is an active, 
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constructive, cumulative, and goal-oriented process (Shuell, 1990). Technology plays a 

vital role in everyday life, including learning, because ―technology had changed the way 

we work, communicate, and learn‖ (Yeh, 2005, p. 1).  

Teachers use technology to help students learn best. However, technology as the 

only means does not guarantee that students will learn as teachers hope. There are many 

factors contributing to successful teaching using technology in teaching. Bowles (2004), 

who presented various valuable findings about E-Learning stated in his book, that ―the 

effective and efficient implementation of E-Learning relies on complex interactions 

between the needs and expectations of learners, facilitators and organizations, all of 

which must be understood in order to maximize systems-wide competitive outcomes‖ (p. 

49). Cultural Theory of risk, often referred to simply as Cultural Theory, aims to 

understand why different people and social groups fear different risk. The main features 

of the theory can be summarized in a few claims: 

 Culture matters. Preferences and justifications shape the world of social relations. 

Everything human beings do or want is culturally biased.  

 It is possible to distinguish a limited number of cultural types. That can be done 

by constructing a typology of cultures. This typology includes viable 

combinations of patterns of social relations and patterns of cultural biases (or 

cosmologies). These combinations are often called subcultures, ways of life or 

rationalities, ways of organizing, social orders, solidarities, political cultures, or 

simply types. 

2010 HICE Proceedings - Page 2152



 

8 

 The typology of viable combinations is universal. It can be applied anywhere 

anytime because the two dimensions of sociality grasp the fundamental nature of 

the social being (Mamadouh, 1999, pp. 396-397). 

 In short, Cultural Theory states that peoples’ cultural preferences affect how they 

learn as well as what they are interested in learning (Douglas, 1982). The typology of 

grid and group was developed by a social anthropologist Mary Douglas (1982). Harris 

(2005) explained that Douglas’s typology of grid and group provides a matrix to classify 

educational contexts and draw specific observations about individuals’ values, beliefs, 

and behaviors.  According to the typology, there are ―four, and only four, distinctive 

school contexts in which one may find him or herself, and only two dimensions, grid and 

group, which define each of those four prototypes‖ (Harris, 2005, p. 34).  

Grid is the dimension of individualization of members in the organization, and 

group is the dimension of social incorporation of members in the organization (Douglas, 

1982). The grid dimension refers to the degree of limitation of choices by an individual 

based on the social constraints of the organization’s imposed rules, role expectation, 

management, and procedures (Harris, 1995). Harris (2005) pointed out that ―In Douglas’s 

frame, grid refers to the degree to which an individual’s choices are constrained within a 

social system by imposed prescriptions such as role expectations, rules, and procedures‖ 

(p. 34). He further concluded: 

In summary, grid refers to the degree to which individuals are constrained by role 

differentiation, rules, and expectations. On the grid continuum, high-grid 

educational contexts are those in which role and rule dominate individual life 
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choices, and low-grid environments are characterized by individual autonomy and 

freedom in role choices. (Harris, 2005, p. 36) 

Lingenfelter (1996) stated that group refers to ―the degree to which people value 

collective relationships with one another and define those relationships in terms of 

insider/outsider distinctions‖ (p. 24). Harris (2005) added that group represents the 

―extent to which they are committed to the larger social unit‖ (p. 36). Group can be 

measured by the requirements on the individual to adapt and to comply with group 

expectations (Spickard, 1989). 

In strong-group social environments, specific membership criteria exist, and 

explicit pressures influence group relationships. The survival of the group is more 

important than the survival of individual members within it…Strong-group 

environments are typically replete with prominent signs that display member 

allegiance…Strong-group environments value the continued existence of the 

school, and weak-group contexts value individual interest over the priority of 

collective arrangements  (Harris, 2005, pp. 36-38). 

In simultaneous consideration of high or low strengths in both grid and group 

dimensions, Douglas’s four distinct possibilities of social contexts emerge (Chitapong, 

2005). The typology is a combination of a grid dimension and a group dimension. Figure 

1 categorizes the four social contexts with their respective grid and group environments, 

and each social context has its distinctive characteristics: 

1. Bureaucratic environments (strong-grid and weak-group) 

2. Individualist environments (weak-grid and weak-group) 

3. Corporate environments (strong-grid and strong-group) 
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4. Collectivist environments (weak-grid and strong-group) 

 

  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Procedures/Methods 

 

This study was triangulated (Patton, 2002) by multiple methods and data sources 

―to overcome the intrinsic bias that comes from single-methods, single-observer, and 

single-theory studies‖ (Denzin, 1989, p. 307).  In this study, a questionnaire, interviews, 

Figure 1. Types of social environments and their social contexts. 

From ―Understanding the Culture of Schools,‖  by E. L. Harris, 2005, Key Strategies 

to Improve Schools, Lanham, Maryland: Rowman & Littlefield Education, p.41. Used 

with permission of the author.  
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observation, and archives collection allowed the researcher to develop a ―picture‖ of 

participants’ experiences and perceptions. These experiences and perceptions were then 

analyzed to form a description of a specific situational phenomenon, or a case study 

(Stansberry, 2001). 

Case studies are one of the most popular methods of conducting social science 

research (Burton, 2000). Runyon (1982) stated that case study is the presentation and 

interpretation of detailed information about a single subject, and event, culture or 

individual. Yin (1994) presented five reasons for the case study to be a particularly good 

means of educational research. Those five reasons can be called ―DEEPS‖ for easy 

remembrance. The case study research has the ability to describe, explore, exemplify, 

provide a meta-evaluation, and surmise: (1) describe the real-life context in which an 

intervention occurs; (2) explore situations in which an intervention exists but has no 

clear, set outcomes; (3) exemplify specific topics in a descriptive mode; (4) provide a 

meta-evaluation—a study of an evaluation study; and (5) surmise causality among 

complex, real-life interventions. 

A total of 133 students answered the online questionnaire for students and 39 

instructors answered the online questionnaire for instructors. After that, purposive 

sampling technique was utilized to select 14 students and 9 instructors from the initial 

group of participants. Purposive sampling requires a procedure that is ―governed by 

emerging insights about what is relevant to the study based on the focus determined by 

the problem and purposively seeks both the typical and divergent data to maximize the 

range of information obtained about the context‖ (Erlandson, Harris, Skipper & Allen, 

1993, p. 148). An in-depth interview method was used at this stage.  
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 Observations of the general environment were another data source. They included 

two classroom observations. The documents or artifacts related to CAI such as teaching 

materials, brochures, news of the FMS and PSU (The Faculty of Management Sciences, 

2008; Prince of Songkla University, 2005; Prince of Songkla University, 2007; Prince of 

Songkla University Registration Unit, 2008), and field notes also served as valuable data 

sources.  

The summary of methods used is in the table below. 

Table 1 

Methods used for data collection 

 

Method Overall purpose Advantages Challenges 

Online 

survey 

To obtain 

measurable data 

within time 

constraints.  

Easily obtained large 

amounts of data. 

 

Very inexpensive 

 

 Less time consuming 

and easy to analyze 

Systematic (non-

sampling error), which 

is error resulting from 

some imperfect aspect 

of the research design 

that causes response 

error or from a mistake 

in the execution of the 

research; error that 

comes from such 

sources as sample bias, 

mistakes in recording 

responses, and non-

responses from persons 

not contacted or 

refusing to participate. 

 

Interview To gather 

qualitative 

information that 

cannot be 

directly 

observed. 

Allowed researchers 

to gather additional 

information that 

could not be captured 

in the survey.  Allows 

interaction amongst 

the participants. 

 

Interviewer error, which 

is administrative error 

caused by failure of an 

interviewer to perform 

tasks correctly. 

Document 

analysis 

To constitute 

part of the 

repertoire of 

Documents prove 

valuable not only 

because of what can 

Learning to use, study, 

and understand 

documents and files is 
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field research  be learned directly 

from them but also as 

stimulus for paths of 

inquiry that can be 

pursued only through 

direct observation 

and interviewing. 

 

part of the repertoire of 

skills needed for 

qualitative inquiry. 

Observation To take the 

reader into the 

setting that was 

observed 

Direct data 

collection. It directly 

records what people 

do, as distinct from 

what they say they 

do. 

Behavior, not intentions. 

Its focus on overt 

behavior describes what 

happens, but not why it 

happens. It does not deal 

with the intentions that 

motivated the behavior. 

 

(Table adapted from Denscombe, 2007, Kelsey, 2005, Patton, 2002, and Zikmund, 2000) 

  

According to Lincoln and Guba (1985), ―Data analysis involves taking 

constructions gathered from the context and reconstructing them into meaningful 

wholes.‖(p.333). 

The summary of data collection methods and data analyses which relate to each 

research question is in table 2. 

Table 2 

Research Questions, Data Collection Methods, and Data Analyses 

Research Question 

Data 

Collection Data Analysis 

1. How does 

Douglas’s typology 

explain the 

educational culture 

of the FMS at 

PSU? 

1.   Interviews 

with FMS 

students and 

FMS 

instructors     

1. Uncover themes in verbatim 

transcript 

 

2. Observation     2. Field notes written 

immediately after observation 
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3. Document, 

artifact, and 

web page 

information 

regarding 

school cultural 

environment 

3. Study of documents, web 

pages, and artifacts that provide 

insight into school culture 

2. What are the 

students and 

instructors attitudes 

toward CAI? 

1.   Interviews 

with FMS 

students and 

FMS 

instructors     

1. Uncover themes in verbatim 

transcript 

 

2. Observation     2. Field notes written 

immediately after observation 

 

3. Document, 

artifact, and 

web page 

information 

regarding 

school cultural 

environment 

3. Study of documents, web 

pages, and artifacts that provide 

insight into students and 

instructors attitudes toward CAI 

3. What is the 

interrelationship of 

CAI practice and 

educational 

preferences among 

the students and the 

faculty? 

1.   Interviews 

with FMS 

students and 

FMS 

instructors     

1. Uncover themes in verbatim 

transcript 

 

2. Observation     2. Field notes written 

immediately after observation 

 

3. Document, 

artifact, and 

web page 

information 

regarding 

school cultural 

environment 

3. Study of documents, web 

pages, and artifacts that provide 

insight into students and 

instructors practices in CAI 

 

4. Grid and 

Group 

Cultural 

Preference 

Tool (Harris, 

2005) 

4. Scores from FMS students' and 

FMS instructors' responses 

plotted on vertical and horizontal 

axes to determine preference foe 

cultural environment, using 

Douglas' (1982) Cultural Theory 
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4. How useful is 

Douglas’s typology 

of grid and group in 

understanding this 

interrelationship? 

1.   Interviews 

with FMS 

students and 

FMS 

instructors     

1. Uncover themes in verbatim 

transcript 

 

2. Observation     2. Field notes written 

immediately after observation 

 

3. Document, 

artifact, and 

web page 

information 

regarding 

school cultural 

environment 

3. Study of documents, web 

pages, and artifacts that provide 

insight into students and 

instructors practices in CAI 

 

4. Grid and 

Group 

Cultural 

Preference 

Tool (Harris, 

2005) 

4. Scores from FMS students' and 

FMS instructors' responses 

plotted on vertical and horizontal 

axes to determine preference foe 

cultural environment, using 

Douglas' (1982) Cultural Theory 

5. What other 

realities are 

revealed in this 

study? 

1.   Interviews 

with FMS 

students and 

FMS 

instructors     

1. Uncover themes in verbatim 

transcript 

 

2. Observation     2. Field notes written 

immediately after observation 

 

3. Document, 

artifact, and 

web page 

information 

regarding 

school cultural 

environment 

3. Study of documents, web 

pages, and artifacts that provide 

insight into students and 

instructors practices in CAI 

  

4. Grid and 

Group 

Cultural 

Preference 

Tool (Harris, 

2005) 

4. Scores from FMS students' and 

FMS instructors' responses 

plotted on vertical and horizontal 

axes to determine preference foe 

cultural environment, using 

Douglas' (1982) Cultural Theory 
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 Findings 

 All participants used computers in doing work. Instructors’ work included 

teaching materials and students’ exercises. Students’ work included instructors’ 

assignments. Only nine of the twenty-three participants used the computer for 

entertainment. Instructors viewed CAI as a tool, while students viewed it like exercises or 

tests. Modes of CAI that instructor liked most were simulation and tutorial. Students 

liked drill and practice most, the latter was simulation. The mode of CAI that students 

liked least was tutorial.  

Based on the data, both FMS students and FMS instructors were categorized as 

collectivist culture according to Douglas’ (1982) grid and group typology. They were in 

the low-grid/high-group quadrant. The obvious similarities were in their overall cultural 

context. Their differences were percentage of participations in each step. Even though 

there was a small number of students who participated in the survey stage, there was a 

rather high percentage of students from the survey stage who agreed to join the interview 

stage. Table 3 presented the statistical comparison of FMS students and FMS instructors.  

Table 3 

Statistical Comparison of FMS Students and Instructors 

  

Total 
Survey 

Responses 

% of 

Survey 

Responses 

Agree 

for 

Interview 

% of 

Agree 

for 

Interview 

Culture 

Students 2270 133 5.86 96 72.18 Collectivist 

Instructors 62 39 62.90 20 51.28 Collectivist 

 

The grid and group typologies associated with FMS students and instructors were 

apparent. According to Douglas’ (1982) grid and group typology, both FMS students and 
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FMS instructors could be identified as a collectivist culture. For the grid consideration, 

both FMS students and FMS instructors were placed low in the continuum. For the group 

consideration, both FMS students and FMS instructors were placed high in the 

continuum. From the information shown, FMS as a whole should be identified as a 

collectivist culture.  

Most participants were in the collectivist quadrant of cultural context. From 133 

students who answered the grid and group cultural preference tool, there were 92 

collectivist, 28 corporate, 11 individualist, and 2 bureaucratic students. From 39 

instructors who answered the grid and group cultural preference tool, there were 26 

collectivist, 10 individualist, and 3 corporate instructors. No instructor was in a 

bureaucratic cultural context. It was apparent that participants in different cultural 

contexts preferred different modes of CAI. 

Grid and group theory was very useful in describing the cultural context of FMS 

students and instructors. Moreover, the typology was broad enough to identify 

appropriate patterns of CAI to be developed for FMS considered from FMS culture. 

Grid and group theory was useful in categorizing and indicating the differences in 

various preferences and behaviors. However, it does not give clear indication as to how to 

bridge a gap between those differences. In order to bring about change, it could be useful 

to supplement grid and group theory with other theories that better explain step by step 

methods.  

The findings showed the modes of CAI that students and instructors liked most 

and liked least. If the FMS administrators have to choose only one mode to provide CAI 

for students, the findings suggested simulation to be an appropriate mode of CAI for 

2010 HICE Proceedings - Page 2162



 

18 

FMS students and instructors. Simulation also fits the collectivist cultural mindset and 

can be used instead of other modes of CAI when there is a need to increase motivation, 

transfer of learning, or efficiency (Alessi & Trollip, 1991). However, faculty should ―not 

hesitate to experiment with new practices or technologies that might enhance the teaching 

and learning environment‖ (Harris, 2005, p. 85).  

Recommendations 

This study may benefit teachers and students involved in CAI in Thailand, 

because it will give insight how the classroom environment affects the education 

practices of students by: 

1. Reporting and examining the learning preferences of students about CAI; 

2. Identifying appropriate patterns of CAI to be developed; 

3. Identifying the appropriate method for acquiring CAI; 

4. Determining the extent to which student perceive CAI to their specific cultural 

context using Douglas’s grid and group typology (1982) model. 

Regarding policy and practice, this study also offers a good example of different 

grid and group mindsets functioning in a productive way. The suggestion about 

simulation may be considered from the collectivist point of view. However, the policy 

analysis was severely challenged. ―The challenge is to cope intelligently and creatively 

with pluralism and diversity. One important way of doing this is to develop a kind of 

policy analysis that respects cultural differences and makes them allies instead of 

enemies‖ (Hoppe, 2002, p. 235). 

Each type of culture has its strengths and weaknesses (Douglas, 1996). 

Collectivists (low-grid, high-group) will likely oppose some bureaucratic (high-grid, low-
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group) practices because both factions differ on fundamental value orientations (Harris, 

2005).  

 Computers and communication are so strongly related that one cannot break them 

apart. Students used mobile phones all the time to communicate with their friends or 

relatives. There are many ways that they can use their tools to help in learning, for 

example, they can make their own CAI by recording instructors’ lectures. They can 

transfer files from their mobile phones to computers for further study. Moreover, students 

and instructors can communicate easier with each other. Whatever the researcher 

recommended, it is absolutely based on the reality that their mobile phones support these 

features. 

 However, one thing instructors should not forget is the KISS principle. KISS, or 

―Keep It Short and Simple,‖ states that design simplicity should be a key goal and that 

unnecessary complexity should be avoided. Animation in CAI makes it interesting. But 

there should be an appropriate amount (Coombs, 2005). The researcher agrees with him 

that the crucial things that instructors should do are communicating content to the 

students and having interactions with the students. Instructors should be concerned not 

only with the amount but also the quality of interactions (Kelsey, 1999). 

Interaction between instructor and students requires a two-way intentional 

relationship, which is both an art and a tact of teaching (Van Manen, 1991).  

CAI solely is only a medium or tool. Instructors can use it to assist students to 

gain and grow in knowledge. Instructors should seek the most appropriate technology 

available.  
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Harris (2005) suggested that ―a new metaphor has emerged that expands the 

teacher’s role behavior to more than just teaching‖ (p. 7). McKeachie and Svinicki (2006) 

recommended that ―teachers should create conditions that enable students to expect to 

succeed‖ (p. 149). Motivation is important to consider if we want to enhance student 

learning. Knowing more about how students are motivated and what teacher can do to 

structure a class that positively affects student motivation can make a significant 

difference in student engagement and learning. (McKeachie & Svinicki, 2006). Whatever 

teachers do should be done for students’ benefit. Teachers hope that it will make students 

be skillful graduates who can serve their organization’s need in their career in the future. 

Instructors use computer assisted instruction with hope to make students be skillful. 

However, human connection among students at university level is still the crucial part of 

education. Face-to-face learning should not completely replaced by online learning. 

Machine still has no real feeling at all.  

In my opinion, instructors should use both face-to-face learning and online learning 

to convey the feeling of care, share, love, and respect through the way they teach. Using 

both machine and human to enhance students’ achievement should be a considerably 

inevitable duty of instructors. It is an art of teaching. Finally, I would like to present an 

acronym that looks like my name ―AREE- Aesthetic Relationship Engender Edification‖. 

It means that after instructors think for a while and try to use art of teaching and blend 

new technology with good relationship with students, the students will gain knowledge 

and accomplishment they expected. 
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Abstract 

 
 This paper presents major findings from a 5-year program of research on desktop 
virtual reality (VR) in technical education and describes what the research team has 
discovered to be important factors in its successful implementation. The paper describes 
the VR research program conducted at Oklahoma State University and extended through 
cooperation with research partners at University of Arkansas Fort Smith. It defines 
desktop VR, outlines theoretical and empirical foundations for our desktop VR research, 
summarizes important findings from our research on desktop VR in technical education, 
and draws conclusions regarding implementation and further research in this field. 
 

Introduction and Background 
 

 Sophisticated computers and graphics systems are creating stunning shifts in the 
ways people communicate, work, and interact with each other, with information, and with 
technology interfaces. One of the most revolutionary new technologies for 
communicating, teaching, and learning is virtual reality (VR). Loftin, Chen, and 
Rosenblum (2005) defined VR as “ … technologies that provide multimodal display of 
and interaction with information in real time, enabling a user or users to occupy, 
navigate, and manipulate a computer-generated environment” (p. 749).  According to 
Davies (2004), VR is a “… technique of using computers to model real (or imaginary) 
environments in a three dimensional space that allows people to interact with the 
environment in a fashion that is both natural and intuitive” (p. 3). Ausburn and Ausburn 
(2008a,  2008b) reported that VR can currently refer to a variety of computer-based 
experiences ranging from fully-immersive via complex head gear and body suits, to 
realistic PC-based imagery. They asserted that all types of VR simulate or replicate a 3D 
environment and give users a powerful sense of “being there,” taking control, and 
actively interacting with a space and its contents.  
VR technologies allow users to occupy, navigate, manipulate, and control realistic 
computer-generated environments. These virtual environments (VEs) can immerse 
users/learners in a bounded graphical space and give them a strong feeling that they have 
actually been somewhere rather than just viewing it (Di Blas & Poggi, 2007; 
Mikropoulos, 2006).   
 
 Fully immersive virtual technologies and environments that use complex head-
gear, body suits, and computer programming are very expensive and are generally 
beyond the technical and fiscal limits of individual organizations, institutions, and 
instructors. However, recent advancements in the quality, realism, and visual fidelity of 
technologies that place VR on standard desktop and laptop computers are dramatically 
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increasing the interest in and use of what can be called desktop VR. Desktop VR creates 
and delivers VEs in the form of on-screen “movies” that users can “enter” and explore 
interactively by moving a mouse or other navigation device. The user determines what 
movements to make and when to make them, and explores the imagery on the computer 
screen in real time as if actually moving within a place in the physical world. Movement 
can include panning and rotating the scene to simulate physical movements of the head 
and body, zooming in and out to simulate movements toward and away from objects or 
parts of the scene, and clicking on “hot spots” to navigate to additional embedded scenes 
and objects (Ausburn & Ausburn, 2008a). These desktop VR movies use QuickTime, 
Flash, or Java technology to deliver complex multi-nodal VEs that can combine 
panoramic images, manipulatable 3D objects, video sequences, and sophisticated 
navigation interfaces. Perseus (2009) asserted that these desktop VEs can be highly 
immersive when used correctly. In such desktop VEs, users experience the on-screen 
environment through their own eyes as if actually standing, viewing, and moving 
personally inside it. This is generally called first-person VR, as opposed to VEs in which 
users participate through the movements and eyes of an onscreen avatar figure that 
represents them in the environment. This latter type of VR is generally called second-
person VR and is exemplified by online virtual worlds such as Second Life (Ausburn, 
Martens, Dotterer, & Calhoun, 2009; Schroeder, 1997). 
 
 While recent technical developments in desktop VR/VEs have dramatically 
improved their appeal, interest, and immersion quality, research on these new 
technologies has remained sketchy and often simply descriptive of “what we did.” 
Carefully designed empirical studies based on clear theoretical foundations have been 
largely absent in research on QuickTime-based desktop VR. As a result, little is yet 
known about when, for whom, and why desktop VEs may be an effective instructional 
tool, and about how to design and implement them effectively. This situation provided 
the impetus for a line-of-inquiry research program at Oklahoma State University (OSU) 
in the United States.   
 
 In a five-year research program, a research team in Occupational Education 
Studies at OSU has investigated the design and performance effects of desktop VR/VEs 
through small-scale mixed-method studies. The studies have combined theory-based 
quasi-experiments with qualitative interviews with learners exposed to desktop VEs such 
as house interiors, surgical operating rooms, and crime scenes. The studies have applied 
an Aptitude-Treatment-Interaction (ATI) design, in which specific sets of learner 
characteristics, VR design variables, and learning performance variables have been tested 
and analyzed. The OSU VR research team has recently partnered with researchers at the 
University of Arkansas Fort Smith (UAFS) to extend its studies and compare results 
across similar research settings, subjects, instrumentation, and methods. Ausburn and 
Ausburn (2008b) presented a summary description of the approach and methodology of 
these studies: 
 
 The OSU studies of desktop VR have been quasi-experimental in design. They 
 have focused on applications of desktop VR in technical education and have had 
 … samples of technical and occupational students and educators as participating 
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 subjects. All the OSU studies have used random assignment of subjects to  
 treatment groups and post-test-only research designs. All data have been collected 
 in technical education institutions by trained members of the VR research team 
 using standardized protocols to ensure uniform data collection procedures. The 
 sample sizes have been small, and the studies have been considered to be pilot 
 studies that will point the way to larger studies in the future. (p. 53) 
 
 Learner characteristics in the OSU/UAFS desktop VR studies have included: 

• gender,  
• age,  
• level of visual processing skill (cognitive style) (measured with a 

standardized testing instrument),  
• self-selected entering level of computer skills (measured by choosing from 

defined discrete categories), and  
• self-identified prior computer experiences (measured by choosing from 

defined discrete categories).   
 

  Instructional treatment variables have included:  
• comparison of VR with still images,  
• technical vs. non-technical location depictions,  
• presence or absence of visual navigational maps, and 
• time spent with VR presentations 

 
           Learning performance variables have included:  

• tests of spatial orientation within a visual environment (measured by 
multiple-choice responses to questions requiring location of items in the 
environment relative to specified locations of the user), 

• memory of VE content (measured by number of items correctly recalled in 
a specified time),  

• learning and performance times (recorded by observing researchers),  
• perceived performance confidence (measured on defined Likert-type 

scales), and 
• perceived task difficulty (measured on defined Likert-type scales). 

  
 In some of the OSU/UAFS studies, obtained quantitative performance and learner 
characteristic data have been augmented by qualitative comments regarding the 
participants’ perceptions of their virtual experiences obtained through personal 
interviews. 
 

Theoretical and Empirical Foundations for the OSU/UAFS Studies  
 
 Rather than simply using the descriptive “how we did it” approach, the 
experimental VR studies developed by the OSU research team have been guided by 
predictive research hypotheses situated in a collection of theoretical bases and supporting 
empirical research literature. These have included: 
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Supplantation Theory 
 This instructional design theory posits that instructional treatments can be 
designed explicitly to assist learners in performing tasks required by specific learning 
activities by performing for learners specific functions they are unable to perform for 
themselves (Ausburn & Ausburn, 1978a, 2003; Salomon, 1970). The theory further 
asserts that learners with different characteristics may be aided or hindered differentially 
by certain instructional designs. In the case of VR, the OSU researchers hypothesized that 
a VR presentation might “supplant” the process of mentally integrating and retaining the 
myriad of details present in a complex visual environment and thus benefit learning. It 
was further hypothesized that these supplantation effects of VR might be different for 
different types of learners. 
 
Communication Models and Cognitive Load Theory 
 Juxtaposed with supplantation theory in the case of VR are classical 
communication theory and models and their newer manifestations in cognitive load 
theory. For example, the classic Shannon and Weaver model of the communication 
process (Shannon, 1948; Weaver & Shannon, 1949) asserts that too much “noise” or 
information in the communication channel can hinder the passing of a message from 
sender to receiver. Contemporary cognitive load theory (Chandler & Sweller, 1991; 
Sweller, 1988, 1999; Sweller & Chandler, 1994) builds on this theoretical frame and 
posits that excessive information presented simultaneously results in cognitive 
“overload” and poor information acquisition and processing by learners. The OSU VR 
researchers hypothesized that a virtual environment presents a heavy visual cognitive 
processing load and might therefore impede learning for some learners. This suggested 
that the cognitive load requirements of VR might compete with its supplantation 
capabilities. 
 
Cognitive Styles  
 Cognitive styles, as defined and summarized by Ausburn and Auburn (1978b), 
represent consistent approaches used by individuals to perceive and mentally process 
information. Numerous dimensions of cognitive style have been identified and 
extensively researched for several decades.  Many cognitive style dimensions relate to 
visual information acquisition and processing, and thus might relate to VR. Therefore, the 
OSU VR research team hypothesized that the VR medium might interact differentially 
with learners with different cognitive styles. 
 
Gender, Self-Efficacy, and Socialization 
 A large body of empirical research has strongly supported gender differences in 
technology comfort, confidence, and performance, generally in favor of males. (e.g. Bain 
& Rice, 2006-2997; Busch, 1995; Eastin & La Rose, 2000; Gilbert, Lee-Kelley, & 
Barton, 2003; Hargittai & Shafer, 2006; Kandies & Stern, 1999; Rainer, Laosethakul, & 
Astone, 2003; Schumacher & Morahan-Martin, 2001; Temple & Lips, 1989; Todman & 
Day, 2006; Weil & Rossen, 1995; Whitley Jr., 1996). These findings have been 
frequently grounded in Bandura’s construct of self-efficacy (1994, 1997), which deals 
with belief in one’s own abilities to perform a given task and the potential effects of 
belief in one’s ability on actual performance. Gender-based technology self-efficacy has 
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been attributed by many researchers to differences in socialization of the genders, gender 
psycho-social differences, sex-role stereotyping, and “masculinization” of technology and 
computer-based gaming (e.g. ( Graner (2004); Heeter, Chu, Mishra, Egidio, & Lee, 2005; 
Heeter, Mishra, Egidio, & Wolf, 2005; Heeter & Winn, 2005; Heeter, Winn, Egidio, 
Mishra, & Lownds, 2003; Heeter, Winn, & Greene, 2005; Oldenziel, 1999). It was 
therefore hypothesized by the OSU VR research team that gender differences would be 
observed in both performance and perceptions of confidence and task difficulty in 
desktop VEs.  
 
 
Gender and Visual/Spatial Skills 
 A large body of empirical evidence has also been presented over 50 years in the 
research literature of gender differences in visual/spatial processing skills, generally in 
favor of males. In a recent review of the literature, Ausburn, Martens, Washington, 
Steele, and Washington (2009) cited several researchers who have identified these gender 
differences. Waller and his associates (Hunt & Waller, 1999; Waller, 2000; Waller, Hunt, 
& Knapp, 1998a; Waller, Knapp, & Hunt, 1999) not only found that this gender disparity 
extended into VEs, but were actually exacerbated in the virtual world. These researchers 
also proposed that performance in VEs was more strongly related to gender differences in 
visual/spatial ability than to the actual visual fidelity of the VR representation. In another 
line of research, Sax (2005) asserted that girls are prewired with interest in faces while 
boys are prewired with interest in moving objects, which could advantage males in the 
movement inherent in virtual reality. It was therefore hypothesized by the OSU research 
team that gender differences would be apparent in performance in desktop VEs.   
 
Human Orientation/Navigation/Wayfinding 
 A large body of research has discussed human skills in, and approached to, ability 
to orient, navigate, and wayfind in both physical and virtual environments. Several 
researchers (e.g. Hunt & Waller, 1999; Lawton, Charleston, & Zieles, 1996) have also 
proposed that male advantage in spatial wayfinding may be at least partially attributed to 
gender differences in using wayfinding strategies that are appropriate for navigation. The 
OSU team hypothesized that the design of desktop VEs to facilitate orientation, 
navigation, and wayfinding would be important to their success. Dr. Floyd Ausburn, one 
of the faculty leaders of the OSU VR team, has proposed that in order to orient and 
navigate successfully in a VE, learners must be taught to conceptualize the VE as a 
complex and self-contained “world” or “sphere” in which they can immerse themselves, 
explore, and discover. He has suggested that this conceptualization by learners requires 
considerable time and guidance to master, and that until this mastery is attained, 
performance in the VE will be limited. 
 
Prior Experience with Computer Technology and Gaming 
 The influence of prior experience and skills with technology has been extensively 
researched and has been repeatedly documented as a correlate of performance with 
computer-mediated learning environments. Several researchers have also asserted that 
video games are very close media relatives to VR, and even that the differences between 
a VE and a highly interactive computer game may be merely a difference in interface 
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design and level of structure (Isdale, Fencott, Hein, & Daly, 2002; Schroeder, 1997). This 
prompted the OSU research team to include self-assessments of prior computer skill and 
gaming experience in some of their VR studies and to anticipate relationships between 
these variables and performance in a desktop VE. 
 
Age and Technology 
 Well-known research on age and “generational” differences in technology 
experience and self-efficacy (e.g. Howe & Strauss, 2000, 2003; Prensky, 2001; Tapscott, 
1998) has presented evidence that these differences may relate to perceptions and 
performance with technology-based learning. This encouraged the OSU research team to 
include age as a variable in some of their studies and to anticipate age as a factor in 
learning in desktop VEs. 
 
Concrete vs. Abstract Representation 
 In his iconic Cone of Experience theory of instructional design, Edgar Dale 
(1954) applied Piagetian psychology’s proposition of concrete versus abstract reasoning 
and proposed that different media forms varied in their level of “concreteness.” He 
further asserted that learning was facilitated by higher level of media concreteness, which 
was accomplished by increased levels of “reality.” Because VR has a high degree of 
reality fidelity, the OSU team hypothesized that it would facilitate learning when 
compared to less realistic media. 
 

Major Conclusions from the OSU/UAFS Studies 
 

 The OSU/UAFS VR research team has at this time conducted several studies into 
desktop virtual reality using quasi-experimental methodology and mixed 
quantitative/qualitative designs. These studies have resulted in numerous professional 
papers and journal publications. Taken in total, these studies have led the team to several 
major conclusions. 
 
General Efficacy of Desktop VR and Facilitation of Its Adoption 
 Our initial studies indicated that desktop VR, when compared to the sets of still 
images typically used in textbooks and presentations, can improve learners’ scenic 
orientation, recall of details, and self-confidence across genders and age groups. This 
finding was important when we began our studies at a time when nearly no research 
existed regarding the efficacy of desktop VR technology. We attributed our early findings 
supporting this technology to the supplantation and concreteness properties of the 
medium. Research team member Dr. Scott Williams (2008) also discovered that it may 
be possible to facilitate and encourage the adoption of desktop VR technology by 
educators through appropriate use of priming techniques. This research in potentially 
speeding the adoption curve of VR as an instructional innovation offers an important line 
of further investigation. 
 
Learner Characteristics/Differences and VR  
 While our initial findings regarding the efficacy of desktop VR were encouraging, 
our conclusions quickly became far more complex as we added learner and treatment 
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variables to our research designs. Our studies have lead to several conclusions regarding 
relationships between learner characteristics and VR environments. 
 
 Cognitive/information processing style: Our studies have lead us to believe that 
individual differences in learners’ cognitive or information processing style can interact 
with VR and lead to different levels of performance and perception of the VR experience. 
We have observed that learners with different levels of mental processing and retention 
of visual images as identified by Lowenfeld’s visual/haptic typology react differently to a 
complex VE. Learners with low levels of visual processing tend to learn less effectively 
from VR, to be less confident with VR, and to perceive learning with VR as more 
difficult than their high-visual-skill peers. Our current conclusion is that for these low-
visual learners, the supplanatation and concreteness of VR is overridden by the increased 
visual cognitive load the medium presents when compared to still images. Research team 
member Paul Kroutter is currently investigating the effects of another cognitive style 
variable – Wikins’s field dependent/independent processing – on navigation/wayfinding 
in a virtual environment. Waller (2000) argued that “… little research has examined the 
role of user characteristics and abilities in determining the effectiveness of … virtual 
environments” (p. 3). Our studies suggest that this is a promising line for continued 
research in understanding the complex effects these environments present on learning. 
 
 Gender: The findings of several of our studies have led us to conclude that, 
consistent with the research literature, gender is an important factor in learning from 
virtual environments. The gender effects we have observed in several of our studies 
include lower levels of spatial understanding of desktop VEs, less confidence in their 
understanding of VEs, higher levels of perceived difficulty in learning tasks in VEs, and 
more qualitative comments of frustration and “lost in space” feelings in VEs. These 
gender effects have been observed in studies at OSU and confirmed by similar results at 
UAFS. These findings have led us to agree with the conclusion of Waller and his 
associates that gender is a factor in ability to learn from virtual environments. Based on 
our studies, this gender gap is most likely to appear when a VE is highly technical, 
unfamiliar, and visually complex. Waller theorized that gender differences in ability to 
learn from VEs was related to spatial ability, which was unlikely to improve with 
training, but that females’ functioning in VEs and their ability to benefit from VR 
training could be improved, and the gender differences reduces or even eliminated, 
through appropriate training to increase women’s proficiency with the VR user interface. 
This possibility appears to us to be a promising line of VR research.  
 
 Orienting/Navigating/Wayfinding Skills and Processes: Our team has concluded 
that learners’ ability to orient and wayfind within a VE is critical to successful learning 
performance and that individual differences exist in the way learners accomplish this 
task. Orienting/Wayfinding ability appears to be related to gender and to cognitive style. 
However, at this point we know little about this important aspect of learning from VEs, 
and this appears to be a promising line of research. Team member Paul Kroutter is 
currently beginning this line of inquiry in a study of  individual differences in VE 
orienting/wayfinding/navigating strategies by police officers in a virtual crime scene. 
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 Age, Computer Skills, and Prior Gaming Experience. While we have included 
these variables in some of our studies, our results have been inconsistent and therefore 
inconclusive in studies at OSU and UAFS. One limitation of these studies that may have 
contributed to inconclusive results is the small sample sizes and limited range of these 
variables. Another problem could be that these variables may be confounded with each 
other and with other variables such as gender. A promising line of research will be 
attempts to study the interrelationships among these learner variables through larger 
samples and more complex multivariate statistical techniques. 
 
VR/VE Design and Implementation 
 Based on our studies, the instructional effectiveness of a desktop VE appears to 
also be critically related to the interface and navigation design and technology of the VE 
and to learners’ familiarity and comfort with these interfaces. We have found that 
successful design of desktop VEs is far more difficult and complex that we initially 
understood. In one study, we compared the learning results with and without the addition 
of a small “navigation map” within a complex technical VE. Not only did the added map 
not improve learning performance, it proved to be a distraction to many learners and 
totally ignored by many others. Thus, we are still uncertain how to design 
orienting/navigation mapping aids and feel this is a critical line for further research in 
desktop VR.  
 
 A similar line of inquiry is the use of multimodal presentation of information 
within a virtual environment, which we know almost nothing about at this time. Team 
member Gary Dotterer is currently studying effects of multimodal presentation of 
information in a VE to teach a technical procedural skill.  
 
 Other instructional variables our research suggests are critical to successful 
implementation of desktop VEs are time and place. It has become clear to us through 
studies at both OSU and UAFS that it takes longer than we anticipated for learners to 
master use of a VR interface and to explore the complete contents of a VE. Studies at 
OSU have shown that when learners are confronted with time-controlled experimental 
laboratory conditions in which to study a VE and its interface, they have learning 
difficulties and frustrations. However, when the same VE is moved to a familiar 
classroom environment and given unlimited time for exploration, learners not only have 
less difficulties with the VE, but actually recommend additions that would make the 
program more complex. 
 
 Based on our studies, critical to successful VE implementation appear to be (a) 
the ability to teach VR users to understand that a VE is a complete “world” to be 
carefully and systematically explored, (b) a clear explanation of their learning purpose 
and tasks before entering the VE “world,” and (c) providing adequate training and 
practice time in manipulating and navigating a VR program before immersion and 
interaction with a learning task. We have concluded that these processes are much more 
difficult, take far longer, and require far more thorough and systematic training of 
learners than we anticipated. Evidence in the forms of subjects’ performance scores, 
perceived self-confidence ratings, perceived task difficulty ratings, test item 
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analysis/difficulty indices, and qualitative comments clearly indicate that we have not yet 
mastered these instructional design and learner training requirements. For example, 
despite efforts to correct in a UAFS study what we saw as deficiencies in learner 
preparation and training for VR in studies at OSU, outcomes were not improved.  
 

 Dr. Floyd Ausburn, a faculty leader of the OSU VR research team, has 
concluded  that these VR implementation issues must be addressed through systematic 
training and preparation of learners before they are exposed to a desktop VE. He has 
developed a VE conceptualization and learner training process model, shown in Figure 1. 
Ausburn’s training model offers a training sequence to step learners through the 
components that our research indicates are critical to understanding the concept of a VE 
“world,” the operation of desktop VR technology and its interface, and the learning 
purpose or goals of the VE exploration. Numerous checkpoints can be built into this 
training model for application of Hunter’s (1982) Direct Instruction Model, with 
emphasis on giving learners feedback before, during, and after mastery of the VE concept 
and navigation. The Ausburn model also calls for verification of VE mastery through use 
of a competency test, as well as clear definition of the learning goals of the VE 
immersion before allowing learners to enter and experience the virtual world. Refinement 
and application of this training model to the preparation of learners for VE environments 
is expected to become a major line of research for the OSU VR research team and 
instrumental to our progress in this field. 
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Figure 1: Ausburn Desktop Virtual Reality Training Model 
© Floyd B. Ausburn, 2008 
 

 
Conclusion 

 
 Desktop virtual reality is emerging as an exciting and important learning 
technology. Through implementation of a research team at Oklahoma State University 
and a partnership with University of Arkansas Fort Smith, much has been learned about 
this rapidly-improving technology, its interaction with various types of learners, and its 
successful design and implementation. 
 

2010 HICE Proceedings - Page 2181



 While much has been learned, a great deal still remains to be discovered about 
desktop VR as an instructional medium. Our research team has identified several 
promising lines of inquiry related to learner characteristics and differences and VR, 
instructional design issues in VR, and successfully preparing learners for a VR 
experience. Through continued research, we hope to make important contributions to the 
emerge of clear guidelines for effective VR at the desktop that inspires all learners, 
immerses them in active worlds of learning, and facilitates their exploration and mastery 
of complex environments and tasks. We welcome other educators who might wish to join 
us in this endeavor. 
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Abstract: Studies in the development of constructivism approach into learning 
environment are always considered important both theoretically and practically. Drawing 
on recent research into cognition as it is manifest in everyday activity and facing the 
challenge of the change of teaching methods, this article firstly points out two main 
shortcomings, digital divide and traditional classroom settings, within the field of 
technology culture. The impact of constructivist theory on the instructional design is then 
identified with specifically expanding upon the distilled work of Driscoll (2000) who 
argues the five key principles that define constructivist conditions for learning. Further 
more, how the proposed theory affects and may overcome the flaws mentioned above in 
developing a constructivism classroom are discussed. This article also interweaves the 
roles of teachers in the classroom thoughout. This paper finally proceeds to address how 
to integrate technologies in such constructivism environment. Conclusion on additional 
areas for future study with respect to the impact of constructivism in schooling is offered.  

 
 
 
Introduction 

What happens to the timeworn concepts of classrooms and teaching when we can now use 
various technologies to go online and to learn anything, anywhere and anytime? Our life is about 
to change. It is amazing in many ways that in just a few years, we have gone from a “read only” 
Web to one where writing and publishing in the forms of Blogs, Wikis, podcast, Facebook and 
many other tools are prevalent. Creating content is almost as easy as consuming it. People can 
connect not only to the content itself but also to a community, an idea or a conversation. More 
interesting is that students often know more about technology than their teachers and parents. 
Young students already flock into the Web by applying various technologies to chat online, to 
play multiplayer games and even to produce and share pictures, music, poetry, and films. These 
are just like using a pen and paper in a digital space.   

To us educators or instructional designers, we can feel the potential power in an environment 
where knowledge is about to break through a textbook. We understand that knowledge is not 
merely confined in a formal school setting or stand alone in someone’s mind, but is prevalent 
everywhere. When collaboration is becoming a norm, requiring our students to work alone seems 
to miss the point. When our students have already forming online communities, far beyond a 
wall of the classroom, with their passions and talents, incorporating technology into the 
curriculum, changing the time-constrained schedule and varying the standardized tests are trends 
which cannot be stopped.   
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Two Core Problems  
According to a study from the Pew Internet & American Life project (Lenhardt & Madden, 

2005), more than one-half of all teenagers have experience creating media content, and roughly 
one-third of them have shared their content they produced through the Internet. Children and 
youth do know more about the new technology environment than most parents and teachers do. 
However, there is widespread apprehension surrounding the technology revolution. Many people 
predict that society will be splintered into a race of information, haves and have-nots, knowers 
and know-nots, doers and do-nots – what we call a digital divide. In addition, instead of using the 
challenging phenomenon of Wikipedia to teach the realities of information in the new world, 
many schools have been a movement to block and taken away the technology. Most teachers still 
expect the “real” teaching and learning to take place in a substantial classroom where knowledge 
is limited by physical classroom walls, contrived relationships and mind-numbing assessments.  

Research shows that educators who anticipate these issues are far much more than those who 
don’t. With this in mind, the following are the two common challenges- digital divide and 
traditional schooling that educators are likely to face. Specific suggestions on how to handle 
them are also given below.  

 
1.1 Digital Divide 

People become literate not just through a physical access to books but through education, 
communication, work connections, family support and assistance from all the social networks 
above. Similarly, technology can be well implemented to augment and improve existing social 
efforts and programs (Warschauer, 2003). Unfortunately, people have not achieved universal 
access to the opportunity, experience, skill and knowledge of using technology, as well as the 
equal ways that technology are used. In addition, educators have not taken adequate steps 
necessary to narrow the “gap” between those who have access and the skills to use such 
technologies as information communication technology (ICT), and those who have limited or no 
access due to linguistic, economic, educational, social and geographic reasons. The “gap” is the 
“digital divide" as most researchers call.  

For a decade, social scientists and educators have grown increasingly concerned about a 
societal split of digital divide. Tapscott (1998) issues a wake-up call to all educators that why 
some students lack access to the technological service and the information from these new 
technologies. It is the poverty that divides those who understand and use the new technologies 
and those who do no. Business, market, government, school and the community all join in an 
effort to solve the pressing issue to make all students have free and equal access to ICT. Yet, 
those who attempt to eliminate the digital divide simply focus on the provision of hardware 
without letting learners discover for themselves what technologies can do. Without explicit 
computer education usage, most children and other potential users still make no headway to learn 
how to really use computers as well as understand the meaning by using it. Wiring the schools 
and populating them with computers is necessary but not enough. Technology does not exist as 
an external variable to be injected from the outside to bring about certain results. It is woven into 
the social systems and processes and then brings relevant content into the community 
(Warschauer, 2003). 

Obviously in most rural villages, students face the truth that they do not have enough 
software and network service to run the computer easily, not to mention that they would have the 
opportunities to understand their communities. In order to equalize the opportunity to use digital 
tools and share the digital information, educators now believe that students outside of the first-
world, must get access with equally appropriate educational software and services free of charge 
provided by business organizations. Government can promote the provision of computers and the 
Internet access points in public places, like local libraries, stations and community centers. 
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Schools could be named as the most significant public space where, with ICT available, students 
are motivated with their own initiative. Otherwise, they will never have opportunities of learning 
technological.  

Wartella, O’Keefe, and Scantilin (2000), on the other hand, reach a conclusion about digital 
divide: 

Closing the digital divide will depend less on technology and more on providing the skills 
and content that is most beneficial....Children who have access to home computers 
demonstrate more positive attitudes towards computers, show more enthusiasm and report 
more enthusiasm and ease when using computers than those who do not (p. 8).     
 

More often than not, those students who have developed the most comfort with the 
technology are the ones who dominate the classroom use of computers, pushing aside less 
technically skilled classmates. However, this observation is not always correct. Those 
advantageous students may be skillful but still lack the ability to perceive and interpret the 
information of the technology. It is the information, which is meaningful to students and is 
learned through technologies, that counts. What is meaningful to the students and how they use 
(or do not use) different forms of the internet for meeting their objectives? ICT forms a social 
chain to people who have the same concern but not to people who have the same abilities to 
manipulate computer. It is not mainly “technology” per se that polarizes people into two groups, 
but is the access to the information that motivates a group of people to assimilate the new 
information or not in the dynamic social environment.  

 
1.2. The traditional structure of education 

We now live in a world where, with easy access, knowledge is abundant, yet we have yet to 
reconsider our traditional school model, which is based on the obsolete idea that knowledge is 
scarce. In school, students need “motivation” to learn new stuffs. Unfortunately, the educational 
response to applying technology into classroom is not always joyful. Schools tend not to be a 
magnetic place where students are discouraged to take any hand-on activities by using the 
technology. The reasons are as followed.  

First, teachers who do not have enough training in technology are reluctant to change their 
attitude toward using technology. Some teachers and school policy makers regard technologies, 
like mp3, digital camera, PDA, or the Internet as only recreations which might hinder students’ 
learning in school. They take away these powerful social technologies our students are already 
using to learn and tell them these tools are irrelevant to their learning. Blogs, wikis, facebooks 
and podcasts can only therefore be accessed and created from off-campus.   

Second, school is reluctant or is not well to put money on renovating computer equipment. I 
had such an experience. In my former school, each classroom equipped with an outdated 
computer that only provides simple typing software and often covered with dust. The school was 
unwilling to spend on equipping more technologies, so that most of teachers have to turn back to 
textbooks. In the end, the computers are aside forever.  

Lastly, teachers view themselves as the knowledge guide in school. Students should 
automatically take advantage of the opportunities to absorb what they have learned from the 
teacher. Perkin (1993) points out that school should prepare students for lifelong performance 
and for learning about distributing cognition. However, schooling seems to make the “person-
plus” a “person-solo” for the reasons of school’s open-end instructional settings and “fingertip 
effect.” Teachers lack the ability to scaffold learning and overlook the access of technology in 
which students gain mastery. Needless to say, students should be able to grasp higher-order 
knowledge- appropriate problem solving strategies and patterns of justification, explanation, and 
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inquiry characteristic of the discipline. Under such system, knowledge is assumed to burn in the 
textbooks only and the students’ achievement is evaluated merely by pencil-paper test.   

Understanding and mastering everything is not possible; therefore one should search 
whatever resources that can offer assistance. This is essential on education. Therefore, the 
education system needs to be redesigned and teachers need to be retrained. Educators should also 
rethink why students are uncomfortable and unwilling to stay at school. If educators regard 
themselves as knowledge coaches and view school as a whole educational environment, they 
should consider what content should be disposed in what kind of format under such environment. 
Innovative technologies cannot fully make up for educational professionals who lack innovative 
methods and merely replicate learning models repeatedly.  It is the key to understand the 
differences among students, and then provide applicable aid in order to remove the differences.  

Scadamalia & Bereiter (1996) suggest another way of school learning between “didactic-
instruction” classrooms and “child-centered methods.” Teacher strategies can make a major 
difference in the extent to which students engage in collaborative knowledge-building. With the 
support of technology, knowledge is rapidly being extended to give students access to the great 
bodies of information, especially through cyberspace (Scadamalia, 1996). Even though, the 
information is world wide, the knowledge created in the classroom could be more meaningful. 

Finally, our students need to be more confident and comfortable in school. They need an 
access to what they want the most- technology. Technology, especially the Internet, provides a 
social relationship between the physical setting and interpersonal organization. Through 
connecting to the Internet and communicating with friends or instructors, students stimulate their 
creativity and consolidate their confidence. Given students access to good technology, they will 
find a way-not just to assimilate it but to change their life circumstances (Tapscott, 1998). 
Students gain momentum stimulating themselves to actively continue studying forward, and 
making themselves from novice to expert.   

 
2. Constructivism Theoretical Framework 

Nowadays, psychologist, philosophers and educators change their direction from objectivism 
(knowledge is assumed to be acquired from instructors) to constructivism (knowledge is 
expected to be constructed by learners) because learners should have the opportunities to control 
their learning process, and knowledge is generated in an authentic context in which each 
learner’s personalities is taken into account. Duffy and Cunningham (1996) provide a unique 
perspective to view constructivism: The term constructivism has come to serve as an umbrella 
term for a wide diversity of views…(with the)…general view that (1) learning is an active 
process of constructing rather than acquiring knowledge, and (2) instruction is a process of 
supporting that construction rather than communicating knowledge.  

Learners must have some reliable and systematic way to test their observations and the sense 
they are making of the world around them (Driscoll, 2005). Instead of identifying the entities of 
knowledge, the constructivist encourages learners to identify their own learning goals, nurture 
their reasoning skills, cultivate critical thinking and foster reflective usage of knowledge in a 
constructivist condition which is a complex, realistic and relevant environment. In particular, 
multiple perspectives and social negotiation process can motivate and scaffold learners to 
accomplish learning goal more flexible than without.   

In addition, different methods of instruction are operated in different learning conditions to 
harmony with different instructional goals. Driscoll (2005) makes a statement that a user-friendly 
computer technology is widely available and offers an effective means for implementing 
constructivist strategies that would be difficult to accomplish in other media. However, in reality, 
it seems that there has been a focus on the physical machine when it comes to teaching with 
computer, rather than to use technology in an effective, integrated manner in the classroom. 
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Computer shouldn’t be an add-on or used as a time filler in class. It should be a means for 
reaching the instructional objectives in the classroom.  

Many academic writers have outlined conditions that must be met in order to create a 
constructivist learning environment. This paper is expanding upon the distilled work of Driscoll 
(2000), who identifies five key principles that define constructivist conditions for learning. I 
adopt these instructional principles as a background and a way to solve the problems I discussed 
above.   
 
2.1. “Embed learning in complex, realistic, and relevant environments” (Driscoll, 2000, 
p.382). 

Constructivists argue that classroom tasks often fail to provide the sort of contextual features 
that foster authentic learning activity. As a result, authentic learning needs teachers to bring real-
world problems to class, while students are asked to reflect the real world problem to scaffold 
their memory and boost their cognitive flexibility. McLellan(1994) states that knowledge must 
be learned in context (Petraglia, J. 1998).  During realistic learning activities, learning is not to 
discover the object itself and not an isolated event confined in school. School could then function 
as an authentic learning environment. Scadamalia and Bereiter (1996) support that schools need 
to be restructured as knowledge-building communities where through collaborative activities and 
the assist of technology, students gain motivation to adapt themselves into a local community, 
explain a problem raised by local issue and to negotiate their ideas with each other. 

Instead, knowledge is tangible, visible, and dynamic interwoven into an authentic 
environment. Reeves (1997) speaks about the importance of contextual learning in order for 
students to make connections between the problem and the solution. Learners acquire new data 
in a continuing process to manipulate real-world problems, to generate sub-problems, and to 
articulate their reasoning. With problems posed in various situations, learners can further their 
reasoning abilities. Problem-solving skills develop when the student is faced with multiple 
learning goals, that are complex and scaffold or build on one another (Driscoll, 2000), thereby 
increasing the depth of learning.  

Social context is of central importance to any learning experience (Bruckman, 2000). The 
way to approach authentic learning is applying technology into schooling where knowledge 
could be anchored and suited in a complex macro-context; meanwhile, cognitive apprenticeship 
supports learners to use different cognitive technology to solve different crisis in authentic 
activities. Students’ work can be present in dynamic systems, such as video-based format, 
narrative format, and computer software format. In addition, the strength of networked learning 
environment is their ability to help integrate a supportive social context with the computational 
context. With different technologies, learners have opportunities to learn and interact with 
experts and peers to get feedback and to revise in their social physical context. 

 
2.2. “Provide for social negotiation as an integral part of learning” (Driscoll, 2000, p.382). 

Knowledge is brewed and distilled by teams of people, teachers, experts, and learners, rather 
than by isolated efforts. Duffy and Cunningham (1996) note that learning is an inherently social-
dialogical process. Hence, the reason for using groups is to promote the dialogical interchange 
and reflexivity. Collaborative study tactics help students to give up reciting and develop their 
understanding of the whole interconnected system through a series of communication, sharing, 
and feedback, within a team. In addition, social negotiation allows students to learn to write and 
test the effectiveness of his work by sharing it with groups of peers. Students then rework their 
work developmentally, based on the feedback offered by themselves, their peers, and their 
teachers. Driscoll (2005) explains the value of this process: Dialogue in a social setting is 
required for students to come to understand another’s view. Listening, or reading privately, is not 
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sufficient to challenge the individual’s egocentric thinking. Collaboration not only allows the 
learners the chances to see learning activities models but also provides them the opportunities to 
negotiate their thinking among themselves. 

Naturally, people with similar interests commute with each other through newsletters, 
broadcast, or television shows. Thus, such knowledge sharing can assume more sophisticated 
functions as it moves online. Network facilitates the collaborative learning via vast 
communication services, interactive media, and overcoming the space-time obstacles. 
Collaborative work allows for classrooms to be more cooperative than competitive. Koschmann 
(1996) advocates Computer-Supported Collaborative Learning (CSCL) as a paradigm shift from 
previous ways of individual conceptualizing learning with computer to a socially oriented 
constructivist viewpoint. Computer still plays an important role in learning but the major benefit 
of CSCL is the advantage of learning in a situated setting, in which learning is observably and 
accountably embedded in collaborative activities. Students view one another as resources rather 
than sources of ridicule. Particularly, collaboration through the Internet motivate students as 
worldwide collaboration provides an appealing way for students to gain internet skills and meet 
different people while attending to regular classroom activities. As students learn to work in such 
social circumstance, to use tools as practitioners use them, to enter a special community and its 
culture (Koschmann, 1996), students come to increasingly shaping how to respond to real-world 
problems and think of problem-solving as an exercise in team work. Thus, learning is a process 
of enculturation (Koschmann, 1996). 
 
2.3. “Support multiple perspectives and the use of multiple modes of representation” 
(Driscoll, 2000, p.382). 

A classroom committed to constructivist practices would promote students to generate their 
own investigations which would require access to varied and large amounts of current and static 
date. Students would become more adept at gathering their own resource information and 
evaluate this information. Teacher would realize that students need to encounter the same 
concept in a variety of ways and situations with varying goals and expectations. Providing 
different types or aspect of technology sources, which stimulate students’ sensory organs, creates 
new paths for learning. Driscoll (2000) states that viewing the same content through different 
sensory modes (such as visual, auditory, or tactile) again enables different aspects of it to be seen. 
Revisiting the same material, at different times, in rearranged contexts, for different purposes, 
and from different conceptual perspectives is essential for attending the goals of advanced 
knowledge acquisition (Spiro et al., 1991).  

Knowledge is constructed through multiple outlooks in multiple times rather than reproduced 
by multiple textbooks.  It is now largely accepted among constructivists that hypermedia can be 
effectively used to encourage students to think about ideas, theories, literary works…from a 
variety of perspectives (Driscoll, 2000). I believe this synthesis of the multiplicity in perspective 
and representation are respond to the multiple intelligences proposed by Howard Gardner who 
laid out seven dimensions of intelligences (Visual/Spatial Intelligence, Musical Intelligence, 
Verbal/Linguistic Intelligence, Logical/Mathematical Intelligence, Interpersonal Intelligence, 
Intrapersonal Intelligence, and Bodily/Kinesthetic Intelligence). This gives teachers a new field 
of vision that traditional pencil and paper test does not capture or conclude the full range of 
students’ intelligences and knowledge need to be presented across multiple intelligence 
dimensions to benefit each student.  
 
2.4. “Encourage ownership in learning” (Driscoll, 2000, p.382). 

Learner ownership is promoted as illustrating the student-centredness of constructivist 
learning (Honebein, 1996) and has been proposed to be important in terms of motivation to learn. 
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It is impossible that students construct knowledge just by passively receiving, acquiring, and 
accepting it. Students need to be involve by positively participating. Teachers do not behave as 
an expert controlling students’ learning process even though the teachers may have specific 
learning objectives in mind. They should serve as facilitators or a coaches pointing out the sights 
that must be seen. Learning must meet the needs of the individual student who, in the 
constructivist model, does not passively accept the agenda of the teachers (Driscoll, 2000). 

Encouraging ownership in a classroom setting had positive effects on learning. Students are 
in control of what, when, and how they learn. Students find their personal value about 
understanding how the knowledge and skills developed during learning might be useful in 
situations outside the original learning environment. They then feel that they are proactive 
learners who can control their learning process and can make decisions. By stressing students’ 
input, they feel accountable to be responsible for their learning and they grasped material more 
firmly, exhibited higher levels of inquiry and pursued tasks independently.  

Multimedia learning technologies create opportunities for students to take their ownership 
through learning. Students are encouraged to study cases, initiate strategies, do simulations, tell 
stories and solve problems.  Students then learn far beyond the scope of the course requirements.   
 
2.5. “Nurture self-awareness of the knowledge construction process” (Driscoll, 2000, p.382). 

Nurture self-awareness of the knowledge construction is a learning condition that 
constructivists assert is essential to the acquisition of goals such as reasoning, understanding 
multiple perspectives, and committing to a particular position for beliefs that can be articulated 
and defended (Driscoll, 2000). Learners construct their own reality or at least interpret it based 
upon their perceptions of experiences, so an individual’s knowledge is a function of one’s prior 
experiences, mental structures, and beliefs that are used to interpret objects and events (Jonassen, 
1994). 

When students have the chance to use computer, their learning process becomes active and 
self-directed. They are aware of their own role in constructing knowledge which leads them to a 
great sense of responsibilities and which is acquired for a recognizable personal purpose. The 
new knowledge is a source of power and is experienced as such from the moment it begins to 
form in the students’ mind (Papert, 2000). Once our students attain a level of self reflexivity- an 
attitude students understand how to create meaningful knowledge through their learning process, 
they can be capable of self-assessment and then employ a deeper understanding of the learning 
content. This is an emphasis on learning process rather than specified outcomes. The process of 
learning is just as important as the end result. In addition, students would respect the perspectives 
of others and in these circumstances, it is likely that learning outcomes will be less predictable 
and may vary from learner to learner 

Over all, the development of learning environments should be based on the principles, such 
as to embed learning in a complex, realistic and relevant environment, to provide a social 
negotiation as an integral part of learning, to support multiple perspectives and use of the 
multiple modes of representation, to encourage ownership in learning and to nurture self-
awareness of the knowledge construction process (Driscoll, 2000). 

 
3. Integrating Technology in a Constructivism Classroom 

People nowadays are used to fast paced, multi-sensory and highly interactive comforts. These 
electronics are brought to us by technical revolution that rapidly lowered prices can be afforded 
by most of the schools. Educators must concede that using technologies is no longer a luxury. 
Technology is capable of changing the educational signpost from focusing on individual 
student’s abilities and formal knowledge and demonstrable skills to create an authentic, 
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challenging, interactive and immersive learning environment. Therefore students can utilize 
technology as a mode of learning, rather than as a tool within the existing system.  

Technology can serve a variety of purposes in a classroom through the following three kinds 
of methods. 
 
     3.1. Anchored instruction 

Technology can make use of anchored instruction. Anchored instruction lies within the social 
constructivist paradigm. Put the students in the context of a case where problem-based story 
(situate cognition) is presented and then students work in a small group to think about and work 
on to solve the realistic (or relevant) problems. It also enables students to notice critical features 
of the problem situation and to experience the changes in their perception and understanding of 
the anchor as they view the situation from new points of view (Bransford, 2000). Much of the 
problem solving involving students as the crew is at the center of the outstanding “Jasper 
Woodbury” program which is in attempt to engage content and contexts for solving 
mathematical problems and a series of videodisc-based adventures-“The Voyage of the Mimi” 
provides opportunities for learners to immerse in scientific exploration of whales and Mayan 
cultures.    

In both of the projects mentioned above, as students are introduced to new concepts and 
frames for thinking, they see the effects of the information on the problems they confront 
(Bransford, 2000). Students then develop solutions while teacher facilitates and coaches them 
through their learning process. In addition, these two projects providing video-based anchors 
instead of purely verbal instruction to students has the same idea with what Bransford (2000) 
suggests. In that, video-based anchors contain much richer sources of information than are 
available in the printed media; video-based anchors have the ability to perceive dynamic, moving 
events to facilitate comprehension; video-based anchors assist integral resource rather than only 
linear elements. Moreover, video-based anchors give students the opportunities to conditionalize 
their knowledge. This would increases the chances of spontaneously using that knowledge to 
solve new problems that students will confront later on.  

I strongly agree with applying anchored instruction in teaching because anchored instruction 
supports a new concept different from traditional teaching. It requires students to use knowledge 
from a variety of areas, not just one “area.” These knowledge could be found outside their 
textbooks, or along with textbooks, help students form critical thinking, problem solving skills 
and also apply newfound learning style. It is helpful to motivate students to learn on their 
initiative and to think effectively through a series of learning processes.  
  
    3.2. Computer-supported intentional learning environments 

The Computer Supported Intentional Learning Environment (CSILE) is a network system 
that provides a communal database for student use. It was designed to function as an 
environment to support students in purposeful , intentional, and collaborative learning in a local 
network environment. It is behind the concept of knowledge-building discourse. It has similar 
affordances to Computer-Support-Collaborative Learning but has deeper concept of research on 
intentional learning, process aspects of expertise, and discourse in knowledge-building 
communities. These combine to support the following three propositions: focus on problems and 
depth of understanding; decentralized, open knowledge building with a focus on collective 
knowledge; productive interaction within broadly conceived knowledge-building communities. 

Scadamalia (1996) argues that whether a classroom can function as a knowledge-building 
community or not. Restructuring schools as knowledge-building communities is needed to get 
the community’s efforts directed toward social processes aimed at improving these objects, with 
technology providing a particularly facilitative infrastructure. He views such knowledge-building 
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community classroom as a third way between an individual mastery “didactic-instruction” 
classroom and “child-centered method” classroom. A classroom needs to foster transformational 
thought, both on the part of students and teachers, and that the best way to do this is to replace 
classroom-bred discourse patterns with those having more immediate and natural extensions to 
the real world (Scadamalia, 1996).  

Basically, CSILE cooperate all the characteristics of constructivism, such as problem solving 
strategy, authentic learning environment, collaboration, self-reflection… to name a few.  
Teachers can integrate CSILE to a school curriculum and cooperate with several disciplines. 
Students select different communication modes, such as text, video, audio, animation to generate 
their own "nodes" which relate to the topic under study. These “nodes” are available for others to 
comment on, leading to dialogues, and an accumulation of knowledge. With this kind of 
technology support, knowledge is rapidly being extended to give students access to the great 
bodies of information, especially through cyberspace. Even though, the information is world 
wide, the knowledge students created in the classroom is more meaningful to them. 
 
  3.3. WWW-Multimedia information sources and multifarious perspectives 

Technology could serve as information sources and provides a large range of multimedia 
styles of information, especially through the appealing the World-Wide Web. The use of World-
Wide Web as an open-ended research tool has had an enormous impact on classrooms (Goldman, 
2002), especially with its friendly affordable cost. This idea has captured the imagination of 
school administrators, teachers, and parents hoping that problems of education could be solved 
by providing each student with access to the most current knowledge (Graves 1999). Take a look 
at MIT OpenCourseWare which seeks to provide free and searchable access to MIT’s 
multimedia course materials for educators, students and self-learners around the world. It is just 
one of millions of places where we can learn on the Internet. 

In addition, multimedia styles, such as text, graphics, sound and vide, making the Internet 
very popular with students of all ages and all different intelligences. This would perfectly fit for 
anchored instruction in that a teacher demonstrates or a group of students search the Internet to 
see context of a problem which might include text, pictures, narration, sound, animations or 
graphics. Features, such as in “The Voyage of Mimi” adventure videodisc, make virtual tours 
and simulations available to students. Then, students can use the World-Wide Web to research 
information needed to solve the problems, identify pictures, graphics, video and audio clips that 
help them develop a solution to the problem.  

Furthermore, technology enables students to broaden their scope. We build and apply 
technology programs in our class, not simply based upon rigid objectives in the curriculum but 
we think that different technologies can shape, supply or change our students’ point of views 
toward different information. Technologies functions as filters or lens through which individuals 
interpret their viewpoints in different ways. Goldman (2002) establishes the Point-of-Viewing 
theory that viewers and readers actively layer their viewpoints and interpretations to draw forth 
emergent patterns and themes (Goldman 1996a &1998a) which also could serve as the 
foundation of building up perspectivity technologies.  

Perspectivity technologies puts the emphasis on the ongoing interplay of personal and 
collective knowledge and provides a new vision for learning and teaching because they address 
how the personal point of view connects with evolving discourse communities. It sees 
collaboration is a process, an ongoing dialectic between individuals and groups which is never 
complete, never finished. Goldman (2002) mentions that using perspectivity technologies, 
learners—like stars in a constellation—are connected to each other within a force that enables 
them to change their position and viewpoint yet stay linked within the larger and also moveable 
construct of the total configuration of many constellations, galaxies, and universes. I believe that 
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when our students gain the ability to “filter” enormous information through different 
perspectives, they would be successful to transfer relevant information into their mind 
spontaneously.  

 All in all, according to constructivist approach and constructivist learning principles, 
employing a variety of technologies, websites and the virtual learning environments, creating 
microworlds and hypermedia designs for learning, applying collaborative learning, problem-
based learning and goal-based scenarios, making tools accessible to learners, and using distance 
learning applications like computer-conferencing and videoconferencing would serve to 
implement the multiple constructivist conditions for learning (Driscoll, 2000) and promise to 
promote students’ autonomy, social and interactive skills which all contribute to developing a 
more confident, pro-active and responsible individuals. 
 
Conclusion 

The development of constructivism approach into learning environment has proved fruitful, 
both in theoretical and applied cognitive science. The paper first identifies two core problems- 
digital divide, and traditional structure of education, that should concern all of us who care about 
the development and well-being of our students. Then, it examines Driscoll’s five principles to 
define constructivist conditions for learning. Driscoll’s predicts support the factors that are 
essential for successful learning in a multimedia environment and bring a learner-centered 
learning condition which can effectively enhance students’ academic achievement. Since, 
constructivism theory tends to be incorporated to assist the students develop cognitive, and 
affective knowledge through an interactive, instructive, intuitive, and fun process. Several 
methods of integrating technologies are presented to implement constructivism theory.   

In short, there are an extensive room to discuss the strength and weakness in using 
technologies. Even though, some would say young children are victims of technology, especially, 
in the cyberspace, in that they have not fully mastered to cautiously choose the novel and 
abundance information from the Internet which might influence their moral development. 
However, change is inevitable with the rapid growth of technologies. Dynamics of integrating 
different technologies indeed offers a wide range of possibilities for constructing a 
constructivism classroom and shapes our students to be full, active, creative, and responsible in 
this new electronic culture. It is educators’ responsibilities to choose the delivered content and 
educators should be more positive about the technologies which still bring students more benefit 
than without. 
 
Related Web links 
 
 Digital Divide Project:  

One Laptop per Child   http://laptop.org/ 
50×15 initiative   http://www.50x15.com 
Uganda Connectivity  http://www.uconnect.org/mission.html 
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Reverse Epidemiology in Cholesterol Levels in a Chronically Inflamed Population 

 
Introductions: Study authors have reported that atherosclerosis and cardiovascular disease 
(CVD) are primary causes of morbidity and mortality in the general population for a number of 
years. Though it is clear that dyslipidemia is associated with atherosclerotic development in the 
general population, it is less clear the role lipids play in the disease progression of malnourished 
and diseased patients with chronic inflammation.  Reverse epidemiology is a term that has been 
used to describe a process that is counterintuitive in End-Stage Renal Disease (ESRD) patients 
and has generated considerable dialogue with most studies published to date constituting 
reviews.  It has been defined as paradoxical outcomes of mortality and morbidity associated with 
traditional and nontraditional risk factors of cardiovascular disease with reports suggesting that 
elevated lipid levels in ESRD patients may have a protective effect. A common measure of the 
malnutrition-inflammation complex in ESRD patients has been serum albumin levels.  Levels 
below 3.8 g/dL have been associated with increased mortality in chronic kidney disease (CKD) 
and ESRD patients. Therefore, the purpose of this study was to discover the differences in lipid 
levels in ESRD patients when compared to albumin levels with novel measures of cholesterol 
subfractions. Methods Lipid profiles and serum albumin levels were collected from ESRD 
patients (N=117) who were recruited from two dialysis clinics.  Patients donated 20 milliliters of 
blood after a 12h fast. Patients were placed in an albumin group (>3.8 g/dL) or a hypoalbumin group (< 
3.8 g/dL). Statistical Analysis: Differences in cholesterol values and albumin levels were 
measured by a one-way ANOVA.  A step-wise multiple regression was calculated for lipid 
variables that predicted albumin levels. All data is presented as mean ± standard deviation (SD) 
with p <.05 considered significant.  Results: A stepwise linear regression model utilized albumin 
levels in g/dL as the outcome variable and tested the significance of additional covariates added 
to the model.    Large LDL loaded first (p = 0.0001) followed by LDL (p = 0.0001) and LDL 
particle size (p = .002). ANOVA revealed significant differences in LDL levels (p = .001), large 
LDL (p = .0001), LDL particle size (p = .038), and HDL (p = .045), with each variable reporting 
a reverse epidemiology effect with less risk associated with the hypoalbumin group.  Total 
cholesterol was significantly different between groups (p = .050) and did not demonstrate a 
reverse epidemiology effect.  LDL particle number, VLDL, large VLDL, and triglycerides were 
not significantly different.  Discussion: Traditional lipid risk factors associated with 
cardiovascular disease are accelerated in ESRD patients.  Additionally, mortality associated with 
cardiovascular disease outcomes occurs in 20-25% of patients annually.  Consequently novel 
finding regarding ESRD patients and cardiovascular diseases are of paramount importance.  Our 
study demonstrated a reverse epidemiological effect with LDL, large LDL, LDL particle size and 
HDL agreeing with the few database studies on this subject 2,8,10.  Interestingly, findings that 
emerged with triglycerides suggested a trend towards a reverse epidemiological effect as well, 
but were not statistically significant.  A step-wise linear regression identified LDL, large LDL, 
and LDL particle number as significant predictors of serum albumin levels.  This supports 
previous research suggesting a reverse epidemiological effect can occur in ESRD patients and 
not supporting the same studies regarding HDL which typically is lower in ESRD patients with 
low albumin levels. 
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Art and Science is sometimes viewed as opposing, but are united in many ways.  With the 
increased awareness of the benefits of cross-disciplinary studies, it is important to show 
how different subjects impact one another.  In this manner, Visual Arts is greatly bound 
to Chemistry in several ways.  Pigments are usually synthetically produced to conjure all 
the colors of the rainbow to produce many great masterpieces.  However, these hues were 
first produced by naturally occurring minerals and plants.  To paint a “green” or 
environmentally friendly picture, more of this type of methodology should be applied 
within the classroom.  The information presented will illustrate how purple cabbage juice, 
along with other types of produce derivatives, can be used to help formulate a canvas to 
hold works of art.  Acids and bases are then used as types of “paints” to modify the 
chemical structure of the anthocyanin pigment held within the cabbage juice foodstuff.  
Using this classroom activity, students will understand the importance of using natural 
pigments, how colors can be manipulated, the formation of color gradients, and the ways 
in which canvas media can impact an individual’s work.  From the scientific side, 
students will appreciate the use of indicators, molecular structure, and concepts regarding 
acids, bases and pH. Most importantly students will be shown the interconnection 
between the Sciences and the Arts. 
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Figure 1.  A reproduction of Andy Warhol's Marilyn using cabbage juice 
indicator infused paper.  Baking Soda mixed with water at a pH of ~10, oven 
cleaner with a pH of ~12 and citric acid mixed with water at a pH of ~2 was 
used in the recreation with bond paper as the medium. 
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Figure 2.  Various household products tested on cabbage juice infused water 
color paper. 
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Figure 3.  Examples prepared by J. Sloan, secondary school Visual Arts 
teacher. 
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a)  

b)  
 
Figure 4.  Student examples:  When orange and brown were not a possibility solely 
through the use of indicators, other “green” alternatives were used.   
Red = lemon juice; Yellow = drain cleaner; Brown = coffee grounds; Orange = Chili 
powder. These pictures were produced by a) Suvethikah Nithiananda b) Nerosanth 
Selvarajah 
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Mentoring Relationships in Academe: Differing Perceptions and Benefits 
Elvira S. Balinas, Ph.D. and Carmela S. Dizon, Ph.D. 

Angeles University Foundation, Philippines 
 

Abstract 
 This study was conducted to describe the mentoring profile and perceptions of mentoring 
relationships in universities in Pampanga. Findings describe the mentoring philosophy, mentoring 
activities, mentor functions, mentor self-concept of mentor respondents in universities in 
Pampanga.  In terms of perceived benefits of mentoring relationship, both mentor and mentee 
respondents highly recognize the importance.  However, there is a significant difference between 
mentors and mentees’ perceptions  on the mentee’s role in the mentoring relationship. 
 

Introduction 
In an economy where cost containment and quality are important issues, retention of 

faculty members can present a problem in education.  Issues such as low faculty salaries and 
heavy workloads have caused difficulties in retention (Sullivan, 2001).  Issues affecting 
recruitment and retention especially among private education institutions include the declining 
student enrollment, lack of job security, educational preparation and increased job opportunities 
for teachers abroad.   

 
Several studies of higher education in the Philippines have revealed the relative 

inadequacy of academic staff (Acedo, 2000; EDCOM, 1994).  The fact that the surge of student 
number has not kept pace with the number of qualified academic staff has reinforced the 
skepticism.  In the 2004 CHED bulletin, only 17, 999 teachers out of 79, 466 teachers in the 
private higher educational institutions have Master’s degree.  Because of the dearth of qualified 
faculty even at public institutions, private institutions face a major hurdle in this Area.  Both 
institutions are finding it difficult to keep qualified academics in the face of marginal salaries and 
poor facilities.   

 
The foregoing supports the need for a faculty development in the most effective way.  

Mentoring faculty members has been recognized as a significant component of faculty 
development and retention, and an important constituent of the academic environment (Zeind, 
et.al, 2005). Some researches (Feinman-Nemser & Beasley, 1997;  Haselkorn & Fidler, 1996; 
Kochan & Ganser, 2002) point to mentoring as an effective strategy in efforts to recruit and retain 
new and beginning teachers.  
 
Theoretical Background 
 

Literature in a variety of fields including education, business, and the health professions 
extols the advantages of mentoring, particularly for novices and for those seeking advancement.  
Among the most commonly noted benefits are personal, affective, social, and professional 
development (Clutterbuck, & Meginson, 1999; Freedman, 1993), academic success, (Evans, 
1992), professional advancement (Mullen, 1997), and guidance in avoiding making political, 
social, or professional errors (Funk & Kochan, 1999). 
 

Making use of mentoring relationships as a way to enhance professional development 
activities is not a new idea. The concept of the experienced professional, as a mentor, serving as a 
wise guide to a younger protégé dates back to Homer’s Odyssey. The Greek poet Homer told the 
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story of Ulysses and his son Telemachus in The Odyssey, describing how the son was entrusted 
by his father into the care of Mentor (Clutterbuck, 1991; Rosenbach, 1993). Mentor was old and 
wise, and took charge of Telemachus’s education, helping him to mature, to learn courage, 
prudence, honesty and a commitment to serving others. The word “mentor” was born.  

 
Based on this literary description, the world has been provided with a lasting image of the 

wise and patient counselor who serves to shape and guide the lives of younger, less-experienced 
colleagues.  
 

Today, mentoring is widely recognized (at least in countries abroad) as an extremely 
beneficial career development tool. Studies have shown that having a mentor is a top factor 
affecting an employee’s success, career satisfaction, and whether they stay with an organization.   

( http://www.uscg.mil/hq/g-w/g-wt/g-wtl/mentguid/ . available: April 19, 2006) 
 
According to Zeind, et al. (2005), Faculty Mentoring Program is important for faculty 

development and retention and achievement of academic and institutional goals. By establishing a 
Faculty Mentoring Program, universities can achieve two purposes: novice teachers are given a 
good start in their first teaching assignment, and experienced classroom teachers are recognized 
and rewarded for their knowledge and skills.  

 
During the 14 years that this researcher has been teaching in the university, she has come 

to realize that this position brings with it more roles and responsibilities that she first imagined.  
While she was prepared, at least partly, to face the specific duties associated with classroom 
teaching, such as lesson preparation, testing, and grading, she was not fully prepared for the 
peripheral responsibilities that accompany this job.  Among the responsibilities that she had not 
anticipated is that the occupation places her in a position where she can be viewed as both a role 
model and a mentor.  The same experience challenges a few number of faculty in the university 
who serve as role models and mentors.   

 
The researcher thus ponders upon the definitions of role model and mentor and how the 

image of the mentor is constructed among the minds of junior teachers.  This brings to the 
realization that it is important to have baseline information relevant to mentoring in order to 
effect changes among novice teachers. Faculty who are new to the academic setting, typically 
have limited formal training in academic activities (Zeind, et.al, 2005).    

 
 

In view of the foregoing, a descriptive research was carried out to describe the 
mentoring profile and perceptions of mentoring relationship in universities in Pampanga.  The 
five research questions the study aimed at answering were (a) How may the respondents be 
described in terms of age, sex, educational attainments, teaching experience (b) How may the 
profile of mentoring in universities in Pampanga be described in terms of Mentoring 
philosophy, Mentoring Activities, Mentor Functions, Mentor’s Self-Concept (c) What are the 
perceptions of the mentors and the mentees on  mentoring relationships in terms Benefits of 
mentoring relationships, Mentee’s role in the mentoring relationship, Mentor’s role in the 
mentoring relationship (d) Is there a significant difference between the mentor’s and the 
mentee’s perceptions of mentoring relationships. 

 
 

Method 
 

2010 HICE Proceedings - Page 2207

http://www.uscg.mil/hq/g-w/g-wt/g-wtl/mentguid/


Participants 
 

The target population of the study consisted of all mentors and mentees in the universities 
of Pampanga. Mentor and mentee classifications were based on the nature of positions handled 
and number of years of teaching experience. Deans, Assistant Deans / College Secretaries, and 
Department Heads were classified as mentors (regardless of their length of teaching experience) 
while full-time faculty members who have five years or less of teaching experience in the field 
were classified as mentees. 

 
 

The actual respondents of the study were obtained through the following sampling 
procedures: (1) For Mentors: Total enumeration of faculty members with supervisory positions 
was done in all colleges of the universities included in the study. In other words, all Deans, 
Assistant Deans / College Secretaries, and Department Heads in all colleges in the schools 
mentioned under “Research Locale” were included as Mentor-Respondents; (2) For Mentees: At 
least five (5) mentees per college per school were taken as respondents. In cases when there were 
less than five full-time faculty members in the college who have five years or less of teaching 
experience, only those who meet the said criteria were taken as mentee-respondents.   
  
Research Instruments 

 
Two sets of self-administered questionnaires were used in the study:  
 

1. Perception of Mentoring Relationships Survey (PMRS). This instrument was devised by 
Professor Sandra Harris (Chair, Psychology Department, University of Troy, Montgomery 
Alabama).  

 
2.  Survey of Mentoring Practices in Universities.  The instrument was administered only to 
mentor-respondents. This was devised by the researcher to describe the current faculty mentoring 
profile of each university.  This consists of four parts namely, mentoring philosophy, mentoring 
activities, mentor functions, and mentor self-concept. 

 
Procedure 

 
 For the procedure, the following were undertaken: 1) the preparation and validation of 
Mentoring Profile Questionnaire which was then administered to mentor respondents in 
universities in Pampanga; 2) the administration  of the tool on Perceptions of Mentoring 
Relationships to both mentor and mentee respondents; 3) the review of existing literatures and 
programs relevant to mentoring; 4) the preparation and designing of the proposed faculty 
mentoring program; 5) the evaluation of the proposed faculty mentoring program by experts; and 
6) revision of the proposed faculty mentoring program based on the evaluation. 
 
 
Results  
 

1. Profile of the Respondents 
 
Mentors were widely distributed in terms of age and majority of them are female.  Most 

of the mentors and mentees are master’s degree holders.  Mentors’ length of teaching 
experience ranged from two (2) to thirty-five (35) years with a mean of 12.98 years although 
majority of them (57.1%) had been teaching for ten (10) years or more. Majority of the 
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mentees (54.1%) had been in service for three (3) years or less or four (4) to six (6) years 
(43.5%). Average length of service of the mentees was 3.27 years. 

 
 

2. Mentoring Profile 
 
The bulk of the mentor-respondents perceived the mentor-mentee relationship as “a 

conversation, or dialogue, between the mentor and the mentee within a productive, results-
oriented context.”   

 
In terms of mentoring activities, Mentor-respondents generally agree that they “often” do 

the preparation activities, pre- and post-lesson discussion and lesson observation activities in their 
respective universities.  On the other hand, they “rarely” do the use of video in observing their 
mentees. The use of video recording is seldom done most probably because of the lack of 
material resources and manpower support for this purpose. Moreover, teachers in general would 
feel apprehensive about the idea of being videotaped while teaching.    

 
With regard to mentor functions, mentors generally ”often” perform the mentor functions 

such as encouraging the mentee to express his/her feelings, discussing the importance of setting 
realistic goals, getting a detailed account of the mentee’s progress at work, referring the mentee to 
other people in the organization, providing verbal support, establishing a schedule of regular 
meetings, etc. The mentor-respondents “sometimes” perform the function on suggesting that their 
mentees consult a professional when they inform them of serious emotional or psychological 
problems.  This is understandable as there is some sort of stigma, at least in the Philippines, 
associated with consulting professionals for emotional or psychological problems, unlike in other 
countries such as the United States where this is just an ordinary practice and which is even part 
of the usual health program benefits of employees.  Moreover, suggesting to the mentee that 
he/she consults a professional when a serious emotional problem occurs exemplifies a 
“confrontive focus” function where the mentor challenges the mentee to examine any 
unproductive strategies or behaviors.(http:www.trainers-trainer.com/au/cgi-
bin/storelite.cgi?page=PAM). 

 
When mentors were asked on what can be possibly done so they could facilitate effective 

mentoring, they agree that more time for personal research could help them perform their mentor 
functions effectively.  Also viewed with almost of equal importance is the provision for training.   
 

Mentors generally ”agree” on the statements that reflect professional experience and 
competence such as enjoying the subjects taught , setting high standards for oneself, using a 
variety of teaching methods, being looked up to by others in terms of subject expertise, seeing 
oneself as competent, being able to explain things in various levels of complexity, being looked 
up by others in terms of professional ideas, and valuing the importance of professional 
development. 

Also, the mentor-respondents “agree” on the qualities that reflect attitude and character such 
as willingness to find reward in service rendered, being able to support and help without 
parenting, being tolerant, offering assistance in areas that give others problems, and accepting 
people without making judgments. 
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In terms of Communication and interpersonal Skills, most of the mentors “strongly agree” 
that they see themselves as people-oriented, good listeners, and sensitive to the needs and feelings 
of others. 

3.  Perceptions of the Mentors and the Mentees on Mentoring relationships 

Both the mentor and mentee respondents highly recognize the benefits of mentoring 
relationships  such as encouragement, guidance, shared experiences, having a role model, and a 
chance to learn from the experiences of others. However, in the items under communicating 
positive and negative feelings and a source of psychosocial support, the mentees’ perceptions do 
not parallel with those of the mentors’ 

 

Both mentor and mentee respondents generally appreciate the mentee’s role in the mentoring 
relationship. There are only two areas in which both respondents’ perceptions differ.  These are 
the items on willingness to follow mentor’s advice and mentee’s should communicate with their 
mentors on a regular basis.  Mentoring relationships are personal in nature and require direct 
interaction, time and care (Jacobi, 1991) so communication on a regular basis may be of help in 
facilitating mentee’s development. 

 
 

As regards mentor’s role in the mentoring relationship, the respondents are fully aware of the 
mentor’s role in the mentoring relationship 
 

4.  Test of Difference 

There are no significant differences between mentors and mentees’ perceptions on the 
benefits of mentoring relationships except for two items.  However, for mentees, the benefits of 
mentoring relationships are only on a professional level. They most probably see mentors as 
authorities or experts who can direct them towards a meaningful career path but not as personal 
confidants. 

There are significant differences between mentors and mentees’ perceptions on the 
mentee’s role in the mentoring relationship.  Mentees expressed relatively lower levels of 
importance on them being willing to accept the advice their mentor gives, being willing to follow 
the advice their mentor gives, being willing to learn from their relationships with their mentors, 
communicating with their mentors on a regular basis, and understanding the amount of time that 
they may require of a mentor. 

In terms of mentor’s role in the mentoring relationship, There are no significant 
differences between mentors and mentees’ perceptions on the mentor’s role in the mentoring 
relationship.  Both mentors and mentees generally put high importance on a mentor being able to 
provide guidance to those who need it, being available to provide encouragement when it is 
needed, being able to advise individuals in the areas that they need assistance, being good teacher, 
being a role model, having good listening skills, and being able to provide the support that is 
needed. 
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Introduction 
 

Can community leadership development help to reduce poverty?  During 2006 - 2008 

more than 1,000 people in 21 rural North Dakota communities explored the causes of poverty 

and then worked together to build leaders to address this difficult issue through a program called 

Horizons. Horizons is an 18-month educational program funded by the Northwest Area 

Foundation, and delivered by experienced state and regional higher education institutions to help 

communities build leaders to reduce poverty. These institutions provide training, coaching and 

technical support in each Horizons community (Horizons, 2008).  

Background 

Horizons is a community leadership program aimed at reducing poverty in small rural 

and Native American communities which are faced with economic decline and demographic 

change. The program explores perceptions about sources of poverty and builds a stronger 

community leadership base to help address this issue through informal Extension education 

programming. To build this leadership base, a shared leadership model is used that allows 

connections among individuals and organizations within the community create an environment 

to assist in strategic visioning, building trust, meeting goals and fostering open communication 

(Allen, Morton, Li, 2003). While many leadership programs develop and foster individual 

leadership skills, a shared leadership model program allows the group to work together to 

accomplish a common vision and goals. The Horizons program offers opportunities for shared 

leadership and transformational learning throughout. “Transformational learning can be 

described as a continuous process of knowledge discovery, integration, application and 

reflection. The goal is not to accumulate more knowledge but to expand the capacity to produce 

the desired results by applying the knowledge” (Bethel, 2004).  
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The Horizons program puts emphasis on the transformational approach which acts as a 

catalyst for change in people’s lives. Transformational education is the process of not only 

informing people, but helping them to apply what they have learned to reach desired results in 

their communities.  Transformational education is one of four parts of the educational strategy 

for Horizons. The other three parts include facets of a four-part matrix (Figure 1) developed by 

Maggie Bethel (2004) adapted from Merrill Ewert (1999): 

1. Information:  the actual “information” provided by Extension personnel that represents 

straightforward items such as the components of the Horizons program. 

2. Content transmission: This strategy provides the answers to people’s problems. This is 

often training within a group setting. Individuals in Horizons communities were trained 

in a leadership curriculum to deliver or transmit to others. 

3. Facilitation: Horizons community members engaged in this high process/low content 

facilitation often in the community conversation portion of the Horizons program. 

 

Figure 1. Educational Process Model for Transformational Education 
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A transformational community building process such as Horizons requires various factors 

to be in place to insure a greater likelihood of success. Successful efforts involve widespread 

participation that is representative of the community as well as ongoing and continuous 

(Mattessich, Monsey, & Roy, 1997). Representative participation brings the talents of a diverse 

group of community members to the table and increases the likelihood of linking to partners. 

Shared opportunity for leadership around an issue by a representative and ongoing group can 

increase the likelihood of acceptability of the community building endeavor. 

 Shared leadership as defined by Pearce and Conger (2003) is a “dynamic, interactive 

influential process among individuals in groups for which the objective is to lead one another to 

the achievement of group or organizations goals or both.” Shared leadership is not determined by 

positions of authority but rather the capacity of teams to influence peers and by the needs of the 

team at any given moment (Pearce & Conger, 2003).  

 Elements of a shared leadership model include: 

1. A balance of power – power is relational, not positional. Webs of influence are built 

instead of a chain of command. 

2. Shared purpose – clear messages are articulated that align with the shared vision. 

3. Open communication – information is dynamic and freely circulated among 

membership. 

4. Shared responsibility and accountability – There is flexibility in the leadership roles 

and people and roles are not fixed. 

5. A respect for process – participants self-organize. 

6. Embrace differences – New forces are embraces and new information that comes 

from difference experiences continually change the situation and how others respond. 
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7. A Value for partnerships – working together in complex real-world situations 

involves multiple partnerships (Lundy-Allen, 2008). 

The goal of most leadership development programs is to help participants learn the best 

way to work with their community to work on goals that achieve a specific vision. In a shared 

leadership model, leadership skills are not embedded in the individual participants but in group 

relationships that work to accomplish the goals set forth by the community or organization. The 

Horizons program seeks to use this shared leadership model to accomplish the goals and action 

ideas around poverty set forth by each community. 

Program Description 

Communities must apply to be in the Horizons program and have a population of less 

than 5,000 and at least a 10% poverty rate. The program is funded by the Northwest Area 

Foundation whose mission is to help communities reduce poverty in Minnesota, Iowa, South 

Dakota, North Dakota, Montana, Idaho, Washington and Oregon.  

The Horizons program is an intensive, 18-month community based process that involves 

four major components; (a) small group conversations on why there is poverty in a community, 

(b) a nine-module leadership individual skill building training program, (c) visioning activities 

involving at least 15% of the community population, and (d) customized curriculum based on 

idea implementation that come from visioning activities (Northwest Area Foundation, 2007). 

Each component builds on the previous one and allows participation by many community 

members. By completing the entire Horizons program, a community can expect:  

1. A community-wide understanding of poverty and ways it can be solved. 

2. More people in leadership roles in the community.  

3. Community leaders who come from all ages, backgrounds, and incomes. 
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4. Individuals with better skills to help lead community discussions and move the 

community toward action. 

5. People who can present ongoing leadership training in the community. 

6. Money to sustain community strategies for poverty reduction and leadership.  

7. Connections to many organizations and hundreds of other Horizons communities 

that can help for the long haul. 

8. Changes from within the community that allows their work to continue long term 

(Horizons, 2008).  

Results 

  The Horizons program was evaluated externally at multiple points. The overall goal of 

the Horizons evaluation was organizational learning to enhance the capacity to produce results 

around poverty in these rural communities. Empirical information was used to help the program 

assess progress as well as to make changes that lead the way to enhanced effectiveness. The 

program’s organizational stakeholders helped create, and were an integral part of this evaluation. 

The evaluation focused on and documented outcomes to reinforce the Horizons’ value of 

accountability to communities. 

Evaluation methods included quantitative pre- and post-surveys that were used with the 

community conversation and leadership portions of the program (Klatt & Taylor-Powell, 2005). 

The small group community conversations on poverty utilized material from the Study Circles 

Resource Center now Everyday Democracy. The guiding principle of the study circles process is 

to connect deliberate dialogue to social, political and policy change. It is a process that engages 

small groups of people in a dialogue around an issue providing an open and fair venue for 

discussion by all participants. Over 970 individuals participated in a portion or all of the Study 
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Circles conversations across North Dakota in January – March, 2007. A total of 101 youth and 

679 adult participants completed the post-survey which was paired with the pre-survey and used 

to assess knowledge gained and the likelihood of further action on poverty. Items included 

knowledge on the causes of poverty, kinds of poverty, reasons it is difficult to get out of poverty, 

and potential strategies to reduce poverty. All items in the survey increased at a statistically 

significant level.  

The second component of the Horizons program focused on leadership training for local 

residents. This training utilized a nine-module program called LeadershipPlenty® which seeks to 

bring individuals together to take action on community issues. LeadershipPlenty® addresses 

communication, conflict resolution, partnerships and other leadership topics. A total of 622 

North Dakotans participated in all or portions of the LeadershipPlenty® training during March – 

June, 2007. Using a survey with a five-point Likert scale, participants reported a statistically 

significant change from pre to post on 16 items that included knowledge, attitude and behavior 

change regarding leadership issues.  

A qualitative panel study was also conducted throughout the 18-month process with a 

select sample of community members at several intervals. Panel studies are a particularly 

effective way to assess long-term and cumulative effects, and are particularly effective in 

revealing changing attitudes and patterns of behavior – key variables in the Horizons program. 

The panel study included both in-depth interviews and surveys of panel members.  

Finally, blogging was used a qualitative method for community members to tell their 

story as they went through the Horizons program phases. Stories from a community member 

perspective on the community blogs can be found at: www.northdakota.communityblogs.us 
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Conclusions/Recommendations 

Twenty-one Horizons communities completed the Horizons program in early 2008. 

Fifteen additional North Dakota communities began their 18 month program in the fall of 2008 

and will complete in 2010. The program has allowed communities to learn together, develop new 

leaders by participating in conversations and training on poverty, and finally to take action on 

issues affecting their community. Highlights of the pre- and post surveys and panel evaluation 

indicated: 

1. Horizons is a complicated, difficult program model but was successfully 

implemented, and viewed as a positive, tested, systematic long-term process by 

communities.  

2. The Horizons experience was highly valuable by communities. Most (87%) of 

Horizons panel study communities believe they are “better off” because of the 

program and most (90% of communities) would participate again.  

3. Horizons mobilized very substantial numbers of people from all demographic 

sectors to discuss poverty and create plans for the future.  

4. The community dialogue (Study Circles) was arguably the most valuable 

component of the program, engendering both new knowledge and a deepened 

understanding of poverty and its ramifications in communities. 

5. The Study Circles process will continue to be used, in Horizons communities 

for other difficult issues, and is widely perceived as a valuable model for 

community problem-solving. 
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6. The program and its LeadershipPlenty® curriculum have produced a new 

understanding of community leadership and recognition that effective 

community leadership is shared leadership. 

7. Participants acquired specific new knowledge and new leadership skills and put 

those skills to work for community benefit. 

8. In each Horizons community new leaders have been identified and empowered. 

9. Well over half of the panel study communities assert that there is now more 

openness, more communication, and more opportunities for input in community 

decisions.  

10. Horizons resulted in significant positive changes in the level of civic 

engagement. 

11. Considerable energy and activism has been engendered in Horizons 

communities, and communities are implementing a significant number of new 

activities for community enhancement and poverty reduction. 

12. Communities have implemented a number of structural changes, including 

the development of new partnerships among community organizations and 

the creation of community 501(c) 3 organizations that will allow the work 

begun in Horizons to be sustained (Morehouse, Stockdill, Kroll, 2008). 

 

Challenges and Missed Opportunities 
 

1. Poverty remains a difficult, sometimes troubling and challenging issue, and it is 

clearly difficult for communities to sustain the focus on poverty.  

2. While a majority of communities are implementing activities that can address 

poverty, most have trouble articulating a direct link to poverty reduction.  
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3. To a great degree, community activities are aimed at ameliorating poverty rather 

than creating longer term solutions to poverty such as education, job skills 

training, youth mentoring, etc.  

4. Because poverty is a very difficult topic in many communities, we believe that 

both attitudes and activities will take time to change and mature.  

5. We have concluded that clear definitions of poverty and precise expectations for 

community poverty reduction were not always provided. Data make it clear that 

a clear, consistent and relentless focus on poverty is necessary for community 

success.  

6. Other challenges going forward will include finding the right fit of the program 

with Native communities, tacking the difficult issue of race, and finding ways to 

blend an energized group of new leaders with those established and elected 

leaders in communities. 

Although challenges remain as Horizons enters Phase III, the data clearly indicate that 

Horizons II has been an impetus for leadership and civic change in high poverty, small, rural, 

and reservation communities, as well as in Delivery Organizations. All data sources confirm that 

Horizons II has been a successful program, and a benefit to the Northwest Area Foundation 

region (Morehouse, Stockdill, Kroll, 2008). 
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(Below is the keynote address given at the Association of Teacher Educators summer 
conference Reno, Nevada  August 2009.  This address was presented as a poster session 
t the Hawaii 2010 conference) a
 
 
When I was a young boy I played the accordion.  I performed competitively and 
actually won several state and national awards.  However,  I never liked being 
on stage and was really very much afraid  especially, when I would forget the 
piece I was playing and right there in front of everybody I would freeze  what a 
nightmare it was for me.  My father however continued to encourage me and 
told me that it made no difference what piece I was playing  and that I should 
just keep on going and have fun and that is what it’s all about 
 
At one competition in Chicago, at the age of 11, and it just so happens to be in 
December, I was on stage in front of hundreds of people and was playing a very 
well known accordion piece called “The Flight of the Bumble Bee”…  Towards the 
end of the piece I completely forgot how it ended!  I remembered what my 
father had told me so I smiled to the crowd and kept on playing and blended the 
piece into the Christmas tune Jingle Bells…  the crowd cheered, thinking I was 
being cute and thought it was great!  My father thought I was so clever  I never 
told him what really happened. 
 
I’m still a little uncomfortable in front of crowds but I promise you I won’t play 
the accordion!  It is doubtful that I will be cute… but I am hopeful that you will 
find some meaning in my address and perhaps it will remind you of the mentors 
in your life and cause you to think about who might be “looking at you” as a 
entor! m

  I am honored to be here 
 

  I am a teacher educator just like you 
Ø
Ø
  I bring with me 24 years experience in mentoring and 19 years as an IMA 
oard member  
Ø

  Thank you President Digby and the conference planning committee  
b
Ø
Ø  My most recent publication is a chapter in the 2009 Handbook of Formal 
Mentoring in Higher Education 
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  For me, that continuum began with the mentoring of at risk youth 
Ø


  From t at experience, evolved the mentoring of faculty 

  Mentoring is a continuum 
Ø
Ø h
  That faculty then “shapes”, or mentors, our candidates who are our future 
achers 

Ø
te
  These future teachers are the ones  ho will shape and change the school 
lture while mentoring our students one at a time 

Ø w
 

  Therefore, we have come full circle 
cu
Ø
  What started as mentoring of atrisk youth evolved to mentoring of faculty 
ho then mentors our future teachers who will shape our future youths 

Ø
w
 
ØKouzes and Posner (1999) “We don’t do our best in isolation. We don’t get 
extraordinary things done by working alone with no support, encouragement, 
expressions of confidence or help from others.” 
 
  Nejedlo (1987) presents a simple definition of mentoring as “a process which 
individuals share their experience, knowledge and skills with a protégé 
 
 
R
 
  In 1986, I had planned to go to Belize with USAID 

OOTS OF MENTORING 

Ø
 
Ø  I had just completed my Ph.D. in Educational Psychology and did not want to 
e another University se

 
  My research allowed me to connect with many institutions and individuals Ø

 
Ø  One individual was Dr. Poland  he was my chosen mentor, though he did 
ot know it n
 
  I got to know his life challenges and the decisions he had to make Ø

 
Ø  He asked me “what I was running away from?”,  and that they needed me at 
NY CU

 
  His frankness, caring and sincerity was what convinced me to stay Ø

 
Ø  How many of you have had a person like Dr. Poland in your life? 
 
M
 
ØI started by working with atrisk youth 

ENTORING PRACTICES 
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Ø  From high school youth peer mentoring to college students as mentors to 
mmunity leaders/business CBO’s as mentors to parents as mentors co

 
Ø  Years of involvement in mentoring design, program implementation and 
mentor program evaluation helped me identify research questions and 
ming up with empirical and practical data  co

 
  I became aware of the power of mentoring as a change agent Ø

 
Ø  I eventually detached myself from the funding agencies and concentrated 
on the core of mentoring  the mentor/mentee relationship and the culture in 
which we all work in 
 
Y
 
Ø  Ronnie was out of school for two years and living on the streets in NYC, the 
Bronx.  He was put in a stayinschool mentor program, although he was 2 or 3 
ars older than the other kids 

OUTH MENTORING (RONNIE) 

ye
 
  I was eventually assigned as his mentor Ø

 
Ø  From the the beginning, I was firm in dealing with Ronnie.  He had to be 
punctual and I always started by asking how he was doing at school 
omework, etc.) (h

 
Ø  He shared that it was difficult and that he could not relate schoolwork with 
is life living in the streets h
 
Ø  I just kept insisting that he stay in school and pass all his classes.  But, he 
always had a way of diverting the attention from himself and putting the focus 
on me.  What did you do at my age?  What was your family life like?  How did 
u get to be a professor? yo

 
Ø  After our last scheduled meeting, Ronnie disappeared….   And that was it! 
 
FA
 
ØAs a faculty member I tried to apply some of the strategies I had 
learned/observed from my mentoring experiences to how I worked with my 
lleagues. 

CULTY MENTORING (MENTOR APPLICATION) 

co
 
Ø  I made a major effort to apply some of the positive outcomes of what I had 
learned from the many mentor/mentee relationships that I had been able to 
observe over the years and apply them to how I worked with my faculty when 
I became their Chair.  I knew that I could have an impact on the way 
individuals see themselves and work with others. 
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Ø  Through the mentoring of my faculty I was going to change the way we do 
business in our Department and how we interact with one another. 
 
 
FA
 
Adjusting to a new culture can be a challenge, Trubowitz & Robins, (2003) 

CULTY MENTORING II (A NEW ATMOSPHERE) 

Ø
 
Ø  Knowing and understanding the procedures and hidden rules of a new 
organization can be stressful and problematic. Having an informal or formal 
mentor can thus be a great help. I used my own experiences in transitioning to 
San Francisco State University from the City University of New York to 
lustrate the realities of adjustment to a new organizational structure. il
 
Ø The fact that faculty referred to me as “Dr. Avani” was indication of a more 
rmal atmosphere where I was both Chair and faculty    fo

 
Ø  I needed to understand the nuances of the new culture and quickly adapt. 
There were many lessons learned during my first year.  
 
FA
 
ØReflecting upon the role of mentors in my life had helped shape my 
nderstanding of the needs of both the mentor and mentee 

CULTY MENTORING III (SECRET MENTORS) 

u
 
Ø  Although I was immersed in a completely different culture, it took me a 
inimal amount of time to determine whom I could trust. m

 
Ø  I observed these colleagues in different settings and determined who were 
oth knowledgeable and respected by their peers b
 
  The process of observing led me to the selection of “secret” mentors Ø

 
  In some cases, these individuals did not even know me Ø

 
  I was a quiet, observant mentee, learning from a variety of informal 
entors who never realized the importance of their roles 

Ø
m
 
 
FACULTY MENTORING IV (INFORMAL MENTORING) 
 
Examples of Informal Mentoring (mentor to junior faculty) 
 
Ø  Review of their draft articles and grant proposals 
Ø  Assistance with RTP organization, strategies and materials 
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Ø  Advice with a difficult student issues 
Ø  Suggestions and resources related to their teaching assignments 
Ø  Help with instructional design and delivery (curriculum and syllabi) 
Ø  Assistance with technology integration in instruction 
Ø  Guidance on peer and personal matters 
Ø  Social interaction during collegial breaks 
 
FACULTY MENTORING V (FORMAL MENTORING) 
 
The acknowledgment of existing informal mentoring led to the approval of a 
planned formal mentoring program 
Ø  A formal mentoring process was a significant change for the department  
Ø  Fullan (2001) cites the main dilemma at the beginning of any change 
process as “whether to seek majority agreement before proceeding versus 
being assertive at the beginning”   
Ø  Fullan (2001) also set the criteria for exercising assertive leadership “You 
can get away with assertive leadership when you have a good idea, and when 
assertive initiation is combined with empowerment and choices”  
Ø  Since I knew that formalizing the mentor program was a good idea, and that 
I would combine it with empowerment and choices for faculty as the process 
nfolded, a new mentorship program was initialized for the department u
 
 
FACULTY MENTORING VI (THE MENTOR PROGRAM)   
 
ØThe formal mentor program was launched in the fall of 2004  
Ø  The idea of formal mentoring was explored and developed by faculty in 
small groups  
Ø  The overall objective was to initiate a program in which mentoring would 
be an expected norm, thereby creating a department that functioned 
collectively: Hecht, Higgerson, Gmelch, & Tucker, (1999)  
Ø  Two sets of mentor/mentee partnerships made up the first formal 
mentoring pairs. I became the first Mentor in the formal program. The first 
mentee was a newly hired faculty member.  
Ø  The mentoring meetings occurred once a month, and if either the mentor or 
mentee had any specific concerns, either could initiate contact anytime.  
 
FACULTY MENTORING VII (THE MENTOR’S ROLE) 
 
ØThe Mentor focused on three obstacles facing most new faculty  teaching, 
writing, and collegiality: Boice (1992)  
Ø  The mentoring relationship became similar to the mentoring relationship 
defined by Stone (1999), as one of shared experiences, wisdom, and political 
savvy  

2010 HICE Proceedings - Page 2230



Ø  The presence of the department chair in the mentoring role made other 
faculty members aware of the process, which was verbally confirmed and 
discussed during faculty meetings  
Ø  The transparency of the Mentor and the mentoring process developed 
purpose, understanding, and support for the formal mentoring process for the 
faculty as a whole 
Ø  A year later, another new faculty member was hired, and once again the 
Chair assumed the role of Mentor  
 
FACULTY MENTORING VIII (MENTOR’S CHALLENGES) 
 
Ø  Several months into the semester, two issues became apparent which 
affected his role and relationship with the new faculty and other’s observing 
the relationship 
Ø  First, he had a feeling that his position might have made a difference in the 
interactions and even in the honesty level of his mentees during meetings and 
discussions. Was his role somehow influencing mentor/mentee discussions 
and actions? 
Ø  Secondly,  the Chair’s mentor modeling created an assumption among 
faculty that he might be a permanent mentor 
Ø  With these thoughts in mind,  the Chair determined that it was time to 
expand the formal mentoring to faculty members 
Ø  A volunteer Mentor was solicited.  The Chair became the mentor to the 
Mentor.  
Ø  Over a 2year period, through modeling, dialogue, and faculty involvement, 
a formal faculty mentoring program in the department was put in place 
 
FACULTY MENTORING IX (MENTOR ASSIGNMENTS) 
 
ØThe issue of gender was raised by a faculty member.  The two new faculty 
members were female and the Mentor was male.  The faculty member cited 
Duff (1999) to support the samegender mentoring model.  It was agreed that 
future mentor assignments would take gender into consideration. 
Ø  Assignment of mentors within a formal mentoring program is a delicate 
balancing act 
Ø  Mentors know the department and can answer almost any procedural or 
policy question; they can make sure that the mentee knows what to do and 
will point out the consequences of not following established procedures and 
policies; however, according to Dagenaris (1996) 
Ø  “The assigned mentor may not be the individual with whom the mentee 
feels optimum level of comfort. The assignment process, therefore, needs to be 
fluid and flexible, open to input from both the mentor and the mentee” 
 
FACULTY MENTORING X (A NEW MENTEE) 
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Ø  The new volunteer Mentor took on a new faculty Mentee who was of the 
same gender 
Ø  The new faculty member lived across the country and faced both personal 
and professional needs in making the transition  
Ø  The newly hired tenuretrack faculty member had met her assigned mentor 
during her interview for the faculty position and had spent time talking at 
length with the professor about both professional and personal concerns  
Ø  Correspondence between mentor and mentee was through email and 
telephone, with both mentor and mentee reporting that initial contacts were 
“extremely positive”  
Ø  After the initial orientation and assimilation process, both faculty members 
were eventually assigned to a shared office 
 
FACULTY MENTORING X (CULTURE CHANGE) 
 
CREATION OF A POSITIVE WORKFORCE CULTURE 
Ø  We realized that the mentoring process, with its emphasis on our 
centerpiece task of teacher preparation, had begun to change the culture of 
the Department.  The mentoring process was a vehicle for cultural change. 
Ø  If we could change the culture of our Department/teacher preparation 
program, then perhaps we can change the culture of public education one 
teacher at a time….. 
Ø  Deal and Peterson (2001) asserted that new cultural forms emerge when an 
existing organization is open to “cultural revolution”   
  
 
TEACHER CANDIDATE MENTORING I (CHANGE) 
 
An estimated 75 percent of San Francisco teachers received their training at 
San Francisco State University 
Ø  I observed that the new interactions/relationships that were taking place 
with the faculty were also taking place with faculty and teacher education 
candidates 
Ø  Could we somehow continue with the mentoring and its impact on the 
dispositions of our teacher education candidates? 
Ø  Research has shown that teacher candidates don’t do what they are taught 
but fall into the way things are at any given school site.   Their first years are 
focused on surviving and getting to know the rules of the game.  They are in no 
position to “change” the culture 
 
 
TEACHER CANDIDATE MENTORINBG II (FULL CIRCLE) 
 
Ø  If 75% of the teacher are home grown at SF STATE, then we have a very 
good chance of not only making change, but as our student teachers become 
the teachers of record (hired) and they then in turn become the master 
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teachers that guide/mentor our teacher candidates – then we have come full 
circle.        
Ø    The teachers of these young adults are the individuals that will help shape 
the minds and souls of the youth that will be our future leaders.   We can have 
a direct impact on changing the world….. 
Ø  I have come full circle from where I started  the young adults that I worked 
with in the Bronx have now become the youth of today in San Francisco and 
hopefully other places around America 
Changing the World – One Teacher at a Time! 
 
EPILOGUE I (NCATE) 
 
ØOur profession, through our accreditation body – NCATE, expects institutions 
to assess dispositions based upon observable behaviors in educational settings. 
Ø  Specifically, the two professional dispositions that NCATE expects us to assess 
in our candidates are fairness and the belief that all students can learn 
Ø  Our teacher education candidates will only be the mentees for a short time 
and then they will be the mentors to a new cohort of student teachers as they 
pass on our professional values and dispositions 
Ø  As teacher education mentors  we have an obligation to model both best 
practices and these appropriate disposition  
Ø  To this end it will be their first discovery of their place as teachers, and for us 
as teacher educators, it takes us back to our beginnings 
 
EPILOGUE II (BEGINNINGS) 
 
I share with you this quote from T.S. Eliot 
"The end of all our discoveries will occur when we arrive where we began and 
know the place for the first time.” 
I hope that my address this afternoon has “awaken” the mentor in each and 
every one of you.  The power that we hold as teacher educators is tremendous. 
 We CAN change the world by the influence we have on our teacher candidates. 
 It is our responsibility to make sure that they hold the professional attitudes, 
values, and beliefs demonstrated through their verbal and nonverbal behaviors 
as educators as they interact with students, families, colleagues, and 
communities.  
 
EPILOGUE III (ACTION) 
 
This year, the ATE conference was created around the these themes: 
      (1) A = Advocacy, 
(2) C = Collaboration, 
(3) T = Technology, 
(4) I = Internationalization, 
(5) O = Outcomes, and 
(6) N = Need. 
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I hope that my address here today has touched upon the importance of our role 
as mentors and the conference themes around advocacy and collaboration. 
 
EPILOGUE IV (ACKNOWLEDGEMENT)  
 
I want take this time to pay tribute to Dr. Wagner – my University 
Supervisor/mentor when I was earning my teaching credential in the early 
seventies.  And Ms. Barbara Rupp  my master teacher.  She told me to never 
give up and to tell my students to always reach for the moon and that some day 
they will touch it!  
I hope that all of you here today will continue to inspire and mentor, so that 
collectively we can change the world! 
  
Thank you  
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Comparison of Traditional Cholesterol and Cholesterol Subfraction Risk Categorization 

 
Introduction: End stage renal disease (ESRD) is associated with abnormal lipoprotein 
metabolism that significantly contributes to an accelerated progression of coronary artery disease 
with advanced risk profiles in patients. Additionally higher rates of mortality and morbidity 
associated with cardiovascular outcomes among ESRD patients are reported than in the general 
population.  Study authors have reported the process of heart disease to consist of many factors 
that are independent of total cholesterol in ESRD patients, specifically cholesterol sub-fractions, 
particle number and particle size. One study demonstrated the presence of small, dense LDL 
particles was associated with more than a three-fold increase in the risk of CHD.  Study authors 
have reported patients with normal LDL cholesterol yet elevated risk using LDL particle size and 
number creating a “disconnect” in risk categorization.  Therefore, the purpose of this study was 
to examine the relationships between cholesterol measures and differences in risk stratification 
when using ATP-III guidelines compared to cholesterol particle number and size in ESRD 
patients. Methods: Lipid profiles were conducted on 541 ESRD patients who were recruited 
from two dialysis clinics and were presently chronic hemodialysis patients.  ESRD patients had 
lipid samples collected after a 12h fast.  Patients had their lipid profiles measured using gel 
electrophoresis (Quest Diagnostics Dallas, TX) for assay of a standard clinical lipid profile 
(triglycerides, total cholesterol, HDL, LDL, and TC/HDL ratio). Particle size and number was 
measured using NMR spectroscopy (LipoScience Inc., Raleigh, NC).  Results: End-Stage Renal 
Disease patients (N=541) were recruited for this study with 287 (53.05%) females and 254 
(46.95%) males comprising the study group.  Patients averaged 60.98 years of age (SD=14.82) 
and 30.63 (9.88) months on dialysis.  Lipid measures averaged 161.94 mg/dL (41.78) for total 
cholesterol, 99.27 mg/dL (35.23) for LDL cholesterol, 1042.87 (381.59) for LDL particle 
number, 21.11 nm (4.32) for LDL size, 40.96 mg/dL (12.67) for HDL cholesterol, 25.50 nm 
(14.23) for large HDL and 127.26 mg/dL (80.97) for triglycerides.  Pearson’s correlation 
coefficients revealed a strong significant correlation between LDL cholesterol and LDL particle 
number (r2=.802, p=.0001) and a significant inverse correlation between LDL particle number 
and size (r2= -.374, p =.0001).  A weak non-significant correlation existed between LDL 
cholesterol and LDL size (r2= .041, p=.649).  A Pearson correlation also revealed a strong 
correlation between HDL cholesterol and large HDL (r2=.884, p=.0001).  A one-sample 
Kolmogorov-Smirnov test for normality was calculated (p=0.097), revealing a normal 
distribution. Using the ATP-III recommendations for LDL cholesterol risk stratification, 289 
(53.4%) patients fell into the optimal category, 151 (27.9%) in the near optimal/above optimal, 
74 (13.68%) in the borderline-high, 22 (4.06%) in the high, and five (.92%) in the very high 
categories (Figure 1).  Based on the NCEP-III guidelines 4.98% (borderline-high and high 
combined) of patients were considered to have elevated risk for CHD. For LDL particle size, the 
patients were grouped into categories according to LDL particle size definitions for Phenotype A 
(>20.5 nm) and Phenotype B (<20.5 nm).  Using these definitions, 86 (15.9%) patients were 

2010 HICE Proceedings - Page 2235



classified as Phenotype B and 455 (84.1%) patients were classified as Phenotype A (Figure 2).  It 
should be noted that Phenotype B has been associated with increased risk for morbidity and 
mortality.1   Using the new HDL cholesterol levels of the third report, 255 (47.1%) patients were 
placed in the high risk category (<40 mg/dL) and 46 (8.5%) in the low risk HDL cholesterol 
category (>60 mg/dL), with 240 (44.4%) not meeting either criterion (Figure 3).  Additionally, 
142 (26.2%) patients were at-risk using Large LDL (>8.8-13 nm) stratification with 399 (73.8%) 
designated as low-risk.   

   
Discussion: Properly identifying at-risk patients for heart disease is necessary for targeting 
therapy in patients with ESRD.  The purpose of this study was to compare the relationships 
between cholesterol measures and risk stratification of ESRD patients when using traditional 
lipid profiles with stratification using new emerging risk-factors of particle size and number. 
Current research supports a well-established link between LDL particle size and number and 
CHD risk.15-21 The results of this study indicate that future analysis should address whether these 
factors place more ESRD patients at-risk and whether particle number is predictive of particle 
size as discovered by previous study authors. The novel finding of this study may help to identify 
LDL particle size as an independent risk factor for coronary artery disease among ESRD 
patients.  Further research is needed to discover is these differences may be more predictive of 
morbidity and mortality within ESRD patients.   
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Abstract 
 

Boundary spanners are individuals who play a key role in the success of educational partnerships 

between public schools and universities by carefully considering all participants’ perspectives. 

University faculty members who serve as boundary spanners assume major responsibilities in the 

development and growth of a Professional Development School (PDS) model. This article shares 

the challenges and rewards experienced by a boundary spanner in a developing PDS relationship. 

Personal experiences surrounding challenges specific to this setting are shared along with 

practical implications for other partnership settings. The work of a boundary spanner can be 

difficult, but the reward of a shared vision for education is mutually beneficial to all participants. 
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Experiences of a Boundary Spanner: Improving School and University Partnerships 

 

In 2007 I left behind 18 years of elementary classroom teaching to accept a faculty 

position at a local university. I transitioned into this position by spending one year in both 

settings. I continued to teach sixth grade as I served as an adjunct professor teaching a reading 

methods course to undergraduate elementary education majors. The following year I resigned 

from my elementary teaching position and joined the university faculty full time.  

 I have worn many professional hats. I have been a classroom teacher, a mentor teacher 

working with student teachers in my classroom, a part time university faculty member, and a full 

time faculty member all in the same small school district. I have participated in the formation of 

our school district/university partnership from its inception both as a K-12 representative and as 

a university representative. I have lived in both worlds and I have experienced this partnership 

from two sides. I have seen the good and bad, and I understand the different responsibilities and 

roles. I am a boundary spanner.  

The purpose of this article is to share my experiences as a boundary spanner from both 

the school district and university perspectives. I outline problems I have faced as a boundary 

spanner and the solutions I have constructed to establish a successful working relationship with 

school and university colleagues. I reflect on the promise of the boundary spanner role in 

building mutually beneficial relationships with a common goal for successful education for all. 

By sharing what is working in my particular setting, I hope that other boundary spanners will 

glean practical suggestions applicable to their situations as well. 
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What is a Boundary Spanner? 

 According to a report from the joint task force of the American Association of State 

Colleges and Universities and the National Association of State Universities and Land Grant 

Colleges (Crossing Boundaries, 2004), boundary spanners are individuals who bridge the gap 

between universities and K-12 school districts. They are central to success, and they assume 

major responsibilities across the partnership. They facilitate trust, communication, and action. 

They link the university, schools, and community. Boundary spanners connect schools and 

universities to create networks and to share knowledge and ideas. They implement strategies that 

benefit the partnership as a whole, not just one institution.  

Boundary spanners are those faculty members, teachers, and principals who are able to 

bridge the missions of the different partnership members. They provide information, experience, 

and contact. They place their expertise and experience in service to all members of the 

partnership and are an active participant in both the culture and life of each organization 

(Crossing Boundaries, 2004). Teitel (1996) defined a boundary spanner as an intermediary who 

commutes, literally and figuratively, between the schools and the university and plays a critical 

role in the formation and success of educational partnership. Goodlad (2004) described the 

boundary spanner as a “hybrid educator” who works in multiple communities of practice. 

 Boundary spanners are key members of a Professional Development School (PDS) 

partnership model (Teitel, 2003). The PDS model promotes the complementary missions of 

public schools and universities, that is, to promote teachers’ instruction and students’ learning in 

K-12 schools, and to provide a rich, productive professional teacher training and induction 

experience for those studying to become teachers at colleges and universities. Specifically, a 

PDS has a fourfold mission: (a) to prepare new teachers, (b) to provide professional development 
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for teachers, (c) to conduct inquiry directed at improving practice, and (d) to enhance student 

achievement (Teitel, 2003). 

A Study of Boundary Spanner Roles and Expectations 

Two of my university colleagues, who are boundary spanners themselves, conducted a 

study of the PDS setting in Wyoming in which I have been, and continue to be, a participant in 

various roles (Parkinson & Welsh, in press). They interviewed teachers and university faculty in 

the PDS, inquiring about participants’ perceptions of partnership roles and the challenges and the 

results of working within this relationship. They wanted to learn if authentic, cross-cultural 

collaboration is possible between a university and public school districts.  

Parkinson and Welsh (in press) found that, in our rural setting, school and university-

based partners tended to have very different perspectives, if not misunderstandings, of the roles 

of a member in a PDS. For example, while university faculty reported being respectful of mentor 

teachers and student teachers by waiting to be invited into the classroom, mentor teachers 

reported feeling that the university faculty were disinterested, uncommitted, and unwilling to do 

the work needed to establish a successful partnership because they had not initiated visits. 

Mentor teachers reported an expectation of formal observations of student teachers, professional 

development, and the facilitation of discussions between mentors and student teachers. These 

expectations, however, were never clearly articulated to faculty, leaving faculty not to feel fully 

utilized.  

In short, roles of participants in the partnership were never clearly defined, leading to 

misconceptions on the part of the individual members. For example, mentor teachers reported 

that they believed the university faculty only wanted to engage in professional development with 

them because of a lack of work while their students were in the field. In reality, however, 
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university faculty did not lack for something to do given their teaching, research, and service 

loads, but desired to engage in professional development because they felt it a worthwhile 

endeavor (Parkinson & Welsh, in press).  

 Parkinson and Welsh(in press) concluded from their study of our PDS setting that 

boundary spanners in our partnerships will continue to face challenges of becoming hybrid 

educators unless work within these systems becomes more transparent and the importance of all 

stakeholders is made clear. They further concluded that the boundary spanners in our setting will 

have to work on developing trust and open communications among one another as we face the 

continuing challenge of bridging the gap between the university and K-12 school settings. 

My Experience as a Boundary Spanner 

Forming a PDS 

As an elementary teacher I was invited to participate in the formation of the PDS model 

in our state between our university and school districts. I traveled with faculty members to 

observe other PDS sites in neighboring states and to meet regularly with stakeholders in our 

community. I began to see movement along the three-stage partnership continuum that Teitel 

(2008) described. On this continuum, partnerships begin with little or no connection between 

members. The next stage is a transactional relationship where partners acknowledge a 

commonality of purpose and work toward efficiency in reaching individual and collective goals. 

The final stage is a transformative relationship wherein partners retain their identities but are 

willing to learn from and with each other.  

Partners in a transformative relationship work more collaboratively with a greater 

willingness to explore and implement deeper changes in practice. Our PDS relationships began at 

stage 1, with little or no connection between the schools and universities. As we all began a 
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journey with a common goal of improving education K-12 and preparing high quality teacher 

candidates we moved into the transactional stage, such that we established a commonality of 

purpose and acknowledged and adjusted to one another to be more effective and efficient at 

reaching common goals.  

Getting Stalled 

Teitel (2008) argued that transactional partnerships do not come close to tapping the full 

potential of the relationship which can involve professional renewal. The ultimate goal is to 

reach the transformative stage in which the partners maintain their own identities but are willing 

to learn from and with each other with a common purpose and a willingness to change and adjust 

as needed.  

Reflecting on the work of Parkinson and Welsh (in press) and their study of my PDS 

setting, I believe that we stalled at the transactional stage of Teitel’s (2008) continuum. We 

shared a common purpose and were making adjustments to be more effective, but we had not yet 

developed the shared mission of education K-12 children and preparing pre-service teachers. It 

has been my goal in the PDS in which I supervise student teachers to move to a more 

transformative partnership. In the following section, I address the challenges I have faced and 

how I have addressed these concerns to work toward this transformative partnership. 

Problems and Solutions 

Different Responsibilities  

One of the concerns expressed to me by mentor teachers often was that university faculty 

only desired to be in classrooms because they needed something to do while their students were 

out in the field. This revealed a lack of understanding as to faculty supervisors’ roles and job 
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requirements. Many of the teachers in the elementary school where I supervise student teachers 

have remarked that when my students are in the field I must have a great deal of free time to fill.  

To address this concern, I began by reflecting on my own experiences as a classroom 

teacher and later as a mentor teacher. As a teacher, I was consumed by a very demanding job 

with ever increasing responsibilities due to standardized testing and new curricular requirements. 

I honestly gave little thought to what university faculty did to fill their days, and I believed that a 

university faculty member who spent an hour or two once a week in my classroom could not 

possibly have as many demands on their time as I did as a classroom teacher. After all, I spent 

every hour of every day mentoring, supervising, and coaching the student teacher in my 

classroom, in addition to the numerous requirements of my job.  

Understanding the perspective of mentor teachers was the first step in spanning the 

boundary that existed between mentors and the university faculty in regards to these differing 

perspectives. Then, prior to the arrival of student teachers in their classrooms, I shared with 

mentors my transition to the university setting and explained how my perspective had changed 

having become a faculty member. I described the responsibilities of tenure and promotion, the 

pressures faculty face in conducting research and publishing the results, and the very different 

evaluation process faculty experience. These informal conversations helped mentor teachers to 

begin to look outside of their own classroom walls. 

One of the most practical things I have done to span this boundary is to provide each 

mentor with a detailed copy of my schedule. I highlighted the times that I would be visiting their 

classrooms for formal observations and highlighted other times I would be available for informal 

visits. I also noted on this calendar my schedule of meetings, classes, and university 
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requirements, which conveyed to the mentors in a subtle way the multiple demands on a faculty 

member’s time.  

Along with a semester calendar, I also sent mentors a weekly email reminder of my 

visits. This email detailed my weekly schedule and the times I would be available to meet in 

person or talk on the phone. This is another reminder that I have obligations on campus and that I 

am not left without anything to do in the absence of my students.  

Waiting for an Invitation 

Another concern noted by Parkinson and Welsh (in press) was the issue of university 

faculty waiting for an invitation to come into classrooms and mentor teachers interpreting the 

wait as a lack of desire to be involved in the supervisory role. Reflecting on my experiences as a 

mentor teacher, I expected the faculty member to take charge and set up observations and initiate 

conversations. When this didn’t happen, I did not feel it was my place to initiate these contacts. 

Thus, it was easy for me to blame the faculty member or the “university” for a lack of 

involvement.  

Knowing my own feelings as a mentor teacher, I took the initiative as a university 

supervisor to provide a schedule for my visits and to share it with mentors prior to the beginning 

of the semester. I gave this schedule to mentors in a face-to-face visit in the mentor teacher’s 

classroom at a time when they were not busy with students. I provided a quick explanation of 

when I would be visiting and what I would be doing while in their classrooms. I answered 

questions and allowed for discussion. 

My schedule of visits allowed for flexibility in the events mentors wanted to reschedule 

or change the focus of the observation (e.g., …). It was important to provide a balance between 

providing a specific schedule and purpose for my visits and allowing for mentor input. It was 
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also important to discuss the purpose for my visits to work with mentors and student teachers as 

a team to improve instruction in the classroom to benefit all students. 

As a mentor teacher, I did not fully understand my responsibilities to my student teachers 

and how critical my supervision was on their successful completion of their program. In my 

current role as the university faculty member, I have conveyed to mentors their responsibility to 

provide input on their student teacher’s performance. Striving to transform a student teacher into 

an independent classroom teacher is a shared responsibility, and the mentor’s opinions are as 

important as mine. In fact, because I only see a snapshot of the student teacher’s performance, 

the mentor teacher’s input is typically more valuable than mine. Therefore, we have to work as a 

team to prepare the student teacher for success and to ensure the learning of students in the 

mentor teacher’s classroom. 

Accessibility 

A final concern that needed to be addressed was developing an understanding of my 

accessibility as a university supervisor to mentor teachers and student teachers. Mentors needed 

to know that they could contact me quickly with questions and concerns and that I would 

respond in a timely manner. I provided them my email address, phone number, and cell phone 

number. I made every effort to respond to requests for information or visits as soon as possible in 

order to establish trust. Being accessible to mentor teachers and student teachers allowed me to 

meet needs as they came up in the classroom and to support mentor teachers within the 

partnership.  

Another way to be accessible was to hold a mentor lunch with faculty members in an off-

campus setting. During this lunch, both formal and informal conversations were held concerning 
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what each party expected from the relationship. A handbook was provided that clarified some of 

these roles, and these handbooks were referred to throughout the student teaching experience.  

Practical Implications 

 In light of the problems and solutions I have experienced, I offer the following advice to 

boundary spanners to assist in building the relationships of trust and communication needed for 

successful partnerships: 

1.  Building relationships: Make an effort to build trust and relationships with mentors prior 

to the arrival of their student teachers. Continue to nurture these relationships with face-

to-face visits and open communication. Be sure that you maintain confidentiality, for 

some mentors may worry that you serve in some evaluative capacity for them as well. Do 

not discuss their teaching or offer unsolicited advice or observations regarding their 

instruction. When discussing a student teacher’s performance, keep the conversation 

limited to the student teacher in every setting.  

2. Communicate with principals: Build a strong working relationship with the site’s 

administrator. Meet with them prior to the semester and discuss expectations and goals of 

the partnership. Seek their support with mentors and involve them as much as they are 

willing to help nurture student teachers in their building. Copy administrators on any 

correspondence with mentors and student teachers and invite them to activities. Stop in 

and share celebrations, and thank them for allowing you to become part of the school 

community. Offer to communicate to parents about your presence and that of the teacher 

interns who will be in classrooms regularly.  

3. Provide a calendar: Develop a calendar of your visits and other important dates to give 

to each student teacher and mentor teacher. Include your contact information and your 
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own schedule, so mentors will know when you will be on site and when you are not 

available. Follow up with an email prior to each scheduled visit that expresses flexibility 

for rescheduling if needed. Stick to your calendar as closely as possible. If you need to 

miss an appointment, give notice and an explanation.  

4. Prepare for visits: Provide a clear purpose for your visits. Give mentors and student 

teachers what you will be observing (e.g., student feedback, higher level questioning) and 

why it is important. Ask for mentor input as well. If a student teacher is struggling with 

an aspect of teaching, involve the mentor in determining how best to help the student 

teacher. 

5. Meet with mentors and students: Meet as a team with the mentor and student teacher as 

often as possible. The team can discuss the student teacher’s growth and goals. The team 

can also discuss ways to enhance learning for the students in the classroom. Goals can be 

set as a team and a clear message is given that all partners are important to the success of 

the partnership. 

Obstacles Facing Boundary Spanners 

Previous Experiences 

 One of the most important ways that my role as a boundary spanner has been enhanced is 

by my experiences as both a mentor teacher and a university faculty member. Because I have 

been a mentor teacher I can understand the mentor teacher’s perspective, anticipate any concerns 

and be proactive. Because I am now a university faculty member, I can explain the university 

perspective and help both sides merge ideas with one clear focus of improving instruction for all 

students. 
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 My experience is further enhanced by having been employed as classroom teacher in the 

same small school district where I now serve as a university supervisor. Most of the mentor 

teachers and administrators I work with knew me first as a colleague and this eased my transition 

to university supervisor and greatly enhanced these growing relationships. The mentors I work 

with recognize that I understand their concerns, needs and stresses. This understanding has 

helped to build trust and communication and has further the development of a transformative 

relationship. 

 Not all boundary spanners share my experience. Because of my former relationships in a 

small learning community I had already established relationships and communication with 

partners prior to my university transition. Building transformative relationships from scratch can 

be challenging. This does not mean that boundary spanners with different previous experiences 

won’t be successful in building relationships of trust and communication in their PDS settings. 

Boundary spanners have insider knowledge and understanding of what it means to be a 

classroom teacher and this is still important in establishing credibility with mentor teachers and 

administrators with whom they work.  

Maintaining Credibility 

 Though I am seen by mentors as a colleague who understands their perspective I 

acknowledge that this credibility may not last. As I spend time outside of the elementary 

classroom my colleagues may begin to believe that I am losing touch with their perspective and 

their teaching lives. The advantages I have of being a former mentor and colleague may diminish 

as time goes on.  

 This loss of credibility is not unique to my situation. All boundary spanners face this 

challenge. It is important to stay current on changes within education as a whole and within the 
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smaller school setting. I plan to take every opportunity to be a part of the life of the schools in 

which I serve.  

Demands on Time 

 In supporting a transformative partnership, I have made great efforts to be available to 

mentors and to student teachers and to respond quickly to their needs. I have also created a 

schedule that allows for flexibility and have developed open communication by regular face-to-

face contact. The demands on my time have increased dramatically with these efforts. Previously 

I visited the elementary school site once weekly for a day. I now visit twice weekly as scheduled 

and often sporadically throughout the remainder of the week. Balancing this time commitment 

with the obligations of my teaching position has been challenging.  

 To deal with this challenge it has been important for me to prioritize needs and respond to 

more pressing needs quickly, allowing for other needs to be addressed within my scheduled 

visits. This is a tricky balancing act. What I may deem as not urgent may be very urgent to a 

mentor teacher. I have to keep in mind differing perspectives and be certain that clear 

communication has occurred. 

Responding to Change 

 An important aspect to consider when building a PDS relationship is that all partners 

desire the partnership and desire for it to grow (Teitel, 2005). At this time the administrator and 

mentor teachers at my school site are willing and eager participants in our partnership. This 

relationship could change dramatically with a change in administration. It could change if district 

leadership changes or if the university were to change my placement within the district for 

supervision. These types of relationships are not always fluid in nature. They take an investment 

of time and commitment to develop and flourish. They require willing participants who will 
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invest this time and commitment. Responding to change will require additional time to set roles 

and expectations for all involved. Response to change is a challenge that will inevitably be faced 

at some point in these relationships. 

Why Keep Trying? 

 In light of these challenges it can be asked why it is important to keep trying to develop a 

transformative relationship. It would be easier and less demanding of time to simply place 

student teachers in elementary classrooms and observe them twice during the semester and give 

them individual feedback apart from what they are given by their mentor daily.  

 Teitel (2009) credits PDS partnerships with being able to move from relationships often 

characterized by distrust and blame to a place where those involved can unlock the 

transformative power of the relationship and learn from each other and improve each other’s 

practice. I can list many personal benefits of investing in building relationships at my PDS site. I 

enjoy visiting because I do feel I am part of the school community. I have positive collegial 

relationships in an environment where I am challenged to grow as an educator while supporting 

others to do the same. I have a shared ownership of pre-service teachers and work jointly with 

mentors to ensure their success.  

 These benefits are important and valuable. However, there is a larger goal of a 

transformative partnership. Alone we are inadequate in educating all children. We need each 

other to provide the best possible education for all students. If we are serious in our commitment 

to educating children these relationships are central to our success. (Teitel, 2008). The boundary 

spanner is central to building these healthy partnerships by bridging the gaps and ensuring the 

common goal of successful education for all students is the focus of all work.  
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The Promise of Boundary Spanners 

 My job as a boundary spanner is not easy. I have met with definite challenges. I have 

learned some practical steps to take to help nurture transformative relationships within my 

setting. I have learned that it is hard work and requires an intense level of commitment. I have 

also learned that the investment pays off in valuable dividends. I have recognized the promise of 

my position as a boundary spanner. I have seen relationships grow and flourish. I have seen 

student teachers feeling successful and fully prepared to assume the responsibilities of their own 

classrooms. I have seen mentors renewed with new practices to apply in their teaching and new 

perspectives on their roles as educators. I have seen my own professional life benefit. Most 

importantly I have seen classrooms where students are receiving a quality education in which 

they can be successful.  

The work of the boundary spanner is imperative to developing a mutually beneficial 

relationship in which all parties have a shared vision for educating K-12 teachers and preparing 

pre-service teachers. The promise of the boundary spanner is exciting. By investing time into 

building transparent relationships with clearly defined roles and expectations, the boundary 

spanner promises to be the key ingredient in successful partnerships with a common goal of 

providing successful education for all. 
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Description 
 In some Canadian universities, there is an entity of middle management that is categorized as 
members of the faculty association who function as managers in teaching units and central services. 
At the University of Alberta, they are called Administrative and Professional Officers (APOs) and in 
2008-2009 there was a total of 575 APOs employed in teaching units and central services across 
campus. Sixty percent of those APOs were female.  
 Since the position of Chair in teaching units is a rotating appointment, an Administrative and 
Professional Officer is the continuing General Manager of the department and is typically 
responsible for short and long term strategic planning, policy development/implementation, as well 
as the management of human resources, finances and infrastructure within that unit.  

In 2008, a pivotal qualitative survey regarding professional and career development was 
administered to all Administrative and Professional Officers at the University of Alberta and 
important findings and consequential action plans for this employment group have emerged. This 
presentation will communicate ethnographical findings which identify significant barriers related to 
the professional and career development of Administrative and Professional Officers as perceived 
by self, their representation and the overall hierarchical structure of the post-secondary institution. 
This presentation will also share the conclusions identified which solidify personal and political 
representations regarding the perceptions, administrative structure, evaluation processes and overall 
contributions as faculty administrators. Finally, this presentation will also categorize the 
recommendations and the emerging Action Plan for the University of Alberta Administrative and 
Professional Officers’ Committee.  

 
Significance 

This is important, timely and pivotal research for the Administrative and Professional 
Officers at the University of Alberta. It also impacts other faculty administrators at universities and 
colleges with respect to their identity, role, and professional and career management. Faculty 
administrators are typically ongoing appointments and are therefore responsible for the continuity of 
the functions of the unit they represent. They provide the network and enablement of administrative 
processes such that the role of the university; that is, teaching, research and community service, are 
facilitated. It is necessary that they be acknowledged, included, and provided for in terms of their 
identification, role, and contributions. Aside from the personal and professional enhancement for 
APOs, ongoing career development is crucial to the institution’s well-being. Without continued 
education and professional growth of their faculty members, the mandate of the post-secondary 
institution and educational system will quickly stall, stagnate and fail.  
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With a 60% female representation of Administrative and Professional Officers at the 
University of Alberta, there is a mentality of subservience, and lower levels of capability even 
though these are managerial positions. Therefore and unfortunately, hierarchies, power, and political 
cultures are perceived and institutionalized. Williams (2001) in Letherby and Shiels suggest that 
gendered roles minimize the impact that female academics bring to their profession and that the 
traditional expectations for performance instituted the support for the success of males within post-
secondary institutions while females are continually challenged for their legitimacy (p. 131). This 
attitudinal and cultural paradigm is not evolving at any great speed and women must continue to 
find their way. The implications for female administrators are entrenched until ways and means for 
validating, enabling and applauding can occur for them as well. These recent survey results provide 
an opportune moment for the enabling of female Administrative and Professional Officers within the 
context of facilitating the career progression of the entire constituency.  

Further, since teaching unit administrators are members of the academy within the 
institution, these individuals have roles and responsibilities that ultimately influence the direction of 
higher education. Henderson (2009) utilizes social constructivism to create a number of 
recommendations that provide a genesis for awareness, and momentum to move forward to create 
policy and processes which will help the community better self-define and self-establish directions 
for individual, cohort, and employment type career direction, development and management. With 
the goal of ensuring best practices, information is shared freely throughout campus as well as with 
other post-secondary institutions in order to achieve maximum efficiencies. Since many of the 
University of Alberta Administrative and Professional Officers sit on provincial and national 
committees, the impact of intentional constituency development will most definitely be observed 
and adopted by other faculty associations nationwide and perhaps, internationally.  

This presentation continues my research of women in faculty administrative positions. I am 
keenly interested in the deeper meaning of what it means to be a female leader in an educational 
environment and am specifically interested in the post-secondary institutional setting. The work 
place is impacted by their presence and they are increasingly participating in the evolution of work 
flow, processes, culture and construct. Therefore, how women manage in management positions, 
what their experiences are, how they impact other women, and what difference the presence of 
women is making in this setting is important, not only because it is necessary to work to increase the 
representation of women as leaders in the academy, but because of how they enrich their work 
place. This survey is an integral piece of information towards understanding their career 
development decision making process. It is a bonus that, going forward, all Administrative and 
Professional Officers at the University of Alberta will benefit. 
 As Chair of the Administrative and Professional Officers’ Committee, a sub-committee of 
the Association of Academic Staff (AASUA) at the University of Alberta in 2008-2009, and Past 
Chair of the same committee for 2009-2010, these are foundational findings for the Administrative 
and Professional Officers’ Committee’s development of an Action Plan. This Action Plan will be 
communicated through this presentation since the emerging policies will benefit all faculty members 
at post-secondary institutions employed in an administrative capacity. It will also educate and 
provide increased awareness for their teaching colleagues as they work collectively to provide 
quality learning, research and service.  
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ABSTRACT 
 

 The study aimed at determining the effect of the research environment and the profile of 
the faculty researchers of the College of Education on the research productivity of selected 
State Universities and Colleges in Region III. 
  

The study involved selected State Universities and Colleges (SUCs) Colleges of 
Education (CoEd) in Region III. Specifically, the respondents came from Don Honorio Ventura 
College of Arts and Trades, Nueva Ecija University of Science and Technology, Tarlac State 
University, Bataan Peninsula State University (formerly BPSC), Bulacan State University, and 
Ramon Magsaysay Technological University. 
  

Two sets of instrument were used in the study. The first instrument was intended for 
soliciting the profile of the SUC’s- Colleges of Education in Region III whereas the second 
instrument was designed for faculty researchers. 
  

The data generated from the instruments were analyzed using frequencies, mean, and 
regression analysis. The data were processed through SPSS software. 
  

This study found out that based on the perception of faculty researchers, research 
productivity of SUC- Colleges of Education is predicted by research environment and the 
researcher’s profile in terms of: gender, years of teaching experience, workload, faculty rank, 
common criteria evaluation (CCE), financial support and other incentives, and technical support. 
However, all other data show no effect on the research productivity outputs of SUC- Colleges of 
Education in the region. 
  

It concluded that the research productivity of SUC- Colleges of Education have 
significant influence on the effects of research environment and the profile of faculty researchers 
on research productivity perception in terms of:  LET performance, Number of Students, 
Number of Faculty Members, technical support, and accreditation status. However, all other 
data show no effect on research productivity outputs of the SUC- Colleges of Education. 
  

However, based on the SUC Leveling data, the profile of SUC’s- Colleges of Education 
in terms of : the number of years of existence; accreditation status; number of students; number 
of faculty members; educational qualification of the dean; and the performance in the board 
examination do not significantly influence the effects of research environment and the profile of 
faculty researchers on the research productivity of the institution in terms of the Key Result 
Areas like: (1) the number of researches published; (2) presented and disseminated; and (3) 
number of researchers. 
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Salt River Pima Maricopa Indian Community Child Find Early Intervention Program 

Poster Session 

Abstract: 

 
 Child Find is part of the Salt River Pima Maricopa Indian Community Education 

Department. The program is designed to “find” at risk (special needs) children residing in the 

community before they enter kindergarten (0-5 years old). That is, children that may have an 

educational, emotional, behavioral, speech, physical, visual or hearing delay. The Child Find 

program offers parents/guardians of children from age birth to five free developmental 

screenings. We assist in the referral/evaluation process, as well as provide special services to 

identified children. Furthermore, we also provide resource information to parents/guardians and 

offer early childhood health fairs throughout the year.  

The information about the program will be presented on the poster so that participants 

will have a better understanding of the Salt River Pima Maricopa Indian Community. It will also 

allow participants to learn how important each team member’s role is in the community when it 

comes to the program. The Child Find Program is very unique and it could possibly be adapted 

by people all over the world. 
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Abstract 

  Resiliency has been discussed in education for over 30 years (Waxman, Gray, & Padron, 

2003). Resiliency is the human ability to triumph over adversity. African American youth 

are often left without tools to compete scholastically (Ogbu, 2004). This study examined 

the unique characteristics that foster resilience in African American students. 

     African American children/youth are often targets of low expectations and increased 

probability of school failure (Ogbu, 2004). Without pertinent research, educators and 

African American parents are at a significant disadvantage when attempting to build this 

crucial attribute into the lives and education of African American students (Parker, 

Cowen, Work, & Wyman, 1990). This study identifies specific characteristics of resiliency 

that African American parents who graduated from high school and who have at least 

one child who graduated from high school believe contributed to their success. The 

ultimate goal is the implementation of resiliency strategies to contribute to the 

achievement and success of African American students within the school setting and in 

the world at large. Because so many African American children/youth suffer the 

consequences of chronic and profound life stress, studying resilience among this 

population provides needed information concerning the development of resiliency as 

well as the impact of a lack of resiliency on this population (Parker, Cowen, Work, & 

Wyman, 1990). African American students who lack resiliency often struggle with life’s 

challenges and are predisposed to negative outcomes in life (McCabe et al., 2007).  

     The literature indicates that social and academic outcomes are positive for African 

American students who exhibit resiliency (Patterson, 2002). For these students 
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resiliency is a multi‐dimensional component to which situational (e.g., school, 

community,) and family (e.g., child‐ parent interactions) elements contribute (Parker, 

Cowen, Work, & Wyman, 1990).   

 The research devoted to high‐ability African American students is limited. Ford and 

Harris (1990) examined the relevant literature concerning African American 

children/youth and discovered that of 4,109 published articles on high‐ability youth 

since 1924, less than 2% addressed African American youth. This indicates that there 

exists little information on the academic achievement in relationship to resiliency for 

this population of students (Hebert & Reis 1999). However, the research that does exist 

indicates that academically successful African American students require supportive 

systems that nurture his or her achievement (Floyd, 1996). 

     Booker (2004) maintains that academic achievement starts with the ability of African 

American students to remain engaged in the school process. This scholastic community 

can be instrumental in the development of resiliency in the school setting as it allows 

the students to form collegial relationships (Booker, 2004). Within the scholastic 

community the students are engaged, communicate well with adult and peers, and are 

well liked (Goldstein, 2003). These resilient traits augment the students’ access to 

resources in the school and ultimately can lead to academic success (Hebert & Reis, 

1999). 

     This resilience results in a sense of well‐being that is necessary for the African 

American children/youth to become responsible and avoid threatening behavior 

(Beland, 2007). This study will provide parents and educators with relevant, updated 
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information gathered from a large population of participants. While this study pertains 

to just African American students, the concept of resiliency applies to all students from 

diverse backgrounds and abilities.  
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By 

Dr. Donald D. Buskirk 

College of Technology 

Purdue University, West Lafayette Indiana 

 

Abstract 

This paper explains the many components explored in broadening globalization in a 
large division one research university. The Purdue University strategic plan attempts to 
change the traditional towers of operations into a new synergy plan of cross campus 
global collaboration.  Over our last eight years, Teaching, Research, and Service, the 
pillars of the land‐grant university has transformed into Learning, Discovery, and 
Engagement.  Now in the new “Globalization” context, that has given way to Launching 
Tomorrow’s Leaders, Discovery with Delivery, and Meeting Global Challenges.  That 
being the new focus, all ten academic units on Purdue’s campus was charged with 
developing a task force to write a strategic plan that aligns with the 2008‐2015 “New 
Synergies”‐ Strategic Plan. 

 

Introduction: Formulating the questions 

Before heading off in a direction, the taskforce had to know terms and definitions.  That 
leads to questions in understanding globalization.  Is globalization the same as 
internationalization? Does globalization have identifiable components? How do you 
create a global faculty? How do you prepare a global student? What is global research? 
What does a global campus look like? How do you create a global curriculum? How do 
you create a global community? How do global universities impact their state, their 
nation, and their world?  What are Grand Challenges? These questions along with a few 
more helped guide the writing process.  
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Globalizing the Mission: A Commitment to People 

Although similar, a global mission is not only for the people of the state and nation but 
strongly emphasizes serving diverse world populations.  It’s a mission that spans all 
frontiers of knowledge and addresses societal changes and challenges.  Globalization is 
the sharing of applications to enhance learner‐centered intellectual and professional 
growth.  It nurtures the promotion of dynamic cultural equity and inclusion for all 
people.  The mission promotes stewardship of humanity along with the highest respect 
for ethics, integrity, and environmental accountability. (1) 

 

Globalizing the Vision: The University  

A global vision is trying to apply an old word in a new way to an old structure.  Synergy 
requires blending interdisciplinary university knowledge to serve citizens worldwide.  A 
successful global vision reforms collaboration relationships between traditional towers 
of disciplines.  Researchers across academic disciplines are to collaborate with others 
across campus creating a synergistic affect to position the University in meeting global 
challenges. Synergy is to create large‐scale partnerships with public and private 
enterprises to perform research that addresses “Grand Challenges”.  A global vision is to 
position the University in highest esteem among world leaders looking to solve critical 
life problems. (1) 

Global Goal #1: Launching Tomorrow’s Leaders 

Launching tomorrow’s global leaders focuses on students, faculty, curriculum, and 
graduate education.  To prepare a global student, the “New Synergies” Strategic Plan 
has called for a steady increase in the number of students participating in study abroad 
activities. The new target is to acquaint all students with international experiences but 
not all portioned the same. 

To launch an entire student body globally, University structures and core curricula are 
examined carefully.  Would a University College structure adequately serve as a 
globalizing agent for some students that will not travel overseas?  If a core curriculum is 
employed, should it be university, school or college, or departmental wide? This is a 
substantial consideration when keeping within eight semesters and the acceptable total 
credit hours to graduate. Two other issues in launching a global student is perhaps 
providing for an Honors College or a Global Studies degree program. (2) 

Global connections for the purpose of undergraduate research become clearer when 
trying to globalize leaders of tomorrow.  Using the international student body on 
campus also becomes a priority for student globalization.  More emphasis is being 
placed on international collaborations between matched universities. Teams of 
students, countries apart, work on a like project and come together to present their 
findings along with receiving a cultural experience.  
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The integration of the international students into the curriculum opens additional 
opportunities for the classroom experience.  It helps tie co‐curricular activities to the 
classroom and the community. In launching tomorrow’s leader, joint and dual degrees 
must be part of the globalizing strategic plan.  In protecting a University’s brand, 
sometimes it causes one to lose the brand.  This becomes an administrative policy 
decision that impacts on ethnocentrism side of a university. 

Global Goal #2: Discovery with Delivery 

Going global in the area of Discover with Delivery is research based.  The synergistic 
strength is to have multi‐disciplines collaborating on a large‐scale to discover 
breakthrough advancements with profound global impact.  The “With Delivery” part of 
the goal is “entrepreneurship” and that takes on a much larger meaning including 
“Return on Investment”.  Research enterprise is to produce aggressive growth in 
sponsored funding of research and increased competitiveness consistent with division 
one universities.  Global researchers are to be the developers of discovery with delivery 
models that drive economic development and advancement locally and around the 
world.  In a globalized environment, researchers at a division one research institution 
are to establish themselves as the world class “best of the best” research faculty with 
national and global partners.  Discovery with Delivery must produce sustainable 
outstanding research enterprises. (3) 

A new mindset on hiring faculty and recruiting graduate students are now part of 
“Globalization” and the Discovery with Delivery goal.  Qualifications for new hires 
emphasize an international dimension along with the expertise in the discipline.  A 
national and international funding record is a major consideration in all new hires at the 
division one institutions.  All applicants should hold a PhD with a strong background in 
statistics and committed to excellence in teaching and demonstrated excellence in 
funded research.  The global mindset for hiring faculty must be to recruit candidates 
with international partners in research and development programs.   

In order for Goal #2 to be sustainable in a global environment, several needs must be 
fulfilled.  There needs to be a stronger emphasis to recruit international students and 
provide domestic graduate students with an aggressive international perspective.  There 
needs to be active recruitment of graduate students with an international focus and 
they should come with active networks overseas.  The need for an accurate data bank of 
existing international ties is paramount from which to build upon.  New ties with key 
figures in foreign ministries, science academies, overseas trade offices, and AMCHAM 
organizations need to be developed to sustain a working global structure.  The most 
important need, according to faculty, is to provide a reward structure through the P&T 
process.  (4) 
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Global Goal #3: Meeting Global Challenges 

Meeting global challenges addresses the critical needs of society around the world 
through economic development and entrepreneurship.  The solution in meeting the 
“Grand Challenges” such as food, water, health, energy security, space exploration, 
urban infrastructure, and environmental issues must be from a holistic, large‐scale 
research programs that attracts global talent, partnerships, and business relations. The 
geography of the grand challenges must be strategic to blend the strengths of a division 
one research institution with the geographic needs.  The recognition of sustainability in 
meeting global challenges requires graduating students with global credentials driven by 
research, inventions, and innovations that spur entrepreneurship and business growth. 
The students should also be involved in “Service” learning through structured design 
teams.  A division one institution need to form global alliances for the development and 
accelerated growth of a diverse workforce pool. (1) 

The additional needs in meeting global challenges are great for a division one research 
university.  There must an increase number of endowed professorships to lead 
multidiscipline research.  There needs to be support at the highest administrative levels 
to fund high profile faculty in important emerging research areas.  An increase in the 
number of graduate student fellowships is crucial in sustaining an on‐going discipline‐
based research initiative.  Partnerships with business and industry must be developed to 
provide cutting edge laboratories and equipment for mutual benefit and give them a 
return on investment.  There must be strategic alliances developed with technology 
parks, businesses and other educational institutions to maximize interdisciplinary 
research.  There needs to be a functional global network for new faculty to access ideas 
and research ventures.  A new mindset of fundraising and leveraging needs to 
contribute to students and faculty wishing to be involved in internships and professional 
development.  The last need to be mentioned is the need to coordinate excellent 
relations with international alumni. 

Global Metrics 

Globalization success for Division one Research University will be measure through a 
process on quantitative metrics and against relevant benchmarks. The metrics seems to 
fit well into five categories.  These categories included Global Mindset, Global 
Learning/Launching Tomorrow’s Leaders, Global Discovery, Global Engagement, and a 
Global Presence.(4) 

Global Mindset Metrics 

1. The percentage of units where global activities are explicitly recognized in the 
strategic plan and in annual evaluation, and promotion and tenure criteria. 

2. The number of global activities sponsored by students, faculty and staff. 
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3. The number of faculty, staff, and students participating in global activities on and 
off campus. 

4. The Frequency with which a university communicates its global activity and 
efforts in written, oral, and electronic media. 

Global Learning/launching Tomorrow’s Leaders Metrics 

1. The number of scholarships, tuition waivers, and other incentives for 
experiences abroad. 

2. The number and percentages of students with international experiences (study 
abroad, research abroad), and the quality of the experiences. 

3. The number of students participating in International/Global Studies Minors 
programs. 

4. The number of courses, academic majors, and departments that formally include 
global focus in course work. 

5. The number of students graduating with at least four‐semester‐equivalent 
proficiency in a second language. 

6. The number of joint or dual degree programs and the number of departments 
and students involved on an annual basis. 

7. The number of students participating in the Honors program with international 
components. 

Global Discovery Metrics 

1. The number of international collaborative research projects/partnerships 
involving student, faculty, and industry. 

2. The amount of funding from the US and non US sources for global discover with 
delivery activities. 

3. The number of faculty, students and staff engaged in international research 
activities. 

4. Steady increasing endowment value. 

Global Engagement Metrics 

1. The number of global engagement projects/ partnership with business, industry, 
and government agencies. 

2. The amount of funding from US and non‐US sources for the University’s global 
engagement activities. 
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3. The number of international achievement awards. 

4. The number of foreign agencies and number of students involved in 
international service learning. 

Global Presence Metrics 

1. The international rankings and ratings, university‐wide and by discipline. 

2. The Frequency with which national and international media communicate about 
the University’s activities. 

3. The number of University partnerships outside of the US. 
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many L2 learners struggle due to the genre of scientific writing; containing low frequency vocabulary 
and ambiguous terms that have both common and academic meanings.  This paper presents a works‐in‐
progress aimed at investigating the use of science textbooks by L2 students and their teachers. 
Presumably literacy skills are necessary in this usage and therefore its role in the instruction of L2 
students is also an objective of this future research. The methodology for this proposed research is an 
observational case study of secondary L2 students in a sheltered Canadian science classroom. Data 
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Abstract 

Principals aim to hire the outstanding teacher.  But how do they do this?  How do they reduce the 
large number of applicants to a workable number?  What process do principals use to hire and to 
what extent does variation exist among hiring practices?  This paper determines the current 
hiring practices of K-12 principals.  Principals were examined on how they screen applicants and 
hire, what they specifically look for in potential applicants, and whether or not hiring practices 
are consistent across a variety of principal demographic variab1es.   
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Introduction 

The importance of hiring highly qualified personnel in schools cannot be understated, and a 
sizable body of research exists regarding how this process is carried out.  Clarification of this 
process not only assists other principals in improving their own practices, but assists teachers in 
securing employment.  Previous investigations in the process have been broad-brushed, 
collapsing across different school types, sizes, and principal demographics.  The current study 
follows the standard tradition of describing the hiring process, but also examines potential 
differences that exist based on school size, school type, and principal demographics.  Of interest 
to the current article are: 1) what teacher qualities are of importance to principals, 2) what is the 
current state of the hiring process, and 3) what potential variables might influence 1 and 2.   

Desirable Teacher Attributes 

Past research has identified two types of desirable teacher attributes: professional and personal.  
The literature identifies far more professional attributes than personal attributes, and these 
attributes have undergone moderate changes over time.  A survey of nine research studies (see 
Table 1) lends direction to what principals look for when hiring potential new teachers. The 
majority (67%) of the studies cited provided data based on fixed-choice surveys in which 
interviewees were given a question followed by various answers they could select. 
Methodological inconsistencies between studies makes the quantification of specific 
characteristics rather difficult as the scope and frequency of the survey instruments used 
facilitated a wide variety of response patterns.  For example, some studies identified as many as 
18 teacher characteristics or as few as three. The preference towards professional rather than 
personal attributes is likely due to two reasons.  First, professional attributes (e.g. grade point 
average) can be evaluated more objectively than personal attributes (e.g. enthusiasm).  Secondly, 
professional attributes provide more defensible grounds for the acceptance or rejection of a 
candidate.   
 

Table 1 
Summary of Principal Hiring Practices 

Source Number 
Surveyed 

Personal 
Attributes 

Professional 
Attributes 

Johnson (1976) 104 0 30 
Braun, et. al. (1987) 271 0 6 
Natter & Kuder (1983) 135 0 6 
Place & Drake (1994) 182 3 2 
Ralph, et.al. (1998) 69 5 5 
Cain-Caston (1999) 97 2 3 
Abernathy, et. al. (2001) 75 0 18 
Kersten (2008) 142 8 0 
Rutledge, et. al, (2008) 30 0 12 
Total 1030 18 55 
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The most recent studies found on hiring practices (Kersten, 2008; Rutledge et. al., 2008), varied 
in their approaches to data collection and identification of personal vs. professional qualities.  
Rutledge began with an open-ended prompt that was coded for quantitative analysis.  They 
looked for “tools” that principals use in the hiring process.  The most important “tool” found was 
the interview and during the interview principals discerned personal characteristics and school 
“fit,” although personal characteristics were not specifically looked for in the study.  Kersten, on 
the other hand, used force-choice items as well as open ended responses in his survey.  He found 
the use of personal (i.e. strong work ethic, interpersonal skills or people skills) as well as 
professional (i.e. resume’, transcript, or cover letter) attributes looked for during the hiring 
process. Interpersonal skills were simply not specifically assessed in these studies. Given this 
conceptualization of desirable characteristics, we next consider how these characteristics are 
identified throughout the hiring process. 
 
The Hiring Process 
A variety of procedures are involved in identifying a new teacher who possesses the desired 
characteristics of a high quality teacher.  The general rule is that acquiring highly reliable and 
highly valid information about a candidate is associated with greater cost.  Wise-Darling-
Hammond and Berry (1987) describe low-cost data, medium-cost data, and high-cost data that 
can be used in the hiring process.  Low-cost data is used during the early stages of the hiring 
process and would include transcripts, resumes’ and application forms.  Medium-cost data would 
include such items as reference review followed by telephone contacts, formal interviews and 
teacher tests.  High-cost data would include the observation of actual teaching.  Although highly 
reliable, the time and cost associated with observing teaching prohibits most districts and 
principals from engaging in this practice.   
 
Peterson (2002) suggests there are three steps to the hiring process and it can be argued that each 
step involves an increase in the quality of knowledge obtained as well as an increase in the cost 
of obtaining this information.  The first level focuses on screening paper credentials – a low-cost 
process that yields relatively superficial information and serves to reduce the candidate pool to a 
manageable number.   The second level requires more in-depth analysis of the paperwork along 
with more time consuming tasks such as interaction with candidates and their references, what is 
typical a medium-cost process that garners information of a much higher quality  and third, 
selection and hiring.  This process can be described as a systematic reduction in the uncertainty 
associated with each potential new hire, with each type of data narrowing the pool of potential 
candidates. The second level of the process is what most hires are based upon, it is useful to 
consider which elements of this process are given the most weight and are considered to be the 
most important. 
 
Previous research identifies letters of recommendation as the most heavily weighted source on 
information (Bolz, 2009), transcripts were inconsistently weighted, and artifacts such as 
portfolios received too little attention to make a reasonable judgment about their relative 
importance.  Verbal references were not considered, nor were electronic resources, despite these 
being potentially common and valuable sources of information.  However, given the general 
process and characteristics described, there is no information on whether there are systematic 
differences across schools and principals, which leads us to consider potential sources of 
differences. 
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Sources of Potential Differences in Hiring Practices 

Some research suggests that district or school size plays a role in determining the overall hiring 
process.  Principal hiring practices can be divided between large school districts (e.g. Milwaukee 
and Chicago) where most hiring procedures are centralized and smaller school districts where 
principal hiring practices are decentralized.  Large school districts usually have a well defined 
centralized process for screening teacher applicants.  This may be in contrast to small rural 
school districts where screening processes are developed solely by the principal.  Decentralized 
hiring “tends to pay more attention earlier in the process to whether candidates fit the 
requirements of a specific position and/or the needs and culture of a school.” (Liu, 2003, p.3).  
Further, principals with strong rural values focus more on “fit factors” when making hiring 
decisions than principals from larger districts. (Little and Miller, 2007). 
 
While no research to date has examined whether or not there are systematic value systems 
between districts of different sizes, the current study can provide some insight into this in an 
indirect fashion.  If there are no differences in priorities or practices, one can assume that value 
systems are relatively stable among districts of different size.  In detail, the current study seeks 1) 
to validate and extend the current literature on the characteristics principals find most desirable 
in teacher candidates, 2) the process that principals use to identify potential hires, and 3) whether 
or not there are systematic differences in values and priorities based on school-level (size and 
type) and individual-level (experience) variables. 
 

Methods 

Participants 

Sixty principals were randomly selected from a pool of 312 principals in Cooperative 
Educational Service Area #2 in southeastern Wisconsin.  All principals were confidentially 
surveyed by telephone.  One respondent chose not to answer the survey because they were new 
to the principalship and had not initiated any hiring.  The 61st principal on the random list was 
then contacted to fill the 60 total principals queried.  The telephone survey was chosen because 
probing answers could easily be conducted.  For example, if a question was asked, “Who does 
the hiring in your school?”  And the answer was, “We do hiring by a team,” the researcher could 
follow the question up by asking, “Who is on your hiring team?”  Information was gathered on 
the demographics of the randomly selected group.  Information was obtained on years of 
experience in education and as a principal, the type of school managed, and the size of the 
student population.   Descriptive statistics of the demographic variables are presented in Table 2. 
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Table 2.   
Principal Demographics by School Type 

 N Females/ 
Males 

Student 
Population 

Principal 
Experience 

Educational 
Experience 

School Type      
Elementary 41 20/21 382 (130) 9.9 (6.8) 23.5 (8.8) 
Middle 9 6/3 460 (126) 10.0 (3.8) 21.6 (6.8) 
High 10 2/8 938 (527) 11.8 (8.4) 24.4 (7.0) 
Overall 60 28/32 486 (314) 10.2 (6.7) 23.4 (8.2) 
Note: Means are given in bold, standard deviations are given in parentheses 
 

Measures 

Information on principal hiring practices was both qualitative and quantitative in nature.  
Qualitative questions were in a free-response format and quantitative questions requested the 
participant to either answer yes/no as to whether they engaged in a specific hiring process or 
asked them to rate the importance of a particular aspect of a candidate’s application on a five-
point Likert scale.  Questions consisted of the following: 

Qualitative Questions 
1.  How do you separate out candidates before you call them in for an interview? 
2.  Does anyone influence your decision to hire a candidate? 
3.  Name three positive characteristics that initially impress you about a candidate. 
4.  Name three negative characteristics that weigh negatively on your impression of a candidate. 
5. What about first impressions are important to you? 
6.  What questions asked by the candidate at the end of their interview impress you? 
7. What interview technique do you use? 
8.  Who do you involve in the interview team? 
 
 
Quantitative Questions 
1.  How important are verbal references? 
2.  How many do you call? 
3.  How important are written references? 
4.  How important are first impressions? 
5.  How important is a candidate’s portfolio? 
6.  How important is a candidate’s e-portfolio? 
7.  Would you welcome a brief drop-in meeting with a candidate who wishes to introduce 
himself or herself to you in person? 
8.  Would you prefer that meeting (in 7) be prearranged? 
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Results 

Qualitative Results 

Qualitative questions addressed the hiring process in an open ended format covering both low 
and medium cost processes.  Questions concerning low cost processes focused on who is 
involved in the hiring process and what initial separation method is used.  Regarding who is 
involved in the interviews process, the principal is nearly always involved in the interview.  
Fifty-five per cent stated that grade level and content area teachers are involved, 42% stated that 
additional teachers were also involved, and 20% stated that special education teachers, in 
particular, were involved.  Eighteen per cent stated that the central office (e.g. Director of 
Instruction), Assistant Principal or Dean of Students (15%) or parents (12%) were involved in 
the interview process.   Only 13% stated that the superintendent was involved.  These results 
indicate that a decentralized team-based approach is most common among schools. 
 
Regarding the initial separation of the “wheat from the chaff,” 45% reported using the Wisconsin 
Educational Career Access (WECAN) Network.  Thirty-eight percent mentioned looking for 
proper certification and 27% gave initial consideration to years of experience.  Other factors that 
were reported by between 10% and 15% of respondents included Human Resources (HR) 
department screens (18%), having positive letters of reference (16%), grade point average (12%), 
and specific program knowledge (e.g. TRIBES, 6-Traits) at (12%). 
 
Principals were also asked about positive and negative characteristics that they look for during 
the interview session.  The questions were not specific about whether they were professional or 
personal attributes.  For positive attributes, the majority of responses dealt with personal, rather 
than professional traits.  Excitement (25%), appearance (20%), and confidence (20%) – all 
personal attributes – were most often mentioned.  Other personal attributes of note were love of 
children (17%), communication skills (15%), a willingness to learn (10%), and a cooperative 
attitude (10%).  Professional attributes included content/pedagogical knowledge (15%) and 
professionalism (13%). 
 
Most of the negative characteristics cited were deficits of the positive attributes; and again the 
majority were personal attributes.  Poor appearance (32%) was mentioned most frequently, 
followed by poor communication (15%), poor preparation (13%), arrogance (12%), punctuality 
(10%) and a lack of confidence (10%).  Professional attributes included a lack of depth in replies 
to questions (17%) and lack of content knowledge (10%). 
 
Results support the idea that professional attributes seem to weigh more heavily in the first level 
of the hiring process when the candidate pool is being reduced, but when it comes to the second 
level, personal attributes are weighed more heavily.  
 
Quantitative Results 
 
Participants were asked to rate the importance of several aspects of a candidate’s application: 1) 
verbal references, 2) written references, 3) first impressions, 4) portfolios, and 5) e-portfolios.  
Average ratings were calculated within each school type as well as overall ratings across all 
principals.  Verbal references were rated with the highest value of importance, M = 4.41, while 
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portfolios and e-portfolios were rated the lowest level of importance, M = 2.53 and M = 2.44, 
respectively.  Results are presented in Figure 2.   

 
 
A 5-factor within subjects ANOVA revealed that differences where consistent across 
participants, F (4, 224) = 49.91, p < .001, r2 = .472.  Follow up pairwise tests using the Modified 
Schaffer procedure to control familywise error at .05 revealed that all pairwise comparisons were 
significant, save for the difference between written references and first impressions and the 
difference between the different types of portfolios.  In other words, the mean differences reflect 
a real and consistent difference in the relative importance placed upon each component.  All test 
results can be found in Table 4. These results suggest that more weight is placed upon richer 
assessments of teacher quality: the observations of someone who is trusted who has seen the 
teacher in a variety of relevant environments, as well as the impressions gathered from initial 
meetings with the candidate.   Interestingly, portfolios (both traditional and electronic) seem to 
be given relatively little weight in hiring decisions, an outcome that warrants further 
investigation as the preponderance of teacher education programs use a portfolio format.  
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Table 4.  
Within-Subject Pairwise Comparisons for Importance Ratings 
 Written 

references 
First 

Impressions Portfolio e-Portfolio 

Verbal 
references 

t(59) = 6.40 
p < .001 

r2
adj = .40 

t(59) = 3.41 
p = .001 

r2
adj = .15 

t(59) = 10.41 
p < .001 

r2
adj = .64 

t(56) = 9.85 
p < .001 

r2
adj = .63 

Written 
references  

t(59) = -2.34 
p =.023 

r2
adj = .07 

t(59) = 5.25 
p < .001 

r2
adj = .63 

t(56) = 5.88 
p < .001 

r2
adj = .63 

First 
Impressions   

t(59) = 7.59 
p < .001 

r2
adj = .48 

t(56) = 9.29 
p < .001 

r2
adj = .60 

Portfolio    
t(56) = .525 

p = .602 
r2

adj = .00 
 
 
Follow-up analyses examined the potential impact of principal gender, school type, school size, 
and principal experience on the relative importance of application materials.  No significant 
differences were found in any analyses.  In other words, the importance principals placed upon 
each aspect of a candidate’s application were consistent regardless of principal gender or school 
type. 
 

Discussion 

Because some teaching positions have large numbers of applicants, the principal has to devise 
some method of “reducing the uncertainty” and whittling down the large number of candidates to 
a workable number.  In order to accomplish this, principals often make use of “professional 
attributes” such as letters of reference, resumes’, teaching experience and grade point averages.  
During the face-to-face interview, considered to be the most important aspect of the hiring 
process, the principal highly weights the “personal attributes” such as appearance, ability to 
communicate, enthusiasm and confidence.  We found interviews were conducted as a team, 
91.7% of the time. This was contrary to what Liu (2003) and Braun, Willems, Brown and Green 
(1987) initially found but was consistent with the recommendation by Wise, Darling-Hammond 
and Berry (1987) and the findings of Kersten (2008).   However, in all cases the principal is the 
“keeper of the gate” and makes the final, definitive hiring decision.    
 
Videos, demonstration teaching or presentations of teaching practice, and portfolios were not 
utilized in the hiring process of the principals surveyed. Principals are most often limited by time 
to actually observing a potential teacher teaching.  This finding was consistent with previous 
findings (Braun, Willems, Brown and Green, 1987; Kersten, 2008; Liu, 2003)  
 
Regarding the importance of each facet, relative importance of each was consistent across 
participants, and this was true across gender, school type, and school size.  This reflects very 
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consistent practices within the profession, despite the potential differences suggested by the 
literature.  Furthermore, verbal references and first impressions carried the most weight.  The 
low cost nature and high importance of verbal references suggests that instructors and teachers in 
training attend to networking and opportunities to demonstrate proficiency to others who may 
supply recommendations for potential employers.   
 
In summary, principals used professional characteristics to reduce the sheer number of 
candidates.  This process was followed by the most important element of the hiring process, the 
face-to-face interview.  During the interview the principal, together with the hiring team, focused 
on positive personal characteristics.  Synthesizing all the candidate information, the team usually 
by consensus, decides on a final candidate and the principal exercises his/her responsibility by 
making the final hiring decision.  
 
Limitations of the current study involve the usual reliability issues with survey research, as well 
as limiting the generalization to Wisconsin K-12 schools.  Future work should further expand our 
knowledge base to other states and regions, as well as, to private and alternative schools.  While 
the sample size was adequate for general effects, a larger pool that is more balanced among 
demographic variables of school size and school type may provide a stronger ground for 
generalizations and recommendations. 
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Abstract 

This pretest-posttest randomized study researches the effect of 

training for Head Start preschool teachers in indirect language 

stimulation techniques on English language development in ESL 

preschool students.  The indirect language stimulation techniques 

taught in the training are for utilization in school settings, and in 

informal, routine conversation between teachers and students.  

Impact will be determined using the PPVT-4 and EVT-2.  A two-day 

training workshop was provided to a random half of Head Start 

teachers of four-year-olds in a rural county in Texas in the fall of 

2009. Comparison tests including t-tests and ANOVA techniques 

will be applied to compare results at the conclusion of the school 

calendar, in May 2010.  It is anticipated that the training will have a 

positive impact on the construction of language in ESL students, as 

well as the remaining students in the study.  

 

 

 

 

 

 

 

 

2010 HICE Proceedings - Page 2286



Purpose of the Study 

  The purpose of the study is to test the impact of indirect language stimulation 

techniques on preschoolers’ early language development.  

Theoretical Framework 

 It is widely known that language supports reading which in turn holds the key to 

future learning and success in school (National Reading Panel, 2000). Language 

develops best in a rich environment with many opportunities for practice (Dickinson, 

2001).  Children who do not develop basic language skills by age 3 may be more at risk 

for failure when they enter kindergarten (Morrow, 2008). Schools can attempt to 

influence how these children learn language.  It is well known among early childhood 

educators that when young children are exposed to a sensitive nurturing environment 

where adults interact with students, comment on what the child says, and model and 

extend the language the child uses, language development is facilitated (Morrow, 2008). 

 The language stimulation techniques proposed in the training are grounded in 

social interactionist theory of language acquisition, which recognizes that language 

learning is facilitated through social interactions with mature language users (Bohannon 

& Bonvillian, 2000; National Reading Panel 2000).   

 The training program of five sequential video tapes from Educational 

Productions demonstrates how to stimulate language development in normally 

developing and language-delayed children who are three, four, and five years of age.  

These language stimulation techniques are developmentally appropriate for all children 

in their use of strategies that relate directly to what the child is interested in and extends 

what the child says (Snow, 1983).  These techniques are currently being used in 
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training labs across the country for regular and language-delayed preschoolers and are 

recommended by the U. S. Department of Health and Human Services for building 

positive child outcomes for Head Start Programs.  The training also shares some 

similarities with a recent study using “recasting” with ESL students (Nelson, Welsh, 

Camarata, Butkovsky, & Camarata, l996).  Recasts are replies to children’s utterances 

that provide syntactic revisions of statements children make while maintaining the 

central meaning. The training for this study emphasizes the importance of more closely 

following the child’s lead and limiting extensions of the child’s language using indirect 

and less complex techniques for the youngest language learners. It is anticipated that 

all students in preschool Head Start programs, including ESL students, will benefit from 

this intervention. 

Research Question(s):  

 Phase 1: To what extent does a two-day teacher training improve the teachers’ 

knowledge and skill in the use of indirect language stimulation techniques?   

 Phase 2: To what extent does teacher implementation of the indirect language 

stimulation techniques into classroom teaching improve the development of receptive 

and productive oral language development in randomly selected treatment groups as 

compared to controls? What impact do these techniques have on the English language 

development of English language learners who comprise half of the children in these 

Head Start classrooms? 

Methodology 

 This pre-test/posttest randomized control group research project will be 

conducted in two phases: Phase I (teacher training) and Phase II (classroom 
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implementation). During Phase I, a two-day language development training workshop 

will be provided to a random half of all Head Start teachers of four-year-olds in a rural 

county in East Texas; a random half will serve as controls. The teachers will be trained 

and assessed in an interactive, hands-on format to use indirect language stimulation 

techniques while interacting with preschool learners during daily routines and activities, 

including indoor and outdoor play. During Phase II, the trained teachers will integrate 

the newly learned language techniques into their regular classroom teaching.  

Researchers will monitor program fidelity on a monthly basis with planned observations 

using a researcher-designed teacher observation form; feedback will be an integral part 

of ongoing professional development to ensure language strategies are being properly 

implemented.  Assessment of impact will be determined, utilizing a trained experienced 

tester who will administer the oral receptive Peabody Picture Vocabulary Test (PPVT-4) 

and the Expressive Vocabulary Test (EVT-2) to the children in the treatment and control 

groups; pre-testing will be completed by mid-September and post-testing by mid-April of 

the same year.  

Data Sources 

 Data sources for Phase I (teacher training) of the study will be a researcher 

created and field tested pre-test/post-test to analyze the teachers’ learning of the 

techniques presented in the training. This will be supported by….. (say something about 

the rubric you will use when observing). 

 Data sources for Phase II (classroom implementation) of the study will be the 

raw scores from the oral receptive Peabody Picture Vocabulary Test (PPVT-4) and the 
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Expressive Vocabulary Test (EVT-2) collected from the children in the treatment and 

control groups early in September and again in April.    

Results 

 This study is currently in progress, so results are unavailable at the time of this 

submission.  However, this study follows on the heels of a successful research pilot 

studying ESL preschoolers in a rural East Texas school district. Results on the PPVT-4 

showed impressive English language raw score gains in trained ESL teacher 

classrooms over ESL control classrooms (p <.054). During six months of 

implementation, the control group mean scores increased from 54.4 to 63, an 8.6 

increase; the treatment group mean scores increased from 54.11 to 72.04, a 17.93 gain. 

The present Head Start study will research the impact of language stimulation 

techniques on ESL preschoolers’ English language development without the advantage 

of exposure to ESL-certified teachers, as was the case in the initial pilot study. 

Significance of the Study 

 1) There are very few studies that identify specific strategies that enhance early 

language development. This study can significantly add to the knowledge base.  

2) Pre-school teachers can be successful at learning strategies for improving early 

language development in a short period of time (two days). Therefore, the training 

method could easily be provided for professional development in most pre-school 

teaching environments such as Head Start, private schools, daycare centers, and public 

schools, as well as parent education programs and university and other pre-service 

teacher training programs.  
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3) Pre-school teachers can learn to see themselves as facilitators of language 

development in daily activities. Therefore, language development can evolve into a 

natural and individualized interaction between teacher and child, especially during the 

child’s play, allowing the child to process according to individual ecologies. 

4) Pre-school teachers can see how their existing school settings can be utilized to 

address students’ cognitive, social, and emotional needs in language learning through 

social interaction. 

5) English Language Learners (ELL) are increasing at tremendous rates, especially in 

Texas preschools; this study permits exploration of the impact of language stimulation 

techniques on English language development in ELL preschoolers. 
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ABSTRACT 

 The United States is experiencing a time in history when the family structure is 

often different from the traditional concept of family. Increasing numbers of children are 

growing up in homes with a single caregiver, most often the mother. According to the 

most recent information, the 2000 United States Census Bureau, these numbers are at an 

all-time high, with 20% of homes nationwide representing single-mother households. 

 While all of the children in these families in some way experience the effect of 

the current shift in family structure, increasing studies (Haesler, 1996; Sugarman, 1997; 

Kipnis, 1999; Carreras, 2002) indicate that boys have a greater vulnerability to the effects 

of growing up without a consistent male role model, preferably the child’s father. The 

behavioral problems and underachievement (Skelton, 2001) manifested can affect 

children’s educational success. Current debate examines the implementation of more 

male teachers throughout the grades to provide the missing male influence and counteract 

the negative impact of father absence. 

 This qualitative study explored the relationships of one male primary teacher and 

his three father-absent male students in a rural east Texas public school. It provides 

insight into how these students are affected by their relationship with this male primary 

teacher. Data analysis utilizing NVivo7 software revealed increased student success 

influenced by several key characteristics of the male teacher. 

 
 

 

2010 HICE Proceedings - Page 2297



Introduction to the Study 

 Absence could be defined as a gap, a space, or a void. The absence of a father is 

capable of manifesting itself in countless ways: an achievement gap, a behavioral gap, an 

emotional gap, a spiritual gap (Brendtro, 2005). The number of children experiencing the 

gap left by father-absence is considerable. According to a report by Patricia Becker 

(2002), the likelihood that children will experience life in a single-parent family at some 

time in their childhood has increased considerably in the past several decades. Becker 

reports that in 2000, 34% of children under the age of 18 years were not living in a two-

parent family. This represents a significant increase from the 12% of children who lived 

in single-parent homes during the 1970s, a period of time when the mounting divorce rate 

initiated the changing family structure (Chadwick, 1999).  

 Children from homes where no father is present make up a significant population 

in Texas schools (2000 Census).  Coinciding with the increase in father-absent homes, we 

are at a point in history where elementary schools are taught primarily by women. 

Additionally, in the field of early childhood education, male teachers are even more of a 

rarity (National Education Agency, 2006).  Recent research suggests the importance of 

increasing the amount of male influence on father-absent boys by utilizing more male 

teachers (Napolitano, 2006), but this stance is frequently debated. 

It is not known if relationships formed between male primary teachers and their 

father-absent male students are beneficial in contributing to the school success.  The 

primary purpose of this study was to gain insight into the relationships between three 

father-absent male students and their male primary teacher and to identify indicators (or 

lack of) for school success.  
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Defining Father-Absent 

 Father-absence is a difficult concept to define, and the term itself may be rather 

ambiguous even as examined in the current body of literature. A survey of the literature 

reveals that father-absence can be summarized by looking at the circumstances creating 

paternal absence, quantifying the amount of time, if any, that the father remains in 

contact with his child, noticing at what points in time the father absents himself, and 

evaluating the amount of engagement of the father when he is available.  The lack of 

paternal presence can be the result of a myriad of circumstances (Mott, 2006). Among 

these are divorce, abandonment, and paternal involvements such as war or work-related 

travel, or death. Likewise, a father can be absent emotionally while maintaining his 

physical proximity to the family (Lamb, 2004).  Of equal importance to the 

circumstances behind father-absence is the amount of father-absence a child experiences, 

and at which points in a child’s life the separation occurs (Malone, Lansford, Castellino, 

Berlin, Dodge, Bates, Pettit, & Patrick, 2005).  

 Father-absence may begin prior to the child’s birth, or may occur at any given 

point in childhood. The lack of paternal contact may be a constant in the family make-up, 

with the father absenting himself from the family at some point in time and never 

reentering the child’s life. There are instances when the father may be partially involved 

with the child while not residing in the home. A state of “paternal flux” (Mott, 1990) is 

an accurate descriptor of the exit and re-entry patterns that delineate the paternal 

connection between some fathers and their children. Mott describes a state of instability 

that results from the fluctuating involvement of some fathers. It is perpetuated in some 

cases of father-absence when the child will have occasional or sporadic contact with the 
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father, sometimes with very long periods of months or years in between. Of course, there 

are many divided families in which the father is able, and chooses to, maintain consistent 

and effective fatherly contact. This is minimizing to the effects of lack of paternal co-

residence (Prinz, 1983).  

 Unfortunately, the division in the family structure is not without its negative 

effects, even when the father’s involvement remains consistent (Malone et al., 2005). A 

corollary between a child’s separation from a parent and school problems has been 

documented (Storksen et al., 2005). It has been shown that any separation from parents 

caused by divorce can affect children’s academic potential (Schuster, 2005) and paternal 

residence with the child and his mother has been shown to be beneficial both 

academically and behaviorally (Ryan, 2006). 

 The variations in children’s experiences with father absence are innumerable, as 

are the ways in which father-absence is perceived. One definitive summary of the father 

role in parenting is this: Father-present rearing is one in which the mother and father 

jointly and simultaneously provision and educate (in the broader sense of the term) the 

young. Father-absent rearing is one in which the mother, in the absence of regular 

assistance from the father, carries the major responsibility for provisioning and educating 

them (Draper, 1982, p.255). 

 Another source from the literature defines father absence in terms of 

“disengagement” versus “engagement” (Day, 2001, p. 218). Typical indicators of 

paternal involvement according to this piece of research are those constructs of 

engagement, accessibility, and social and emotional support. These constructs are 

typified by financial assistance as well as ongoing assistance with the tasks of daily 
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living, such as preparing meals, schoolwork, and household chores. These characteristics 

are those that would occur more frequently and naturally when the father resides with the 

child. 

 For this study, the concept of father-absence was identified by the father’s 

absence from the home at the point in time in which the student subjects began the 2007-

2008 school year, the time in which the study began and throughout the time period 

through which data collection took place. The status of the father’s absence at the time of 

data collection superseded any other variables in respect to the amount of involvement 

the father has had in the past, or that which he maintained during data collection. The age 

of the child at the father’s exit from the home, or whether the father ever resided in the 

home, was not considered as a factor in this study, rather a current state of father-absence 

was the criterion for subject participation.  

Why Male Students? 

 While it has been shown that the absence of a father creates a void that is difficult 

to fill, the effect on boys appears to be even greater than that seen in girls (Carreras, 

2002). Many studies have shown that boys possess an increased vulnerability to the 

effects of growing up without the presence of a father in their home (Blancahard, 1971). 

A number of studies have described boys from father-absent homes as exhibiting a range 

of difficulties such as greater feminine role identification, delinquency, mental disorders, 

poor academic performance, and poor self-esteem (Haesler, 1996). In his book exploring 

occurrences of young male criminality, Aaron Kipnis (1999) investigates the links 

between father-absence, amongst other factors, as a corollary to increased criminal 

behavior. The results indicate the need for early intervention for fatherless students. The 
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disturbing set of characteristics of fatherless boys that is the current societal trend is 

indicative of a need for analysis and change. 

 The number of single-mother homes across America is significant, and the homes 

reported in the 2000 Census with the mother as the sole parent represents both teen-age 

mothers as well as those considered an adult, over the age of eighteen. The current 

literature suggests that while the age of the mother is a significant factor in childhood 

difficulties, negative effects of father-absence can occur, regardless of the mother’s age 

(Coley, 1998). Because father-absence is so prevalent, creating concern for “masculinity 

in a crisis” (Brooking, 2006, p. 3), public attention has turned to the school as an 

institution capable of repairing at least some of the damage in the lives of boys living the 

consequences of a breach in the family structure. 

Why Male Teachers? 

 Recent research has increased on the subject of male teachers as a presence in 

education in relation to the problem of father-absence. Studies have been conducted to 

determine if and to what extent the presence of male role models in the schools are a 

solution to the missing father as a part of the ongoing debate (Mills, 2004). Much of the 

research has been focused on adolescent and minority students (Yang, 2003), with limited 

attention to the elementary and primary years. Because the primary years are formative 

years in child development, and because it has been shown that younger boys show 

greater effects from father abandonment (Schuster, 2005), it appears that more research is 

warranted to examine the effects of male teachers in primary positions. The fact that male 

primary teachers are an extremely limited resource further implicates the necessity of 

determining their influence. In east Texas, as well as the entire United States, male 

2010 HICE Proceedings - Page 2302



primary teachers are a rarity (United State Labor Statistics, 2006). Because of this, it is 

even more important to understand the ramifications of the influence male teachers can 

have on the students who lack male influence in the home. The intricacies of the student 

teacher relationships and the effect of school success that is evidenced by these 

relationships will assist in extending the body of literature on the subject and provide 

direction for future inquiry. 

 In light of the preponderance of female teachers in the education system, there is 

some irony in the fact that the education of America’s young was historically a male 

dominated discipline. The schoolmasters of colonial America have been largely replaced 

with the female classroom teacher of today, especially in the elementary grades. The 

‘feminization’ of the educational system is the result of several cultural influences in 

American history. Between 1870 and 1900, the proportion of female teachers in America 

increased from about 66% to 73% (Rury, 1991). Rury states that the reasons for this new 

preponderance of female teachers were complex, and were linked to prevailing Victorian 

ideas about the role of women as naturally endowed to serve in the capacity of rearing 

children. This initiated a change in the gender demographics of American education, and 

just as the educational pendulum has swung an opposite direction, with more and more 

women entering the field, (particularly in the fields of early childhood and elementary 

education), the family dynamics have shifted as well. More of today’s modern 

households have a single female householder. Today’s children have more exposure to 

women than to men, as they live in a time when even more women are present in the 

schools, and fewer fathers are present in the homes. The percentage of female public 

school teachers in the pre-k, kindergarten, and elementary schools of Texas is 99% (TEA, 

2010 HICE Proceedings - Page 2303



2007).  These factors create a scenario for young boys where there is a notable lack of 

male influence. This situation could be viewed as a crisis, as more American boys find 

themselves lacking male influence in their lives, creating a deficit in male role models for 

gender identification. This scenario creates the motivation behind this study, which 

sought to explore the relationships of a male primary teacher and his three fatherless male 

students in an East Texas school to determine the impact of the relationships on these 

particular male students. 

Background of the Study 

 There are several reasons why the influence of male primary teachers on father-

absent boys is an important and valid inquiry. At the forefront of the issue is the decline 

in the number of homes in America where both parents are present and functioning in a 

parenting role (2000 Census). While the problem is consistent across all the states, this 

study sought to examine a specific school in East Texas. According to the latest statistics 

in the 2000 Census report for the state of Texas, the number of homes with a female 

householder having children under the age of eighteen was 547, 213. This number 

accounts for 20% of census respondents. Homes composed of fathers and children under 

eighteen alone were 154, 432, representing 6% of the family respondents. The number of 

two parent homes of children under eighteen was 2,001,628, implying that 74% of the 

homes in Texas reported on the 2000 census were comprised of a two parent family 

structure. While 74% of the family respondents indicate a two-parent home, it must be 

noted that this does not take into consideration the particulars of the family dynamics. 

The information provided on the Census report, as with any other statistical data, reports 

the information supplied by the subjects who choose to participate in the survey at that 
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particular point in time. The reported two-parent homes can and do include households 

encompassing stepfamilies and “blended families” where a child and the biological father 

may or may not reside. These figures indicate that one in five children in the Texas 

schools could represent a home in which no father is present. 

 The trend in the increase of single-parent families has its origin in the rise in the 

divorce rate that occurred in the 1970s (Chadwick, 1999). The societal acceptance of 

separation and divorce initiated in that decade led to greater numbers of children left to 

navigate uncharted territory in a different type of home. In the 1960s, American families 

were largely two-parent families, making up 75% of the population, but by 2000, the 

overall picture of American families showed a decline in married-couple families with 

only 52% of the population representing this structure. This report also indicated that 

one-third of all the households represented were considered “non-family” (2000 Census). 

There is no coincidence that an influx in the literature dealing with children’s issues, 

dealing both with issues of home and of the educational setting, was generated because of 

new issues evolved from the changing family framework. Much of the literature 

surrounding the problems of children and youth dealing with problems related to family 

concerns originated during this period, from the early 1970s and continues to develop 

today. One article written during this period, “Women and Children Last: The 

Social Situation of Divorced Mothers and their Families” (Brandwein, 1974) reflected the 

developing trend in the literature of the time in its examination of “father absence rather 

than mother presence” (pg. 498) as a social problem. The social changes of the 1960s and 

1970s and their effect on families were particularly pronounced as the baby boomer 
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generation reached adulthood and changed many of America’s ideas about the typical 

family (Wetzel, 1990). 

 The disturbance in the structure of the traditional family has been shown to be 

detrimental to school success. A recent study of family structure, two-parent as compared 

to single parent, as influential on academic achievement (Crowe, 2005) indicated that 

family factors contribute more toward student’s test scores than school factors. Numerous 

studies reveal academic deficiencies in children from divorced families as compared to 

children with intact families (Amato, 2001; Jeynes, 2000; Schuster, 2006). In fact, the 

effects of the absence of a father in child development have been documented in children 

as young as eighteen months old. In a study by James Herzog (1980), children whose 

fathers were suddenly removed from the home had increased incidence of sleep 

interference and bed-wetting. William Singleton attributes occurrences such as these to 

the emotional abandonment and psychological distress felt by children experiencing 

father absence, and asserts that the fatherless experience is amplified in the lives of boys 

(2003). 

 An extensive amount of literature documents the magnitude of family structure on 

the overall success of children. When boys do not experience success early in their school 

careers, the problem perpetuates itself in a cycle of frustration (Farnworth, 1985; Masse, 

1999). This vicious cycle affects everyone involved. The students, their teachers, and the 

available parents struggle to salvage the child’s education; however, most are unequipped 

to do so (DeGarmo, 2004, 2005). When the problems present themselves as frequent 

discipline issues, the situation is intensified. Aaron Kipnis addressed this in Angry Young 

Men (1999, p. 43). “Because ‘bad boys’ are referred to programs in which staff usually 
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has the lowest level of training, the poorest tools, and the most dilapidated facilities, our 

highest risk students tend to become the least well cared for. Few teachers are trained or 

equipped to deal with boys who act out. Boys sense this.” Kipnis stresses the magnitude 

of the plight of the fatherless boy as crucial to the entire culture of America. He asserts 

that the problems of fatherless boys are the problems of society. It is a troublesome fact 

that little boys who are unsuccessful in school often grow into troubled young men. 

Kipnis contends, “Whatever damages the lives of boys ultimately puts us all at risk. The 

behavior of young men can disrupt the entire fabric of our social ecology or help weave it 

whole (p. xi).” Kipnis cites American boys as suffering higher rates of homicide, suicide, 

incarceration, functional illiteracy, and school failure. He claims that 70% to 75% of 

student suspensions, expulsions, grade failures, special education referrals, and school 

violence casualties are males. 

While most of the consequences addressed by Kipnis occur in later childhood and 

adolescence, the primary years are a starting point for the issues. In Problems of Early 

Childhood (Hirsch, 1983), the author discuss the removal of the father from the home 

through divorce. She notes “All in all, there seems no really satisfactory solution to a 

problem that denotes failure and rejection to adults and evokes feelings of anger, sadness, 

loss, fear, guilt, and a sense of being rejected in children” (p. 72). These types of 

emotions can create a self-perpetuating cycle of failure. It cannot be ignored that the 

United States leads the world in two dismal and ultimately intertwined areas: father-

absence and the incarceration of young men (Kipnis, 1999). 

 The problems that result from father absence can follow children throughout their 

lives. Children are affected scholastically, socially, and emotionally when the family 
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structure is damaged, and when young boys experience father-absence, it is a reliable 

predictor of school struggles that impede the maximizing of their educational potential 

(Schuster, 2006). The Texas Education Agency (TEA) tracks the statewide higher 

education status of all public school graduates. The numbers are indicative of the current 

lack of achievement of boys in Texas. In the state of Texas, boys are underrepresented in 

college enrollment. In the 1999-2000 academic year, the number of females enrolled in 

Texas public universities was 24, 468 as opposed to 19,965 males. This difference is even 

greater in the Texas public two-year colleges, with girls accounting for 34, 589 versus 28, 

871 males. In this same school year, there were 5,193 more female graduates than there 

were male graduates from the public high schools of Texas. This serves as an indicator 

that the educational needs of boys require increased attention. 

Historically, the role of gender in the classroom has been considered in many contexts, 

and is a contributing factor in many educational studies. The last decade saw an extensive 

amount of research and literature devoted to the esteem and success of girls in the 

education and career-related realm. While the trend to explore the educational issues of 

empowering girls was needed, and resulted in positive changes, this period only saw a 

steady increase in the problems of boys (Skelton, 2001). It is warranted that the 

contemporary gender-related topic should return some attention to the boys, while 

continuing to see to the concerns of educating girls. 

 The effect of gender as relative to both teachers and students has been examined 

and has been influential in countless decisions affecting school culture (Apple, 1988). 

While this study presents a focused examination of the current problems associated with 

boys, another related gender issue is that of the teacher. If young boys are currently 
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lacking male role models, the classroom seems like a logical place to insert them. There 

are several reasons for this. A large portion of a child’s waking hours, excluding the 

summer months, is spent in school. The amount of time that a child’s classroom teacher 

has to interact and influence the thinking and behavior of children is often greater than 

the actual amount of time that child spends with his or her custodial caregiver, as many of 

today’s school children are “latchkey kids” (Edwards & Edwards, 2005; Aizer, 2004). 

 Another factor is that the consistency of the teacher’s presence in the child’s life 

is controlled. The teacher is a constant daily presence, at least for the duration of the 

school year. In addition, the teacher is a power figure in the classroom, serving in a 

position of authority, and in the case of the primary classroom, a nurturer. By virtue of a 

teacher’s role in the classroom, he or she is influential in the lives of his students (Pianta, 

1992a). 

 A recent study (Werner & Johnson, 2004) of adults who, as children, experienced 

homes characterized by turbulence, emotionally absent parents, divorce, and alcoholism 

portrayed the school as a “home away from home” (p. 14). Subjects in this study revealed 

that they had encountered at least one teacher who had served as a support and role model 

for them. One description of these teachers was “not just a teacher who taught academic 

skills, but someone who raised their self-esteem, became a counselor and confidant, and 

opened doors for them that changed their lives in a positive way” (p.14). 

 Not only is the male teacher in the primary school virtually non-existent, current 

research indicates that the numbers are steadily declining (Napolitano, 2006). While there 

are some researchers who feel that the societal shifts in gender role expectations could 

lead to increased involvement in early childhood education (Piburn, 2006), others feel 
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that the voice of the male teacher is still largely missing in the early childhood classroom 

(Shackelford, 2003). The issue is not exclusive to the United States. One piece of 

literature indicates significant questions surrounding males in elementary education in 

Canada, with many school administrators and teacher education programs calling for 

more men in the elementary schools (Coulter, 1993). 

There are contradictory ideas about men in elementary teaching positions. Many feel that 

there is undue pressure on the school system to remediate a problem that has its 

foundation in the home.  Keren Brooking, who has spent fifteen years researching 

gender issues in education, challenges the notion of the male role model in the schools. In 

her 

2006 report discussing hiring educators based on merit versus gender, she responds to the 

notion of the male teacher as a role model replacement of the female teacher. She states, 

“There is an ongoing silence about the responsibilities of the fathers who have abandoned 

these boys, and blame for the single mothers and women teachers who are left to deal 

with the problem” (p. 4). Brooking also asserts, “Unfortunately…there is a flawed 

assumption that any male teacher will do, without looking at the particular qualities the 

male applicant brings” (2006, p. 5). 

 The gap created by father-absence and the changing American family calls for 

intense investigation into the utilization of teacher influence as an instrument to 

ameliorate the lack of male influence and relational void created by father-absent homes.  

While substantial current investigation on the topic of male teachers exists (Roulston, 

2000; Mills, Martino, & Lingard, 2004), it is important to evaluate the aspects of their 

relationships with primary age boys experiencing father-absence in unexplored areas. If 
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student teacher relationships with effective male teachers in the early childhood 

classroom can contribute to remediation of some of the issues presented, the relationships 

in a rural east Texas classroom necessitate investigation and consideration. 

Theoretical Framework 

The foundation for this study is the premise that authentic data can be obtained 

through naturalistic observation (Lincoln & Guba, 1985). Naturalistic observation is 

defined as that observation in which nothing is controlled or manipulated by the observer, 

and the observer makes every effort not to effect the observed situation in any way 

(Fraenkel & Wallen, 2006).  This describes the observation technique that was employed 

in the case study design of the student-teacher relationships.  For this study, a naturalistic 

approach was an acceptable means of acquiring useful observations and meaningful data.  

The intrusion of the researcher into the relationships was kept at a bare minimum in order 

to maintain the authenticity of the research. 

 It was crucial to the study to obtain a clear picture of the relationships as 

perceived by both the teacher and students.  It also proved beneficial to speak with the 

students’ parents or custodial caregivers, peers of the teachers as well as the students, 

administrators, and other influential persons that were revealed throughout the course of 

the study.  Case study research is an excellent modality for obtaining this type of 

analysis.  Tellis (1997) has explained that regardless if a study is experimental or quasi-

experimental, the data collection and analysis methods will hide some details.  However, 

he asserts that case studies are designed to use multiple sources of data to bring out the 

details from the viewpoint of the participants.   
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 Because case study research is not rigid and prefigured in design, it was the ideal 

mode of gathering data for this research study.  Dr. John Creswell stated in his recent 

book Research Design: Qualitative, Quantitative, and Mixed-methods Approaches “the 

research questions may change and be refined as the inquirer learns what to ask and to 

whom it should be asked.” He also explains, “The theory and general pattern of 

understanding will emerge as it begins with initial codes, develops into broad themes, and 

coalesces into a grounded theory or broad interpretation” (2003, pp. 181-182).  It is 

apparent that this particular study of student-teacher relationships gained momentum as 

the researcher expanded in understanding of the conditions and circumstances that were 

components of the relationship.  

The capacity for generalizing the results of the research is an area relevant to the 

framework.  According to two prominent contributors to the literature on the subject of 

naturalistic inquiry, Lincoln and Guba, many researchers see generalizability of research 

as the be-all and end-all of inquiry.  It is the contention of these researchers that if the 

information gained from inquiry is not generalizable, it is a waste of time and resources.  

Lincoln and Guba refute this idea in their landmark text Naturalistic Inquiry (1985).  

They underscore the importance of qualitative research that remains ungeneralizable, in 

fact emphasizing that the only generalization that can be made is that there is none.  The 

study was not experimental in design and any generalizability or causal links can only be 

suggested, not established through the investigation.    

 In investigating the primary research question of determining how school success 

is affected by the relationships forged between a male primary teacher and the students in 

his classrooms who live in father-absent homes, it is imperative to determine the 
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operational definition of school success.  For the purpose of this study, school success is 

an overall positive adjustment to school as signified through social interaction with peers 

and adults, satisfactory grades, and emotional well-being.  Operationally defining this 

elusive concept will be evaluated through the lens of desirable outcomes for primary 

school students in these three areas.   The social and emotional aspects of learning have 

garnered increasing attention, and they are shown to have an impact on academic learning 

(Zins, 2004).  It is important to realize that the three areas; social adjustment, emotional 

well-being, and academic achievement are all interrelated, and they will be treated as 

such in this evaluation. 

Methods, Techniques, and Mode of Inquiry 

This qualitative study explored the relationships of one male primary teacher and 

his three father-absent male students in a rural east Texas public school through a 

multiple case-study approach.  It provides insight into how these students are affected by 

their relationship with this male primary teacher.  Data analysis utilizing NVivo7 

software revealed increased student success influenced by several key characteristics of 

the male teacher. 

 The instruments used in this study implemented a triangulation process.  

Classroom observations, open-ended interviews, and face-to-face interviews with focus 

groups were all conducted.  The use of these three methods established construct validity 

because of the multiple sources of evidence.  According to Yin (1984), the use of 

multiple sources of evidence will encourage convergent lines of inquiry and increase 

construct validity of case studies.  Internal validity is not a concern for this study; as it 

does not attempt to show causality between the student-teacher relationships, but instead 
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seeks to answer discover how the relationships work.  Yin (1984) notes that internal 

validity in case study methodology in inapplicable to descriptive studies that are not 

concerned with making statements of causality.   

 The use of multiple cases in the study supports the external validity of the study, 

as it examines multiple cases utilizing the same criteria to reveal common themes.  

Though the study may not be generalizable outside of the demographic parameters 

established, it can contribute to the body of knowledge about student-teacher 

relationships under these contexts. 

Data Sources 

Dyad Observations 

 The procedures for data collection relied heavily on researcher observation of 

each pair of subjects in the classroom.  Qualitative research necessitates the immersion of 

the researcher into the everyday interactions of the subjects being studied (Marshall & 

Rossman, 1989).  The observations conducted by the researcher documented the day-to-

day interactions between the pairs of students and teachers in the classroom setting and 

were documented in detail by the researcher who remained as unobtrusive as possible 

during observations periods.   

Interviews 

 Because qualitative research also finds value in the viewpoints of the participants 

(Marshall & Rossman, 1989) interviews were conducted with the participants.  In 

addition, interviews were conducted with the mothers or grandmothers to identify 

common factors in the relationships between the dyads and the mothers or grandmothers’ 
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perceptions of any contributing factors in the relationships on their sons’ school success.  

In one case, the mother was uncooperative, so no interview was conducted.    

 All interviews were conducted personally.  The intention behind personal 

interviews being conducted rather than other means was to provide the ability to consider 

facial expression and body language.  It has been said that in qualitative research, no 

transcription or analysis can ever compare to the excitement of gaining information in 

person (Morgan, 1997).  The statement proved true for this study.  It was moving to learn 

of and observe the success that the boys were experiencing in first-hand personal 

interviews and observations.    

Focus Groups 

 The open-ended focus group sessions with other teachers in contact with the 

dyads, administrators, school counselors, peers of the students, and colleagues of the 

teachers were conducted personally and digitally recorded as well as transcribed by the 

researcher.  This procedure ensured accuracy in interpretation and recording, and 

provided a backup in case of data loss.   The purpose of the focus groups was to ascertain 

any feelings about the student-teacher relationships or other pertinent information about 

the relationships that the individual interviews may have failed to elicit. 

Results 

  The intent of this study was to explore how the relationships between one male 

primary teacher and three father-absent boys in his class affected the academic success of 

the students during the 2007-2008 school year.  It was also hoped to identify any 

characteristics of the teacher that may have positively contributed to the student success.  

A summary of the findings indicating the academic success of the three father-absent 
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boys in a third grade classroom as positively impacted by their male teacher, shows that 

the boys did experience success during the 2007-2008 school year.  Indicators of a 

positive relationship with the teacher in all three cases appear.  In one case in particular, 

the factors surrounding the evidence appear to suggest strongly that the relationship 

between the student and teacher influenced his success.  In the other cases, a relationship 

is evident, and evidence seems to suggest that the relationship between the teacher and 

students has influenced the success, but not as strongly as in one case.  Several 

confounding factors such as student personality, student motivation, and other student 

support make it impossible to determine the extent to which the relationship affected 

school success. 

  The study also revealed the characteristics of the case study teacher that appear to 

have assisted in the forming of the relationships.  Repeatedly, references from the student 

interviews, parent interviews, focus group interviews, teacher interviews, and classroom 

observations revealed statements indicating characteristics that were perceived by the 

interviewees as influential in the student-teacher relationships.  These characteristics 

were clearly identified as themes that were revealed through the data collection process.  

These identified characteristics appear to have enhanced the forming of student-teacher 

relationships, strengthening the learning process and academic success of the boys.   

Educational Importance of the Study 

   The far-reaching implications of the findings gleaned from this study are 

somewhat limited, as previously noted, by the small sample size.  It is not the intention of 

the research to say that the results can be generalized.  However, the success experienced 
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by the students and subsequently reported in the study suggests that a male primary 

teacher does have an opportunity and the capability of having a positive impact on the 

academic success of father-absent students. 

  The interview transcripts from the data collected also implies that in this study, 

the relationships were seen as beneficial by several sources.  Prior to analysis and 

dissemination of any data, many of the students, parents, and faculty alike saw the case 

study student-teacher relationships as beneficial to the students.  Therefore, a practical 

outcome of the research has been to identify the perceptions of the potential impact of 

male primary teachers by those who are stakeholders in the educational outcomes of 

father-absent boys.  The opinions expressed are supportive of recent research that 

necessitates more male teachers in elementary schools in order to combat what is 

perceived as the feminization of schooling (Martino & Kehler, 2006), and provide male 

influence where it is lacking in the lives of students. 

   Research that seeks to improve the success rate of students is meaningful 

research.  Particularly, research that attempts to expose insight in areas that is applicable 

to the success of students who are at risk at failure is significant.  This study specifically 

examined an area in which the threat to student success in father-absent males might be 

minimized.   

  If the male primary teacher in this study was influential in the academic success 

of the father-absent boys in the case studies, it should increase awareness to the 

possibility of other male teachers with similar characteristics, under similar 

circumstances, as potentially beneficial to other students with similar characteristics.  For 

this reason, continued research on this topic is important. 
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Abstract 
 
Both public and private universities in Pakistan are playing vital role in developing 
human resources as per sectoral demand. It is observed that conflict in the public 
universities occur more frequently than past and as a result has an impact on educational 
outcomes in terms of qualified potential human resources. This is a study of some 
selected public universities of Pakistan. We have undertaken this exploratory study to 
highlight the importance of higher education conflict among students and faculty and to 
identify its consequences on the organizational outcomes. A structured questionnaire 
survey was undertaken within the selected public universities in Pakistan, responses were 
obtained both from the faculty and students. In the sample universities convenience and 
random sampling methods were used to obtain data and information. The sample size of 
respondents is 202.  The data were analyzed by using descriptive statistics, and regression 
analysis, using 11.5 versions of SPSS, to test the formulated hypotheses. Based on the 
findings, it is found that conflict has an effect on the quality of education which is 
directly linked to human resource potential development of the country. 
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Conflicts in Higher Education and Perceived Quality of Education: Empirical 
evidence from Pakistan 
 

            Uzma Mukhtar*; Md. Zohurul Islam** and Sununta Siengthai*** 
                                        
 
1. Introduction 
 
 
Universities are the main suppliers of qualified human resources to the country. One of 
the basic objectives of the universities is to provide the highly talented and skilled human 
resources for the national development as well as to meet the demand of the labour 
markets of the country. The challenge ahead in the twenty first century  is to devise a 
system of higher eduaction whose outcome will be social inclusion and social cohesion 
(Lowe, 2002). The World Bank report indicates that economic gaps between the 
developed and the developing countries are due to the differences in the higher education 
facilities available ( Siddique,2002). 
 
The Government of Pakistan has been allocating a major portion of the annual budget to 
the education sector to increase the literacy rate in Pakistan. However, it is still 
considered  low level. Since the establishment of Pakistan, every Government has given 
special attention to this sector. Overall this sector is growing bigger. There are 53 
universities in the public sector (HEC Pakistan, 2007). But the performance of this sector 
is declining in terms of the quality of the education. According to the World university 
ranking in Time’s higher education supplement (2004), none of the university in Pakistan 
meets the international standard. Research (e.g. EIU views) highlighted that despite huge 
investments in this sector, education system in Pakistan is among the deficient one in 
Asia. About 85 % of population is getting education from the public sector universities 
(Task Force report, 2002) because of reduced tuition and fees, concessions, poverty and 
other socio-economic problems etc. Approximately 95% of that eighty five percent are 
middle and low level employees who send their children for higher education in these 
public universities. But parents feel the uncertainty about the future of their children 
when they often experience delays in sessions, close down of universities, suspension of 
classes due to strike, decreasing performance of institutes. Thus, this study focuses on the 
conflict in higher education and perceived quality of education in terms of the potential 
human resources development of the country. 
 
 
Conflict- A corollary of lower Quality of education   
 
We observed in this study that most of the universities do not focus much on the conflict 
among faculty and students. Most of the conflict situations arise in the public universities. 
Thus this study found a gap that conflict has not been paid attention  in public universities 
especially in the developing countries like Pakistan where conflict is still taken from the 
political aspect. Based on our casual observations conflict in the federal universities are 
much greater than private universities both in terms of degrees and frequencies.  
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Coser (1956) introduced the conflict perspective into American Sociology with his 
definition  of conflict as “a struggle over values  and claims to the scarce status, power 
and resources in  which the aims of the opponents are to neutralize, injure or  eliminate 
their rivals.” A contemporary view amongst various streams of literature examining 
conflict is that it has two underlying dimensions, one dysfunctional and the other 
functional or constructive conflict. Rahim (1983) stated that organizational conflict is by 
no means the antithesis of the making of quality of education. This study is inline with 
research undertaken by Ayodele and Adewumi (2007) which has revealed that conflict is 
common to both federal and state universities. Nwankwo (1977) finds that failure to 
achieve interposition perceptual congruence on a focal situation can result in violent 
crisis within the group. However our study results are contradictory with Isoken (1990) 
study that revealed low occurrence of student-authority conflict in the secondary schools 
of some local governments. This could imply that the level of conflict was higher in the 
universities than secondary schools. 
 
This study observed that various researchers identified different sources of the 
organizational conflict from broad perspective. This study aims to identify the sources of 
conflict from specific perspective of higher education. This study is in line with the Goss 
(1999) study which stated that some forms of the conflict are hostile and overt. Students 
may disparage the instructor, argue with the classmates, or actively dispute course 
requirements and their grades. Other conflict may stem from students’ inattentiveness and 
appear more passive such as students arriving late in the classrooms, engaging in the side 
conversations or acting as being bored (Appleby, 1990;  Keaney & Plax, 1992). Boice 
(1996) described conflict as “the product of an escalating interplay between the 
instructors and students’ misbehavior”. He observed that faculty contributed to the 
conflict within the class by seeming cold and uncaring, arriving late to the class, 
disparaging the students. Most of the research (Kearney & Plax, 1992; Wilson & Taylor) 
see immediacy of the faculty as important determinant. Immediacy refers to verbal and 
nonverbal communication that show the care by expressing the interest in student’s life, 
remembering students name, eye contact, postures, smiling and listening to the students. 
 
Particularly in Pakistan, a serious corollary of lower educational standard includes facing 
indiscipline among the students at higher education level and also it has been widespread 
violence on campuses (Ahmed, 1992). Later, Hoodbhoy (1998) identified that university 
system is seriously ill in Pakistan compared to other third world countries (e.g. India, 
Iran, Bangladesh, etc). The situation is quite abnormal due to conflict situations in the 
form of violence and indiscipline of the students. Therefore, managing conflict is an 
important issue in the universities in Pakistan. As Pondy (1967) also observed that those 
organizations that do not admit the conflict and make policies they actually provide poor 
guidance in dealing with problem of organizational efficiency, stability, governance and 
change for conflict within an organization. Thus higher education sector must admit the 
conflict as being a natural phenomenon and should manage it in order to have positive 
consequences on the educational system quality and the development of the country. 
 
Conflict management is considered an important part of any supervisor's role, sometimes 
taking more than 25% of his or her time (Mintzberg, 1975; Thomas & Schmidt, 1976). In 
more recent studies, researchers have found that managers spend more than 18% of their 
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time on employee conflict, a figure that has nearly doubled since mid-1980s (Hignite, 
Margavio, & Chin, 2002). If managers spend more of one quarter of their time in 
managing conflict in the organizations then educational institutes must be given more 
time to manage the conflict. Otherwise it has an adverse effect on quality of education in 
terms of potential human resources. Conflict situations vary from campus to campus, 
location, governance, number of the students and unionization. However, management of 
the conflict on the campus is as much complex as the nature of the conflict itself. Very 
little literature is found on the higher education conflict and how to manage it. Thus this 
study aims to highlight the importance of the conflict and expects that much time will be 
given to resolve such situations especially in developing countries like Pakistan. This 
study  focuses on the role of the faculty in managing the conflict by instrumentally 
utilizing it in a constructive manner. So in light of the problem definition and literature 
review,  this study has developed the following conceptual framework and formulated the 
following hypotheses: 
 
 

                                                    Mediating role of faculty  Conflicts in 
Higher education  

Perceived quality of 
education  

 
 
 
Figure1: Conceptual Framework of conflicts in Higher Education 
 
H1: Conflicts in higher education have direct relationship with the perceived quality of 
education. 
 
H2: Faculty has a positive relationship with the university quality of education. 
 
 
2. Research Methods 
 
Sample and Procedures 
 
The sample consists of 202 employees working in the education sector of Pakistan. The 
self administered questionnaires were evenly distributed during January-April 2009 
among the teaching staff of the universities of Pakistan. For the survey, four universities 
in Pakistan were chosen on basis of the selection criteria, namely, their contribution to the 
education, date of establishment and being in public sector. All randomly sampled 
respondents were approached personally to participate in the survey which aims to 
measure their perception about the organizational conflict and their views about the 
conflict and its consequences. The mean age of the respondents was 26-35 years old and 
16.4 Percent were female, and 83.6 percent male. Following Table 1 shows the 
demographic characteristics of the sample respondents in this study.  
 
The data collection consists of interviews and questionnaire survey of teaching staff in 
the education sector of Pakistan. The data were collected as a part of research in which 
goal was to identify the importance of the conflict in the higher education and its 

 4
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consequences on the potential human resource supplied to the market. Data were 
collected using a pre-tested, mailed, self administered questionnaire. A total of  about 400 
questionnaires were distributed and about 202 usable questionnaire were returned. 
 
The survey was conducted in two stages: (1) pilot survey (2) full scale survey at 
administrative level and faculty level. The questionnaire was prepared in English. It 
covers respondent’s brief profile, scale items on organizational conflict and perceived 
quality of education. 
 
 
Measurement  
 
We measure conflict in higher education in our research by identifying the reasons of the 
conflict from faculty perspective by asking the faculty respondents about the following 
items which suggest how conflict can arise. These items include paper grading, lack of 
communication, teaching styles, lack of facilities. These items were rated on 5-point 
Likert scale anchored by 1= strongly disagree to 5= strongly agree. 
  
We measure the quality of education in terms of provision of the skilled and qualified 
students to the society and their participation in the society. 
 
Furthermore the mediating role of faculty is measured by four items namely, involvement 
of students, close interaction, Focusing on emotions and feelings of the students and 
addressing them outside the classrooms. These items were measured on Likert 5-point 
scale addressing 1= strongly disagree to 5= strongly agree. 
 
 
3. Results and Discussion 
 
For this study we used the regression analysis to test the hypotheses .We used ANOVA 
and regression analysis to find out the relationship among institutional conflicts and 
consequences with the role of the faculty as mediator. The mean age of the respondents 
was 26-35 years old. The majority of the sample i.e. , 83.6 percent are the male. Table 1 
shows the profile of the sample respondents in terms of their demographic characteristics.   
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Table 1: Respondents Profile (N=202) 
 
Demographic Variables                                   Categories         % 

Gender                         
                                                                          Male  

                             Female 

 
          78.2 
          21.8

Age                                                                    26-35 years old 
                                                                          36-45 years old 
                                                                          45-58 years old 

          71.8 
          18.2 
          10.0 

Designation                                                       Professor                                  
                                                                          Assistant professor 
                                                                          Lecturer  
 

            9.4  
          23.3 
          67.3

Qualification                                                     PhD 
                                                                          MS 
                                                                          Masters   

         10.3 
         19.8  
         69.9   

 
 
Regression results (Table 2) suggest that there is a significant relationship between 
perceived quality of education with the higher education in Pakistan. The coefficient of 
correlation is (.287). R-square is .083. The adjusted R-square is .064. Thus perceived 
quality of education can explain about 6.4% of the variation for higher education 
conflicts in Pakistan. 
 
Table 2: Regression test of Relationship between higher Education conflicts and 
perceived quality of education 
 
Model R R 

Square 
Adjusted R 
Square 

 
F 

Std. Error of the 
Estimate 

Sig 

1 .287(a) .083 .064 4.429 1.057 .002(a)
a Predictor : (constant),Q3,4,5,6 
 
Based on the data analysis, Table 3 depicts the correlation of the variables. Constant is 
significant at p<0.05. Some variables such as Q 4 (I think that lack of facilities can create 
conflict) and Q 6(Association of conflict with teachers teaching style) are significantly 
related to Perceived quality of education at p<0.05. Variable (Q 5) stating the lack of 
communication as cause of conflict is negatively and significantly (p<0.10) related to the 
perceived quality of education. Other variable such as Q 3 (stating the grading as cause of 
conflict) is found not to be significant.   
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Table 3: Coefficients (a) 
 
Model   Unstandardized 

Coefficients 
Standardized 
Coefficients 

t Sig. 

    B Std. Error Beta     
1 (Constant) 3.164 .457    6.920 .000 

  Q3 -.107 .075 -.103 -1.416 .158 

  Q4   .180 .073   .175   2.451 .015 

  Q5 -.130 .076 -.121 -1.709 .089 

  Q6   .235 .073   .222   3.191 .002 

a  Dependent Variable: Q10 
 

 
Table 4 depicts the relationship between the role of faculty as mediator of conflicts and 
perceived quality of education. Results show that there is a significant relationship 
between faculty role and perceived quality of education at p<0.05.  The adjusted R square 
is .191. This suggests that model can explain 19.1% of total variation of the perceived 
quality of education. Constant term also turn out to be significant suggesting that even 
there is no change in the independent variables, the role of faculty as mediator of conflict 
is by itself very significant. 
 
Table 4: Regression results of relationship between faculty role as mediator and 
perceived quality of education 
 
Model R R Square Adjusted

R Square
 

F 
Std. Error of the Estimate Sig 

1 .455(a) .207 .191 12.873 .951 .000(a)
a  Predictors: Q1,2,7,8 
 
 
Table 5 depicts the correlation of the variables. All the variables (Q 1, 2, 7, 8) are 
significantly related to Perceived quality of education at 0.05 level of significance. These 
variables explain the perception about the involvement of the students (Q 1), showing 
concern (Q 2), addressing the students outside the class (Q 7), and focusing on the 
emotions and feeling beside the teaching activities (Q 8). Therefore, if faculty beside 
their teaching activities focuses on these issues as well then it can help them in improving 
their role as mediator in the conflicting situations. Thus faculty can play an important role 
in improving the perceived quality of education. 
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Table 5: Coefficients(a) 
 
Model  Unstandardized 

Coefficients 
Standardized 
Coefficients 

t Sig. 

  B Std. Error Beta   

1 (Constant) 1.034 .393  2.634 .009
 Q1 .184 .058 .209 3.145 .002
 Q2 .189 .064 .193 2.935 .004
 Q7 .131 .064 .136 2.037 .043
 Q8 .204 .065 .205 3.123 .002

          a.  Dependent Variable: Q10  
                             
 
Thus, we find that there is a significant relationship between conflicts in the higher 
education and perceived quality of education (p<0.05). Thus, higher education conflicts 
may improve the quality of education which may lead to good quality of human resources 
only by reducing and maintaining good work level conflicts. Otherwise if conflicts are 
negative then it would have negative effect on the quality of education which is directly 
linked to the potential human resources to the market and the society. 
 
Seondly, we also find that the role of faculty as mediator has a positive relationship with 
higher education perceived quality of education (p<0.05). Thus if faculty realize the 
importance of their role in solving the conflict problems in higher education by showing 
concern towards the students both in term of quality of education and future role of these 
students to the society then quality of education will be improved.  
 
In sum based on the regression results, it is found that conflicts in the higher education 
has a significant relationship with perceived quality of education and the faculty has a 
significant mediating role in influencing the perceived quality of education. Thus both 
hypotheses (H1, H2) are accepted.  
 
 
4. Boundary Limitation 
 
This paper considers conflict from organizational perspective and specially from higher 
education perspective so ignores the interference of other political, social and 
technological factors which otherwise may have an effect on organizational effectiveness 
in the open environment. Secondly, this study is conducted in public sector universities, 
results may differ in other sectors. Thirdly, this study is conducted in under-researched 
site like Pakistan in terms of conflicts in higher education,  findings may differ if it is 
conducted in developed countries. 
 
 
 
5. Conclusion 
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Conflicts in the higher eduaction is an important issue. Universities are the main suppliers  
of qualified human resources to the society. This study highlighted the importance of 
conflicts in universities especially in developing countries like Pakistan. For this study 
the data were collected from 202 faculty members of four public universities of Pakistan. 
Respondents profile indicates that majority of the respondents are male and are serving at 
different job positions in different universities of Pakistan.Views of the respondents 
among the faculty are explored about the conflict and their role in mediating the level of 
conflict. Respondents views were tested by using 11.5 version of SPSS. This study 
concludes that both institutes and faculty must give special attention to the conflict in the 
higher educational institutes to effectively achieve their mission to produce the future 
work force to the society. Conflicts in higher education can improve the quality of 
education which is directly linked to potential human resource development of the 
country. This study further concludes that if conflicts are at manageable level then 
improve the quality of education by providing good work environment, but it would have 
negative effect on quality of education if it reaches at dysfunctional level. Thus, faculty 
can play an important role in improving the quality of education by performing mediating 
role in reducing the level of conflict. Based on the findings of this study, it is suggested 
that some interaction between the faculty and students will help reduce the conflicting 
situation. For example, if faculty show concern and care towards students as well as 
towards emotions and feeling of the students besides their teaching activities, then it 
would reduce the level of conflict. In other words, the nurturing approach and 
environment in teaching should be encouraged. This would be helpful in improving the 
quality of education and hence the universities’ provision of talented and capable 
workforce in the country.  
 
 
6. Future Implication 
 
Conflict is as important from organizational perspective as well as from political 
perspective. Universities, particularly those in the developing countries, should give 
special attention to conflict as evidenced in this study that conflict has a significant 
relationship with the quality of education. If conflicts are positive and managed 
effectively then it would be helpful in improving the quality of education. Therefore 
functional conflicts would be helpful in producing the effective human resources to the 
country by providing good working environment. Thus if universities especially in 
developing countries also begin to give special attention to this issue then quality of 
education can further be improved in terms of provision of qualified workforce to the 
society. Moreover, in terms of the higher education level, faculty must also take active 
part and realize their responsibility as a mediator to resolve the higher education 
conflicts. Faculty should develop some coursework and strategies of managing conflicts 
like involvement of students, ehancing the environment of teamwork, showing concern 
and care and creating a good environment of their schools. Thus we expect that if this 
issue is given special attention and importance at institutional level especially among 
those in the developing countries then it can be helpful in improving the quality of 
eduaction in terms of potential development of human resources in the country.  
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APPENDIX 
 
 
APPENDIX-A 
                             List of Questionnaire items  
 
 
Sl..No 

       
 Items 
 

Q1 
 
Q2 
 
Q3 
 
Q4 
Q5 
 
Q6 
Q7 
Q8 
Q9 
Q10 

I think teachers must involve the students by taking unexpected tests or 
brainstorming sessions 
I think that close interaction between the students and the teachers helps in 
shifting the dysfunctional conflict to the functional conflict  
I think most of the conflict between the students and teachers arise on the grading 
of the exams. 
I think that lack of facilities create conflict. 
I think that communication problem between students and the teachers create the 
conflict among the parties 
I think that conflict is associated with the teacher’s teaching style. 
Addressing the students outside the class 
Focus on the emotions and feelings of the student 
Involving the student in solving the problem and try to solve the problems 
I think my institute is providing talented output in term of capable students to the 
society. 
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APPENDIX-B                            
                                        Descriptive Statistics 
 

  Minimum Maximum Mean Std. Deviation N 
 
Q1 

 
1 5 3.99 1.203

 
202 

 
Q2 

 
1 5 4.00 1.077

 
202 

 
Q3 

 
1 5 3.80 1.057

 
202 

 
Q4 

 
1 5 3.89 1.064

 
202 

 
Q5 

 
1 5 3.73 1.011

 
202 

 
Q6 

 
1 5 3.80 1.033

 
202 

 
Q7 

 
1 5 3.70 1.099

 
202 

 
Q8 

 
1 5 3.77 1.331

 
202 

 
Q9 

 
1 5 3.73 1.237

 
202 

 
Q10 

 
1 5 3.86 1.093

 
202 
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Analysis of a School Board Meeting: 

Understanding the Dynamics 

ABSTRACT 

The comprehensive preparation of public school administrators requires an 
understanding of the multiple players and the dynamics of school board 
meetings. The purpose of this paper is to provide an outline to assist graduate 
students in being aware of the interactions, communications, priorities, and 
governance strategies that are present in board meetings.  Nuances that are 
analyzed include leadership, political influence, peer pressure, and public access. 

 

The successful administrator needs to pay attention to the subtle inferences and 
behaviors of board members during their discussions and voting processes as well 
as to their behavior during staff presentations and public participation. Board 
member interaction with the superintendent, staff, and public are also significant 

FORWARD 

Over the years as a professor of Educational Leadership, I have found that only a 
few of my graduate students had attended a school board Meeting and that 
meeting was often the school board in the district where they were employed.  
When attending these meetings, it was usually because of a special issue, a 
presentation of interest, or an employee recognition.   

 

Considering that fact that the school board meeting is the primary event for the 
school district to conduct its business, I determined that students should be 
equipped with the necessary background and experience to analyze a board 
meeting and to learn how to understand the governance dynamics that takes 
place. 
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A BOARD MEETING IS A MEETING OF THE BOARD IN PUBLIC; 

IT IS NOT A PUBLIC MEETING. 

Board members have no authority as individuals unless they are in a legally 
convened meeting where there is a quorum present.  That means that an agenda 
has been prepared, properly noticed, and the public is aware of the time, day, and 
place of the meeting.  The board may only take action on items on the agenda 
and must do so in public.  Members of the audience, employees, parents, or other 
constituents may address the board at specific times listed on the agenda; 
however, the board cannot vote on new issues not on the agenda. 

 

ENVIRONMENT: 

  Are audience members greeted and informed of the process to participate? 

  Are agendas made available to all who request them? 

  Is there appropriate seating for constituents and is there a podium and 
audio system available so they can be heard? 

  Is there a labeled table for the press? 

  Is there labeled seating for the board, superintendent, staff, & secretary? 

  Does  the room décor provide a positive educational image?  

LOGISTICS: 

  Notice the seating of the superintendent and the board members. 

  Be aware of the position of the board president and the superintendent 
and the rest of the board. 

  Be sensitive to which administrative staff members are present and where 
they are positioned.  

  Are there seats for any other significant personnel? P R staff, union leader, 
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school attorney, student representative, etc.? 

PUBLIC PARTICIPATION: 

  Is there information available describing how and when individuals may 
address the board?  Is there a time limit? Is there information about the 
appropriateness of topics to be brought forward? 

(Graduate students should attempt to identify special interest groups and the 
extent of their issues and priorities. 

Students should also observe how problems of parents, employees, or 
constituents are handled, deflected, or resolved.) 

RELATIONSHIPS: 

  Who is running the meeting? Board President or Superintendent? 

(Notice the relationship between and among the board members and President, 
and Superintendent.  How are staff members reacting when board members are 
speaking of voting?  Are there “side” conversations going on among board 
members during the meeting? Are board members prepared to make and second 
motions and notice the voting record by member? How are board members 
reacting to staff presentations? How are staff members reacting to board voting? 

SIGNIFICANCE : 

  Did the staff presentations seem relevant and understandable? 

  What were the most significant issues discussed tonight? 

  How would you rate the respect that board members had for each other 
and for the superintendent? 

  Do have any suggestions to make to improve the meeting? 

 

WOULD YOU LIKE TO WORK IN THIS DISTRICT? 
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  Graduate students in the EADU 675 class, Policy, Politics, & Governance, at 
Brandman College a part of Chapman University in Ontario, California, are 
prepared with outline at the beginning of class, they then adjourn and attend a 
nearby school board meeting for one hour.  Students then return to class and 
discuss their perceptions. 

  In class evaluations, students have been very positive about this practical, 
authentic experience of the governance system and have indicated a better 
understanding of superintendent / school board relationships. 
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Reflection, Change and Growth: Improving a University Teacher Education Program 

Mary Anne Weegar, National University 

Helen Anderson-Cruz, San Diego State University 

Purpose  

Most educators agree that the teacher’s every act, covert and overt, should be 

directed at nurturing a student’s sense of curiosity and for motivating critical thinking 

throughout the learning process (Dewey, 1944; Nieto, 2004). With this in mind, an open-

ended pilot survey of twelve members of the university faculty in the teacher education 

department  recommended the following professional development workshops to 

strengthen the teacher preparation program: (a) mentoring and/ or providing support 

programs for pre-service, novice and veteran teachers, (b) in-servicing faculty and pre-

service, novice and veteran teachers in designing and delivering effective instruction in 

both online and face-to-face delivery formats, (c) providing strategies for effective 

classroom management (leadership), (d) modeling professional ethics, (e) creating an 

electronic portfolio (ePortfolio) to demonstrate faculty competency in meeting the 

professional standards of the teaching profession and (f) developing course syllabi.  

Background 

 Two million new teachers entered the teaching profession during 1990. Of these 

new teachers, a significant number were teachers in California. Overall, the California 

demographic profile of teachers is similar to the national profile; new teachers are 

predominantly White, 25 year old females who come from suburban or rural settings 

(Lemke, 1994). This is an interesting profile, when contrasted with the increasingly 

diverse, urban, non-mainstream population found in California schools (California 
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Department of Education, 2006). Arguably, an effective teacher is not required to mirror 

the urban population she or he will face, but the discrepancy between the teacher and the 

population to be taught is thought-provoking.  

  Fullan (1993) pointed out that for schools to meet the challenges of the 21st 

century, teacher preparation programs should structure their programs to meet the 

demands of a rapidly changing culturally diverse society. To continue to be an effective 

democracy, an educated populace is desired, and highly qualified teachers should provide 

this education. How can teacher preparation institutions determine whether their program 

effectively prepares graduates to help all students achieve academically? Although there 

is no consensus about teacher quality, this is the central pillar of The No Child Left 

Behind (NCLB) Act of 2001 (Thornton, 2006). 

 If pre-service teachers do not receive the highest quality of teacher preparation, 

then the demand for high quality teachers may not be feasible. Under the terms of NCLB 

Act, a highly qualified teacher is defined as someone who demonstrates competence in 

his or her subject matter, and who has been awarded a bachelor’s degree  with a teaching 

license from  the state in which the university is located (U.S. Department of Education, 

2003). 

Teacher Attrition 

The recent waves of immigration have changed the demographics of most public 

schools in America. Often children of immigrants enter school speaking a polyglot of 

languages other than English. Currently, it is not uncommon for many urban teachers to 

have students whose native language may be English, Spanish, Hmong, Vietnamese, 
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Arabic, or Farsi in the same classroom. California is a prime example. 

 

The language differences require teachers to adjust their teaching styles and 

instructional delivery. The techniques that worked in the past for teaching homogenous 

groups of mainstream students do not appear to be working with diverse students who 

speak a myriad of languages. When students, whose primary language is other than 

English, are enrolled in our nation’s schools, they are required to communicate in English 

and  to learn IN English --- two very different skill sets – which can be very taxing for 

teachers. When teachers are not prepared to effectively address their students’ learning 

needs, everyone’s frustration levels increase. Parents may become upset, students may 

become confused and may act out, and teacher morale suffers. Failing to adequately 

address these issues has been cited as reasons for the alarmingly high attrition rate of new 

teachers and to the phenomenon known as “burn-out” for veteran teachers ( Henry, 1986; 

Jepson & Forrest, 2006).   
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 Although many new teachers enter the profession with great zeal and idealism, for 

many of them this zeal and idealism quickly evaporates. This is evident in the high 

attrition rate of novice teachers (Nieto, Felix & Gelzinis, 2002). More teachers leave 

during the first three years of teaching than any other time, and the rate has been steadily 

increasing (National Council for Education Statistics) (NCES), 2000; Boser, 2000). Even 

more disturbing  is that one in five new teachers leave the profession within the first three 

years (Henke, Chen, & Geis, 2000). The situation is much worse in urban schools where 

nearly half of all new teachers in urban public schools quit within five years (Haberman, 

1995). Not all of these teachers leave forever; eventually, some return to teaching. But 

these numbers are staggering because they point out a major problem in the teaching 

profession. By 2009, some researchers have estimated that 2 million new teachers will be 

needed in American public schools (Hussar, 1999). 

NCLB and Teacher Education Programs  

A review of the literature indicated that in light of the NCLB legislation, many 

teacher education programs are working at a “feverish” pitch to ensure that their 

graduates are highly qualified (Amobi, 2006; Nieto, Felix, & Gelzinis, 2002). 

A consequence of this zeal has been for teacher preparation programs to assess teacher 

competency through state mandated tests (i.e., California Subject Examinations for 

Teachers (CSET) and the PRAXIS Series for Assessing Teacher Competency).  In and of 

itself, Amobi (2006) suggested that there is nothing wrong with this requirement. The 

concern is recognizing that there is more to high quality teaching than subject matter 

competence.  
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Teachers need a healthy dose of common sense, openness and sensitivity to their 

students’ academic needs, acceptance of cultural differences and a desire to meet 

students’ needs. One approach is engaging pre-service teachers in continual reflection on 

self, subject, and students (Amobi, 2006). In concert with Amobi (2006), Nieto (2003) 

pointed out, “excellent teachers do not emerge full blown at graduation” (p. 395); 

excellent teachers need time to develop and evolve. Given the dynamics of the work, 

teachers should continuously rediscover who they are and what they stand for by 

reflecting on their craft for ongoing improvement (Nieto, 2003).  

Preparing Qualified Teachers in Teacher Education Programs 

  Pre-service preparation programs traditionally contain coursework which 

contributes to subject-matter competency as well as pedagogical training. Supported in 

the literature is the notion that teachers who have explicit and organized knowledge 

provide better instruction to their students. In other words, teachers with subject matter 

expertise are better prepared to assist students to develop conceptual connections. 

Students are then better able to engage in appropriate and meaningful dialogue and 

discussions.  The teacher’s ability to organize knowledge benefits their students’ ability 

to understand the course content (Wlodkowski, 1990; Ball & Wilson, 1990). 

The Holmes Group Report (1995) lists the knowledge base teacher candidates and 

induction level teachers should possess to be effective. This knowledge base includes 

knowledge about education systems and what should be taught in schools. The Holmes 

Group Report (1995) further states that teachers need to acquire a common core of 

knowledge about teaching to include information about human development, subject 

matter competence, a basic understanding of the pedagogy, classroom management skills, 
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inquiry strategies, assessment techniques, research and development skills, experience 

with collaboration, and collegiality and reflective teaching skills. 

 Teaching is hard work and requires reflection about that hard work. Wenzlaff 

(1998) suggested that if teachers focused only on teaching methods, classroom 

management, and lesson design and assessment, they risk becoming cogs in the technical 

process of education. If the focus is solely on these technical processes, there may be an 

ill advised tendency to perpetuate the belief that competence through professional 

knowledge and skills is sufficient for producing teacher excellence (Thornton, 2006). 

Thornton (2006) stated that such a reductionist definition of teaching as “content 

coverage” is too narrow; and that a focus on “teaching as pedagogical skill” may lead to a 

technical or robotic” how to” version of knowledge. If teacher preparation programs 

focus on tools to survive in the classroom to meet the requirements of “highly qualified 

teacher”, they need to simultaneously teach students the tools necessary for self-renewing 

growth in reflective teaching. Amobi (2006) stated, “Our immediate charge is to prepare 

them to teach; our enduring mission is to empower them to personalize and own the craft 

of teaching” (p. 23). In other words, teacher preparation programs should move pre-

service teachers beyond competence and practice to excellence in the profession.  

Outstanding Teacher Education Programs 

 Teacher quality is the pillar of the No Child Left Behind Act (US Department of 

Education, 2002). In order for teacher preparation programs to produce “high quality” 

teachers, institutions need to monitor and evaluate their effectiveness. A review of the 

literature suggested that there are several ways to systematically collect and use 

information about the performance of teacher preparation programs (Dean, Lauer, & 
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Urquhart, 2005). In addition, the literature indicates that teacher education programs will 

continue to lose enrollment if institutions of higher education fail to meet the needs of the 

students (Roszkowski, 2003; Schreiner & Juillerat, 1993; Mustafa & Chiang, 2006).  

 After assessing four winners of the U.S. Department of Education National 

Awards Program for Effective Teacher Preparation, Dean et al. (2005) indicated that 

there were five key elements needed to serve as levers for creating effective teacher 

preparation programs: (1) licensure requirements, (2) standards, (3) accreditation,  

(4) P – 12 partnerships, and (5) continuous improvement. 

 Dean et al. (2005) noted that a distinguishing characteristic of award-winning 

teacher preparation programs is that they used systematic processes to monitor changes in 

state requirements and to design or adapt students’ field experiences accordingly. For 

example, at one institution faculty members aligned their assessments of candidates’ field 

experience with the criteria on the Professional Education Personnel Evaluation, a state 

mandated evaluation for licensing first-year teachers. Similarly, at another award winning 

institution, faculty members modified their curriculum to ensure that teacher candidates 

were prepared to teach in inclusive classrooms. 

 Award winning teacher preparation programs aligned their program goals with 

local and national accreditation board, such as the National Council for Accreditation of 

Teacher Education (NCATE, 2006) and Interstate New Teacher Assessment and Support 

Consortium (INTASC, 2002), and the National Board for Professional Teaching 

Standards (NBPTS, 2006)). According to Dean et al. (2005) program goals also provided 

a framework for evaluation and guided the decisions about what data (e.g., teacher 

candidate performance data) should be collected for program evaluation and 
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improvement, and how often it should be collected. These practices indicated ways to 

gauge whether or not the program was meeting the designated goals. Each award winning 

teacher preparation program was required to provide an external review panel with 

documentation and a narrative that addressed the various requirements. This practice 

provided an incentive for teacher preparation programs to make systematic evaluations an 

ongoing practice (Dean et al., 2005).  

Improving the Teacher Education Program through Ongoing Assessment  

 To continue to improve the teacher education program requires ongoing 

assessment of pre-service teachers. For example, the teacher education program assesses 

teacher candidates’ satisfaction with their education program at the University every year. 

Students are provided with the opportunity to respond to a student satisfaction 

questionnaire where they indicate their degree of satisfaction with the Teacher Education 

Program. Results from the questionnaire are compiled and distributed to administrators 

and faculty for discussion and, when valid, for action to bring about program 

improvement.  

 Formative and summative assessment of teacher candidates’ performance is 

embedded in the teacher preparation program. Assessment of teacher candidates’ 

performance includes the use of both informal and formal instruments to gather data. For 

example, a Classroom Observation Form is completed by master teacher and the 

university supervisor periodically throughout the candidates’ student teaching for the 

purpose of providing candidates with ongoing feedback. An Assessment Form is used to 

record each candidate’s level of teaching performance at the beginning and conclusion 

his/her student teaching.  
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 The survey results from faculty at the University requested further in-service on 

designing course syllabi and the ePortfolio (electronic portfolio) for the purpose of 

improving the quality of the teacher preparation program for the University’s pre-service 

teachers. A series of in-services will be offered to the faculty on designing a model for 

creating course syllabi, and the relationship of the ePortfolio to the course syllabi.  

The Systems Model of Instructional Design 

 The Systems Model of Instructional Design (Dick & Carey, 1996; Dick, W. Carey 

& J. Carey, 2004) will be used for in-servicing the faculty members on how to analyze, 

design, develop, and evaluate instruction when creating the course syllabi. The title of the 

model course syllabus that faculty will review will be Instructional Design for Teaching 

and Learning. The major content areas for this syllabus will include (a) central concepts, 

tools of inquiry, and structures of teaching, (b)  principles of lesson design, (c) content 

standards and content specific teaching practices, (d) multiple instructional strategies for 

all learners (i.e., fluent English speakers, English Language Learners and students with 

special needs), (e) effective methodologies for managing individual, small, and large 

group instruction, (f) formative and summative assessment, and (g) infusing technology 

into the curriculum.  

 The course outcomes will include the knowledge, skills, and dispositions that 

students will gain at the completion of the course. Included in the course syllabus will be 

activities that will address state curriculum content standards for a selected discipline 

(i.e., mathematics, science, social sciences). Teacher candidates will be required to design 

a minimum of five lessons that will (a) engage students in meaningful and 

developmentally appropriate educational experiences, (b)  employ a variety of learner 
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domains and hierarchies, (c) incorporate the elements of lesson plan design, (d) include 

modifications of instruction and assessments for a variety of learners (i.e., students with 

exceptional needs, English language learners, and culturally and linguistically diverse 

learners), and (e) align objectives, learning activities, and formative and summative 

assessments.   

 In the following workshop, faculty will review the syllabi they created and plan 

an activity for each course syllabus that would require teacher candidates to create an 

artifact and reflective essay for their ePortoflio. An in-service will be developed  that 

demonstrates to faculty how to create an activity for inclusion in their course syllabus that 

could be uploaded into a teacher candidate’s ePortfolio. The ePortfolio will be used to 

assess (i.e., summative) each teacher candidate’s development and competency as a 

professional educator. The ePortfolio will be aligned with professional teaching 

standards. Teacher candidates select artifacts from their teaching experience and 

coursework for inclusion in their professional electronic portfolio that support each of the 

professional teaching standards and write a reflective essay describing how effective 

teachers: (a) make subject matter comprehensible, (b) assess student learning, (c) engage 

and support students in learning, (d) plan instruction and design learning experiences for 

students, (e) create and maintain effective environments for student learning, and (f) 

continue to develop as a professional educator.  

Recommendations  

 Ongoing professional development for faculty in developing course syllabi and 

the ePortfolio should be provided on an as needed basis. Additional professional 

development programs should be provided based on the faculty survey results cited in 
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this paper. In the writer’s opinion, there is a need to improve the technology and support 

for maintaining communications with pre-service teachers and beginning teachers during 

their first three years of teaching. A communication system should be made available 

through university and Pre-K-12 cooperative effort. An online resource network is an 

excellent way to maintain an online community that would offer novice teachers a means 

of communicating with university faculty to receive expert advice on projects and 

resources. In addition, veteran teachers who feel isolated would benefit from an online 

communication network with the University. Hence, technological support leads to global 

learning and collaboration in (Milbrandt, 2006). The education faculty should examine 

not only the content of their programs, but the student transition periods such as entry 

into the university, student teaching, and the novice teaching period. New support 

systems may be developed that assist students in reflective practices and provide 

motivation and resources for success. Teacher education programs have a responsibility 

to devise strategies to recruit and retain teacher candidates from culturally diverse 

populations. 

 Institutions of higher education should embrace teacher development to not only 

improve practice within the university and Pre-K-12 classroom but also to build a more 

collaborative environment within each institution, the community, and beyond. Reflective 

thinking and power with relationships between Pre-K-12 and higher education 

institutions should be encouraged to sustain reciprocal professional development 

committed to building a culture of inquiry within a school or across global educational 

communities, in which teachers are encouraged to lead and learn from one another.  
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The infusion of appropriate pedagogy in teaching is not always recognized and 

rewarded in the university evaluation system the way research is rewarded. Several 

researchers have suggested that research, teaching and service should be viewed more 

holistically and that incentives should be provided for good teaching in higher education 

(Milbrandt, 2006; Zittleman & Sadker, 2006). 
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Abstract 

The use of authentic materials in the language classroom has always been appreciated 
in the literature. It has been proved to have positive impacts on particularly speaking skills. 
However, most of the studies conducted to find out the effectiveness of authentic material use 
have focused on implementing speaking activities about films, songs or poetry. There has not 
been much study on the effects of visual arts as a tool for speaking activites on language 
learners.  

This study aims to find out how learners percieve the use of works of art in the 
speaking class. The participants of the study are 15 volunteer lower-intermediate level 
students enrolled at Intensive English Unit of Anadolu University School of Foreign 
Languages in 2008-2009 academic year spring term. The students were shown three paintings 
and two photos belonging to the Great Depression Era, and they were asked to express their 
reactions to these works of art. The activity involved a warm up part aiming to activate the 
students’ background knowledge, and a discussion part enabling them to express their general 
reactions to the works of art they analyzed. Throughout the activity the students were given 
background knowledge about the era, which acted as a socio-historical analysis of the period. 
After the implementation of the activity, the students were given an open-ended questionnaire 
and interviewed in order to find out if they consider the use of visual arts in speaking class to 
be authentic and motivating. After the analysis of the data collected, it has been found out that 
the students find the use of art in speaking classes authentic and motivating.  
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Abstract 
The purposes of this study were to explore the gender differences in learning 
motivation and satisfaction of Technical-Art education program for junior high school 
students. The population of the study consisted of all the H junior high school 
students who study in Technical-Art education program in Changhua in Taiwan. The 
results of this study were: 1. learning motivation and satisfaction due to gender were 
not significantly different. 2. the higher learning motivation ,the higher learning 
satisfaction. That is learning motivation shows positively significant effect on learning 
satisfaction. Finally, according to the results and findings of this study, there are some 
suggestions for the practical use and future research. 
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3. Poster proposal: 
 
One of the major challenges facing postsecondary institutions is increasing student 

learning and the academic success of disadvantaged and/or academically underprepared 
undergraduates. Disadvantaged students are those from at-risk racial/ethnic minority and/or low-
income backgrounds. Underprepared are defined as those with ACT composite scores <19 and/or 
students with cumulative college GPAs < 2.0. Academic underpreparedness may stem from 
impoverished precollege learning environments, leading to low self-evaluations and expectations 
for academic success. If students do not believe they have the ability to succeed, they are 
unlikely to expect to succeed and as a consequence may not succeed.  

 
The purpose of this study was to test the effect of a new instructional model (U-Pace), on 

disadvantaged and underprepared students’ learning and academic success.  U-Pace was first 
implemented at the University of Wisconsin – Milwaukee in spring of 2007. U-Pace is a unique 
on-line instructional approach that combines self-paced, mastery-based learning and “amplified 
assistance with learning.” The roots of amplified assistance with learning stem from empirical 
demonstrations of the benefits derived from intrusive advising (e.g., Varney, 2007), tailoring 
intervention messages (e.g., Noar, Benac, & Harris, 2007) and e-mentoring (e.g., Ensher & 
Murphy, 2007).   Likewise, a large research base spanning decades generally supports the 
efficacy of mastery-based instruction (e.g., Kreiner, 2006; Morris & Kimbrell, 1972) and self-
pacing (e.g., Riedel, Harney, & LaFief, 1976), which has been conceptualized as a part of the 
‘ideal’ classroom (Tate & DeBroux, 2001). U-Pace was designed to reduce/eliminate barriers to 
student academic success, which are disproportionately experienced by students who are 
disadvantaged and/or underprepared. This study hypothesized that disadvantaged and 
underprepared students would have better success in a U-Pace Introductory Psychology course 
than in a conventionally taught course. 

 
 Data were collected from 5,416 students over 3 semesters. We compared U-Pace and 
conventional instruction for Introductory Psychology, holding constant the course content, the 
textbook and exam questions. Disadvantaged students were defined as students from 
racial/ethnic minority and/or low income (determined by federal Pell grant eligibility) 
backgrounds. Underprepared students were defined as students with ACT composite scores less 
than 19 and/or students with cumulative GPAs less than 2.0. Academic success was defined as 
earning an “A” or a “B” in the course.  
 

U-Pace students significantly outperformed conventionally taught students, χ2
(1) = 

108.63, p<.001. Nearly two times the percentage of disadvantaged students earned an A in U-
Pace compared with conventional instruction.  A second finding was that disadvantaged U-Pace 

2010 HICE Proceedings - Page 2356

mailto:mundo@uwm.edu
mailto:reddy@uwm.edu


students performed significantly better than not-disadvantaged conventionally taught students, 
χ2

(1) = 18.50, p<.001. The U-Pace intervention significantly reduced the achievement gap by over 
5%. See figures below. 

 
The results also revealed that the “academically underprepared” U-Pace students 

performed as well as the “academically prepared” conventionally taught students, χ2
(1) = 3.69, p 

> .05. For example, underprepared students in U-Pace achieved A’s and B’s to the same extent 
as prepared students in the conventional classes. Once again U-Pace significantly reduced the 
achievement gap.  

 
That the U-Pace intervention was able to get underprepared students to perform like their 

prepared counterparts in conventional instruction is remarkable. The finding that disadvantaged 
U-Pace students significantly outperformed not-disadvantaged conventionally taught students 
supports the efficacy of U-Pace and its potentially transformative effect on student achievement. 
U-Pace has the potential to allow students to demonstrate ability to succeed and, in turn, increase 
their expectation for success. 
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3. Poster proposal: 
 
At the University of Wisconsin – Milwaukee, the U-Pace initiative was implemented in 

the large gateway Introductory Psychology course in spring of 2007, and over 1,500 students so 
far have experienced this highly successful teaching method. U-Pace is a unique on-line 
instructional approach that combines self-paced, mastery-based learning with “amplified 
assistance with learning.” The roots of amplified assistance with learning stem from empirical 
demonstrations of the benefits derived from intrusive advising (e.g., Varney, 2007), tailoring 
intervention messages (e.g., Noar, Benac, & Harris, 2007) and e-mentoring (e.g., Ensher & 
Murphy, 2007).  Likewise, a large research base spanning decades generally supports the 
efficacy of mastery-based instruction (e.g., Kreiner, 2006; Morris & Kimbrell, 1972) and self-
pacing (e.g., Riedel, Harney, & LaFief, 1976), which has been conceptualized as a part of the 
‘ideal’ classroom (Tate & DeBroux, 2001).   

 
 To date, U-Pace has a higher rate of enrollment for students of color, which leads us to 
explore the important question of what makes U-Pace attractive and effective for students of 
color. If the elements critical to U-Pace’s success can be identified, then these aspects could be 
incorporated into other courses and approaches to teaching, resulting in greater success for 
students of color, and ultimately, retention and graduation, moving colleges and universities 
closer to eradicating disparities in graduation rates. To improve U-Pace and to increase retention 
of students of color, it may be fruitful to gather more information directly from targeted students 
who earned an A and those who earned an F, since they are in the best position to identify what 
was effective and ineffective for them and what their needs and concerns are. Therefore, the 
purpose of this study was to qualitatively explore the following objectives: 1) What makes U-
Pace attractive and effective for students of color?, 2) How can U-Pace and conventionally 
taught Introductory Psychology be improved?, and 3) How can minority student retention be 
increased?  
 
 Sixteen focus groups with participants of the same race/ethnicity in each group were 
conducted with students of color who earned either an A or an F in either U-Pace or 
conventionally taught Introductory Psychology. Focus group facilitators were trained staff who 
were of the same race/ethnicity as the group members. The focus groups were audio-recorded 
and transcribed. Four trained researchers coded the transcriptions, and identified common 
themes. The thematic responses were placed in a large grid per individual and question, and the 
themes were analyzed by academic success (final course grade of A) vs. academic failure (final 
course grade of F), type of instruction (U-Pace vs. Conventional), and student race/ethnicity to 
determine if particular patterns occur for these various groupings.  

2010 HICE Proceedings - Page 2358

mailto:reddy@uwm.edu
mailto:mundo@uwm.edu


\ 
 This poster presentation reports the findings of the focus groups, as well as implications 
for increasing student academic performance and retention. Identifying factors that facilitate 
success directly from students provided valuable information for teaching and advising related 
to:  
 
1 – What factors students identify as being barriers to their success; 
 
2 – What students of color like about U-Pace and conventionally taught courses, and 
 
3 – What students feel will help them graduate. 
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The research object of the study is investigating Taiwanese young people 

who has chewing betel nut experience before or who is chewing betel nut at 

present in middle Taiwan area. The research intends to understand chewing 

betel nut behavior, especially its secondary culture and psychological course. 

As society's quick number vicissitude and the massive Asian immigrant's 

migration, chewing the food betel nut in Taiwan already becomes the fourth 

addictive disorder , just after addiction of tobacco, ethyl alcohol and caffeine. In 

recent years, young people chewing food betel nut behavior become very 

popular and contribute a lot for teenager secondary culture in Taiwanese. It 
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causes phenomenon of the oral cancer and the deviation behavior among 

Taiwanese teenagers aged between14 and 15 years old. It is important to 

recognize this issue and its negative effect on young people health. 

In order to achieve goal above, this research uses the interview and the 

observation nature research method, to receives the trying interview content to 

make word by word the manuscript analysis, and observes in the record 

interview process the trying spoken language and the behavior performance, 

penetrates to ways and so on material description, analysis and annotation, 

real presents the interview the content, obtains following several important 

conclusions:  

1. The most important motive of young people who chewing food betel nut is 

curiosity, also peer influence is a cause which make them start to chew 

betel nut. 

2. In Taiwan, most of parents whose children having chewing betel nut 

behavior are not aware of their children situation and most siblings have no 

idea of their sisters or brothers chewing betel behavior. However, as long as 

parents know their children chewing food betel nut, parents usually try to 

stop them by persuading or expostulating. 

 For teachers who know their students having chewing betel nut behavior, 
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they usually scold these students in order to stop this behavior.         

3. In Taiwanese teenager culture, people who chewing food betel nut is 

recognized as a special character and make teenagers feel themselves as 

special (for example to feel oneself is eldest child and so on). The young 

people usually buy food betel nut with their pocket money nut and the ways 

they get food betel nut are friend, schoolmate, tribe and so on.   

4.The participant knew mostly chews the food betel nut the consequence, has 

most had thought must give up eats the betel nut the behavior, hoped 

obtains the pipeline for teacher, the parents, the friend, minority for did not 

know most how has to give up eats the betel nut the behavior. Gives up the 

betel nut the way to include: good teacher and the friend reminding them do 

not eat the betel nut; The parents limiting the pocket money, expostulate and 

so on.  

The synthetic study result, this research suggested the school, teacher, 

the guardian as well as the hygienic manager machine tube correlation 

suggestion, avoids the young people having chews the food betel nut the 

phenomenon and promotes its health, strengthens the forward healthy 

behavior. 
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Leadership’s Relationship with Employee Professional Collaboration 

Dr. Darren Smith; Western Kentucky University 

Abstract 

The Purpose of this study was to examine the relationship between the park director’s leadership style 

and the professional collaboration of park and recreation employees.  The Multifactor Leadership 

Questionnaire 5X (Avolio & Bass, 2004) was used to determine the leadership styles of park and 

recreation directors and the Culture Triage Survey (Phillips & Wagner, 2002) was used to assess the 

health of the park and recreation department’s organizational culture. Departments were asked to 

participate in the study based upon information garnered from the Kentucky Recreation and Park 

Services Study (2007-2009). Surveys were mailed to 479 potential respondents and 134 were returned 

(28%).  

A bi-modal method of data collection was used to administer the survey to employees of participating 

park and recreation departments. The organizational culture behavior of professional collaboration was 

found to be significantly related to the transformational leadership behaviors of individual 

consideration, inspirational motivation, intellectual stimulation, and attributed idealized influence. 

Professional collaboration was also found to be significantly related to the transactional leadership 

behaviors of contingent reward and active management-by-exception. Professional collaboration was 

also found to be significantly related to the passive-avoidant leadership behaviors of lassiez-faire and 

passive management-by-exception. 
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Abstract 

Statistics suggest a steady increase in the number of international students attending universities in the 
United States.  Furthermore, a significant body of research demonstrates that international students 
and their dependent family members often experience moderate to severe adjustment difficulties while 
studying in U.S. colleges and universities.  However, limited information is available to guide 
professionals in the delivery of effective mental health services to this diverse group, and university 
counseling centers have repeatedly reported little to no success with the international students and 
dependent s accessing their services. This presentation will examine the materials, methodically 
translated into seven languages, which have been developed to address common mental health 
concerns among international populations in a university setting.  Additionally, the presenter will 
describe a successful effort to deliver counseling and support services in a more culturally sensitive way 
to international students and their family members. Case examples and handouts will be provided. 
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Differentiated Instruction and Teaching for Higher-Level Thinking by  
Using the Thinking/Learning (T/L) System  
(adapted from Sparapani, Walker, & VanTiflin, 2009) 

Introduction 

 The people of the United States live in a complex, multi-faceted society, and that 

societal complexity brings a variety of learners into the classroom (VanSciver, 2005). 

The challenge to help all students succeed in such a diverse society is present for teachers 

every day in every classroom at every educational level. Mastering the art of 

differentiating any curriculum according to the needs of any given set of students is the 

challenge that such diversity can bring. The most appropriate way to address the diverse 

composition of learners in the classroom is through differentiating instruction by teaching 

for higher-level thinking.  

 Often teachers have the belief that focusing on the diversity of learners, attempting to 

differentiate instruction, and teaching for higher-level thinking (all at the same time) 

brings chaos and instability to the classroom. Teachers want order and continuity, not 

complexity and uncertainty. This paper introduces a system that maintains classroom 

order and curriculum continuity, differentiates instruction, and teaches for higher-level 

thinking. Differentiated instruction, as a concept, is discussed below followed by a 

discussion of a process for teaching for higher-level thinking. 

Differentiated Instruction 

 Sparapani, Walker, and VanTiflin (2009) claim: 

 In order to begin any kind of differentiation, teachers first need to examine what they 
truly believe about the learner and what they can learn. Preconceived ideas about 
particular students or student groups must be addressed. A teacher needs to approach all 
students with an optimism that encourages them to learn.  
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 If a teacher believes that students can learn, they will be more apt to set up a 
positive environment for learning, and be more willing to be flexible in their delivery of 
material. Positive teachers see diversity as a challenge and opportunity instead of a 
problem. Positive teachers know that their students can succeed and take it upon 
themselves to make sure they do. Differentiating instruction can be a way to make this 
happen (p. 169). 
 
 Differentiated instruction is an instructional practice that connects the established 

precepts of brain-based learning to practical learning environments (George & 

Alexander, 2003; Wolfe, 2001). Differentiated instruction is a possible bridge for all 

students to experience success in school (Willis & Mann, 2000).  

Central to differentiated instruction are three key principles. These principles are  

(1) that students differ in their learning profiles, (2) that classrooms in which students are 

active learners, decision makers, and problem solvers are more natural and effective than 

those in which students are served a “one-size-fits-all” curriculum and treated as passive 

recipients of information, and (3) that making meaning out of important ideas is as 

important as “covering information” (Tomlinson, 1999; Sparks-Langer, Starko, Pasch, 

Burke, Moody, & Gardner, 2004).   

 Traditional methods of teaching in the form of lecturing and teaching to the test, 

have benefited teachers’ comfort levels by not adapting to change, but have hindered 

students in their learning process. Teachers struggle with doing an adequate job 

presenting the curriculum that they teach. Where resources and training are not available, 

teachers revert back to traditional methods of teaching (Vega & Tayler, 2005; Johnston, 

2001; Weitz, 1995). Also, most teachers tend to emulate the traditional methods of 

teaching, having been trained with the instructor being the center of attention. 

Unfortunately, this does not assist the students in their learning, as it may be the least 

effective way in helping students to both recall and apply new information (Green, 1999). 
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 The character of education is changing. Economic factors, social issues, 

technological advancements, and a myriad of other agents of change have drastically 

altered the face of education (Simpson, 2005). Regardless of the causes, teachers must 

change the nature of their instruction to match the varied learning preferences of their 

students (Tomlinson, 2006; Dreher, 1997). Differentiated instruction provides the 

opportunity for educators to use the agents of change as positive classroom additions, not 

detrimental obstacles that students must overcome. Society has changed, thus students 

have changed (Simpson, 2005). Education must follow this pattern and alter the 

traditional instruction path common to past students (Noble, 2004). 

 Another current trend that has changed the educational landscape is the federal 

legislation known as No Child Left Behind (NCLB). This legislation pushes for 

accountability through higher student achievement scores on standardized tests (Faulkner 

& Cook, 2006). Differentiating instruction, when used appropriately, is a concept that can 

increase student understanding and result in higher student achievement scores on 

standardized tests (Faulkner & Cook, 2006; Willis & Mann, 2000). Differentiated 

instruction may serve to revolutionize the high-stakes expectations of NCLB.  

 Students who truly understand concepts, ideas, and information will naturally 

perform higher on assessments of achievement (Faulkner & Cook, 2006). More 

importantly, students who truly understand concepts, ideas, and information will 

experience academic success, which encourages them to continue to succeed 

academically (Tomlinson, 2006; Dreher, 1997). The major point here is that by using 

differentiated instruction all students can learn. 
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The key to learning in a differentiated classroom is that all students are regularly 

offered choices and students are matched as closely as possible with tasks compatible 

with their interests as learners. Tomlinson (1999) and Willis and Mann (2000) suggest 

that the curriculum in such a classroom should be differentiated in three areas, (1) content 

(The teacher provides multiple options to students for taking in information), (2) process 

(The teacher provides multiple options to students to make sense out of the ideas being 

presented), and (3) product. (The teacher provides multiple options to students for 

expressing what they know about what they have learned). 

Teachers typically agree that differentiated instruction addresses the needs of 

diverse learners. These same teachers, though, may have concerns about differentiated 

instruction. One concern is with how appropriately differentiated instruction addresses 

the state-mandated standards and benchmarks for which teachers are held accountable 

based on the high-stakes tests of NCLB. Some teachers believe that differentiated 

instruction does not do an adequate job of addressing these state mandates.  

A second concern is that differentiated instruction does not necessarily lead to 

higher-level thinking. Teachers who have this perception see differentiated instruction as 

“play” and  “dumbing down” the curriculum.  

One way to address the concerns teachers have with differentiated instruction is to 

intentionally design lessons that teach for higher-level thinking. A process that 

differentiates in the three areas advocated by Tomlinson (1999) and Willis and Mann 

(2000), follows the three principles central to differentiating instruction (Tomlinson, 

1999; Willis & Mann, 2000), and speaks to the concerns teachers may have with 
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differentiated instruction is the Thinking/Learning (T/L) System. The T/L System is 

described in detail below. 

The Thinking/Learning (T/L) System 

 The T/L System, designed by Peter Edwards and Ervin F. Sparapani, differentiates 

instruction by deliberately concentrating on teaching for higher-level thinking. The T/L 

System differentiates instruction by combining specific levels of Bloom’s taxonomy 

(knowledge, application, analysis, evaluation) with four higher-level thinking skills 

(information gathering, critical thinking, creative thinking, decision making) and left-, 

right-, and whole-brain modes of brain functioning. Each T/L System lesson includes the 

four levels of Bloom’s taxonomy, the four higher-level thinking skills, and the modes of 

brain functioning.  

 A T/L System lesson begins with the presentation of new information followed by  

four sections of activities corresponding to the four thinking skills and the four levels of 

Bloom’s taxonomy. Information gathering activities are constructed to help students 

understand the new knowledge; critical thinking activities focus at analysis of the 

knowledge; creative thinking activities focus at application (i.e., new ways of applying 

the knowledge); decision-making activities focus at evaluation, i.e., judging the worth of 

the knowledge. Each section has three activities; an activity that focuses at left-brain 

functioning; an activity that focuses at right-brain functioning; and an activity that 

focuses at whole-brain functioning. When a T/L System lesson is designed the teacher 

has a total of twelve activities from which to choose.  

 The purpose of the T/L System is to provide a mechanism for teachers to provide 

students with a knowledge base of information and then, by using a variety of activities, 
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moving students to think at higher-levels about that information. Additionally, the T/L 

System is cyclical, not linear, unlike most lesson designs (which are linear).  

 The recommended procedure to teach a T/L System lesson is to do all the 

information gathering activities (so the students learn the necessary knowledge base), 

followed by one of each of the activities from the other thinking skill sections. From the 

three remaining sections, the teacher selects a left-brain activity in one section, a right-

brain activity in a second section, and a whole-brain activity in the third section. The 

result is that the students experience six of the twelve possible activities. In effect, the 

teacher has a differentiated lesson with three-year’s worth of activities.  

 The T/L System takes time to learn, but it is an excellent way of addressing learner 

diversity and providing students with depth of knowledge as well as breadth of 

knowledge. For more information on the T/L System see Sparapani (2000) or Edwards 

and Sparapani (1996). 

What Teachers Say About the T/L System  

 After planning T/L System lessons, and using them in their classrooms, teachers 

have made comments like:   

• It takes time to learn the T/L System, but once learned it is well worth it. 

• It takes some time to plan the first two or three T/L System lessons, but after that 

the planning moves along quite smoothly. 

• T/L System lessons take time to plan. Because of that teachers should design no 

more than three or four T/L System lessons a year. 

• It is great to know that once a T/L System lesson is designed, the teacher has 

twelve different activities from which to choose, enough for at least three-years 
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worth of lessons. 

• When T/L System lessons are used, more students are actively engaged in the 

learning. Students who normally sit and watch or do nothing are involved and 

participating. 

• The T/L System has high expectations for students and more than cover state-

mandated standards and benchmarks. 

• The T/L System gets both students and teachers to think at higher levels. 

Examples of T/L System Lessons 

Examples of actual T/L System lessons will be available at the conference for review by 

conference participants. Also, templates for designing T/L System lessons will be 

available for those conference participants who would like them.  For additional 

information, contact Ervin F. Sparapani, Ph.D., at www.efs.svsu.edu. 
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PEER/PEER SEXUAL HARASSMENT IN K-12 SCHOOLS 

Introduction 
 

 In the 1999 Supreme Court peer/peer sexual harassment case involving two  
 
elementary students, the Court held that the school board was liable for damages if the 
 
 school had been 
 
  …deliberately indifferent to sexual harassment of which the recipient [of the 

 funding] has actual knowledge, and that harassment is so severe, pervasive, and 

 objectively offensive that it can be said to deprive the victims of access to the 

 educational opportunities or benefits provided by the school (Davis v. Monroe, 

 1999, P.1). 

 
 The Court stated that the school did indeed violate Title I of the Education 

Amendments of 1972 when LaShonda, a fifth grade girl, was repeatedly sexually 

harassed, and the school did nothing: thus depriving LaShonda of the benefits of an 

education. (Davis v. Monroe).  

 That case put the spotlight on a devastating problem within K-12 schools. A study 

of students grades 8 through 11 in public school settings conducted by the American 

Association of University Women (AAUW) in 1993 and again in 2001 revealed that 83% 

of the girls and 78% of the boys had been sexually harassed while at school. Over one 

third of those students surveyed indicated that the student-to-student harassment began 

before sixth grade (AAUW, 2001).  Obviously with a problem that far reaching and that 

detrimental to students, it is critical that schools take every measure to protect the 

students. Schools must be places of safety for any age students. One student being 

harassed is one too many. In addition to the personal trauma, learning does not occur 
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when students feel threatened in the environment. Administrators and teachers must take 

steps to practice preventive law to protect the students and also to protect the schools 

from liability. 

 Schools cannot solve all of society’s ills. Too many children who are left 

unsupervised at home watch television shows and videos containing graphic sexual 

content. Too many children are sexually abused or molested. Too many children are in 

the company of older kids and adults who have no regard for the age of the child when 

watching movies with adult-only topics. Educators can do little or nothing about these 

situations. However, when children of any age are harassed at school, it becomes the 

responsibility of all educators and school personnel to act. This paper will attempt to look 

at the problem and the relevant statutes and case law, and to offer suggestions as to what 

administrators and teachers should do when they encounter peer/peer sexual harassment 

among students within their school(s). 

Definitions 

 While there is no one definition of sexual harassment, basically it is composed of 

unwelcome sex-based comments or advances based on a person’s gender (Conn, 2001).

 The Office of Civil Rights (OCR) lists the following examples of conduct that 

could be considered sexual harassment if unwelcome: 

• Direct or indirect threats or bribes for unwanted sexual activity 

• Sexual innuendos and comments 

• Intrusive sexually explicit questions 

• Sexually suggestive sounds or gestures such as sucking noises, winks, or pelvic 

thrusts 
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• Repeatedly asking a person out for dates or to have sex 

• Touching patting, pinching, stroking, squeezing, tickling or brushing against a 

person 

• A neck/shoulder massage 

• Rating a person’s sexual attractiveness 

• Ogling or leering, staring at a woman’s breasts or a man’s derriere 

• Spreading rumors about a person’s sexuality 

• Graffiti about a person’s sexuality 

• Name-calling such as “bitch”, “whore” or “slut” 

• Sexual ridicule 

• Frequent jokes about sex  

• Letters, notes, telephone calls or material of a sexual nature 

• Pervasive displays of pictures, calendars, cartoons or other materials with sexually 

explicit or graphic content 

• Stalking a person 

• Attempted or actual sexual assault (OCR, 2001). 

 The OCR’s Guidance paper lists the following provisions: 

(1) Title IX protects both male and female students. (2) Title IX prohibits sexual 

harassment regardless of the sex of the harasser; thus, even same-sex harassment is 

prohibited. (3) Title IX does not prohibit discrimination. (OCR, 2001) 

 It important to note here that OCR’s guidelines specifically states that the hostile 

environment sexual harassment does not extend to legitimate nonsexual touching or  
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other nonsexual conduct, e.g. a coach hugging a student who made a goal or a teacher’s 

consoling hug for a child with a skinned knee (OCR, 2001). 

 Determining the extent of sexual harassment in schools is difficult. Conn ( 2005) 

suggests that although some incidents are reported in newspapers and through school 

surveys as well as complaints to the OCR, the best sources of complaints today among 

elementary students are anecdotal evidence and research of court decisions since 1999.  

Case Law. 

 The reason for limiting the searches back to 1999 comes from the timing of Davis 

v. Monroe (1999) which was decided in May of that year. Davis did not determine what 

sexual harassment was, but instead ruled on whether or not schools were responsible for 

damages under Title IX of the Education Amendments of 1972. The holding, as noted in 

the introduction, was that yes, a school board may be liable, but only if the school 

personnel knew about the harassment and if the harassment had been “…so severe, 

pervasive, and objectively offensive that it can be said to deprive the victims of access to 

the educational opportunities or benefits provided by the school "(Davis v. Monroe, 1999, 

P. 7). Davis is the only case that has reached the Supreme Court that deals with peer/peer 

sexual harassment in schools. 

The Davis Case  

 Lashonda Davis, a fifth grader in an elementary school in Georgia was the victim 

of a prolonged pattern of sexual harassment by a classmate, G.F. The harassment began 

in December when G.F. attempted to touch LaShonda’s breasts and genital area and 

made vulgar statements such as “I want to feel your boobs" and “I want to go to bed with 

you” (Davis v. Monroe, 1999, Complaint ¶7). Similar incidents occurred on two separate 
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occasions the following January. Lashonda reported the incidents to her teacher and to 

her mother, who then contacted LaShonda's teacher. The teacher told the mother that she 

had contacted the principal. No disciplinary action was taken. The incidents continued, 

escalating to G.W. putting a door stop in his pants and acting in a sexually suggestive 

manner toward LaShonda during p.e. class. Other times G.F. rubbed up against LaShonda 

in a sexually suggestive manner and several other times committed sexually harassing 

acts toward her (Davis v. Monroe, 1999).  

 The incidents finally quit in May when G.F. was charged with and pleaded guilty 

to sexual battery for his actions. The complaint alleges that LaShonda had suffered during 

the months of harassment. Specifically, her previously high grades had dropped as she 

became unable to concentrate on her studies. In April her father discovered she had 

written a suicide note. At one point LaShonda told her mother that  she “…didn’t know 

how much longer she could keep [G.F.] off her” (Davis v. Monroe, 199, Complaint ¶ 12).  

  

 Lashonda was not the only student who was being harassed by G.F. At one point, 

a group composed of Lashonda and other female students tried to speak with the principal 

about G.F.’s behavior. According to the complaints, a teacher denied the request, saying, 

“If he [the principal] wants you, he’ll call you” ( Davis v. Monroe, 1999, Complaint ¶ 

10). 

 At no time during the misconduct by G.F. was he disciplined for the harassment, 

nor was any effort made to separate G.F. and LaShonda. In fact, it was more than three 

months after LaShonda’s frequent complaints before she was even allowed to change her 

seat so she was no longer required to sit by G.F. in class. 
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  While Davis was a wakeup call to school boards to write and enforce 

policies concerning sexual harassment among peers, it was also a sad but important 

commentary in that it brought to light dozens of other cases of peer/peer sexual 

harassment among students. Lower court decisions in both state and federal courts 

provide evidence of escalating conduct of sexually harassment among children in grades 

as low as kindergarten.  

 One such case out of the 7th Circuit  was brought by the parents of Gabrielle M. 

(Gabrielle M. v. Park-Forest-Chicago Heights, 2003). Gabrielle, a kindergarten student 

became reluctant to go to school, began to have nightmares, and required counseling for 

acute stress disorder after being called names, and having “nasty stuff” directed toward 

her. This included a male classmate jumping on her back, leaning against her while 

holding his crotch, unzipping and lowering his pants, kissing and groping and touching 

her inappropriately. Nevertheless, the court ruled that the charges alleged by Gabrielle 

were “too vague and unspecific” to indicate objectively offensive sexual harassment. 

Because Gabrielle continued to go to school and her grades did not suffer, the 7th Circuit 

justices did not take the allegations seriously. In fact, Justice Michael Kanne said “There 

is a threshold question, altogether reasonable and rational of whether a five or six year 

old kindergartner can ever engage in conduct constituting ‘sexual harassment’ or ‘gender 

discrimination’ under Title IX “  (Gabrielle M., 2003, P. 8). 

  Other actions brought by parents of elementary students include the case 

of Jane Doe, who was a student in Dallas Independent School District (Jane Doe I v. 

Dallas Independent School District, 2002).  The court found that the school district had 

violated Title IX by its deliberate indifference to a classmate’s sexual assault on five- 
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year- old Doe. While in physical education class a kindergarten classmate assaulted her 

by shoving his hand into her vagina, resulting in bleeding, pain, and hematuria. Jane was 

removed from class. She became depressed, could not sleep, lost weight, and developed 

suicidal tendencies. The principal took no action against the assailant, did not write up the 

incident, and did not contact the parents of either child. The district completely ignored 

the mother’s request for help in guaranteeing her daughter’s safety. When Jane’s mother 

took her out of school the district threatened truancy proceedings, and the mother brought 

suit against the district under Title IX. 

 The court stated that the school district’s response to the incident was clearly 

unreasonable in light of the known circumstances. The courts further stated that the 

action did not need to be persistent (prolonged) to constitute harassment ( Jane Doe v. 

Dallas, 2002). 

 Other similarly appalling cases are numerous. A South Dakota first grader alleged 

that she was sexually harassed by a male classmate who several times exposed himself to 

her and touched her on the buttock both with and without her clothes on. The district 

court ruled that because the little girl was not ever denied access to the school program, 

the school was not violating Title IX (Gabrielle M. v. Park Forrest, 2003). 

 A Fifth Circuit Court ruled in favor of a six year old student who was forced by 

three male classmates to perform oral sex on them while they were in the bathroom 

unsupervised. The court stated that the assault on the student was foreseeable and a direct 

result of the lack of supervision (Katz v. St. John the Baptist Parish School Board, 2003).

 The Fourth Circuit Court of Appeals also ruled in favor of a second grade student 
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who was forced to perform oral sex on another student in the classroom while the teacher 

sat at her desk [emphasis added] (Vaughn v. Orleans Parish School Board, 2003). 

 Cases in middle schools and high schools are also numerous. Students with 

special needs are especially vulnerable. A foster mother filed suit after her foster child 

was fondled in the school bus and raped in an empty classroom. The court found in favor 

of the district even though the foster mother had implored the special education teacher to 

keep the boys away from the sixth grader (Soper v. Hoben, 2000). 

 In Texas two boys raped a mentally retarded female middle school student when 

the teacher left them alone in the classroom. The liability in that case has not yet been 

decided (Goad v.Lanier, 2006). 

 A 2006 California case is of special interest as it addresses the responsibility the 

administrators have in such cases. When Anna M., who had previously been home 

schooled, enrolled in Redwood Middle School, the school officials found that she lagged 

significantly behind other students academically. She was assigned to a “special class” 

for problem students. Two male classmates began making lewd comments, rubbing 

against her and asking her to have sex with them. Anna and her mother repeatedly 

reported the incidents to the teacher who told Anna to “ignore it”. Later the teacher 

moved Anna to the front of the classroom and sent the two boys to the principal’s office 

for harassing conduct, to no avail. Anna lost weight, dropped out of school, and 

attempted suicide.  After seven weeks the school finally contacted law enforcement who 

detained the two boys (Annemarie M. v. Napa Valley Unified School District, 2006). 

 The district court held that the principal’s repeated but ineffective reprimands to 

the boys without further action constituted deliberate indifference. That decision makes 
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clear that once a principal is aware that the actions being taken to stop peer sexual 

harassment are not working, merely continuing the same course of action is a clearly 

unreasonable response and may expose the district to liability under Title IX. The court 

went on to say that while teachers may lack the authority to stop the harassment, they 

surely have the ability to inform school administrators. If the teachers see the 

administrators are responding ineffectively, the teachers have the duty to take additional 

steps to make sure school administrators realize the severity of the problem. [italics 

added] (Annemarie M. v. Napa Valley, 2006). Parents as well as responsible educators 

will surely applaud the brevity of this court in California. 

 It needs to be acknowledged here that if a crime has been committed parents 

always have the option of filing suit with the district attorney for a crime committed 

against a person. The holdings on the above cases are regarding the violations of Title IX 

of the Education Amendments of 1972, and the outcomes of such cases should not affect 

the results of criminal cases.  

 Though numerous cases of severe harassment reach the courts, many more are 

never reported, especially if they are less severe. Nothing can be done if the act is not 

apparent to those in authority. However, school personnel must be more diligent in their 

observation and supervision. Teachers who are trying to “cover the curriculum” at the 

risk of not stopping to protect a child’s safety are remiss.  Lack of time for supervision is 

no excuse for permitting a child of any age to feel unsafe.   

Strategies For Preventing And Addressing Peer/’Peer Sexual  

Harassment In Schools 
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 Simon and Zgoba (2006) suggest that one of the critical steps in the prevention of 

peer/peer sexual harassment is to educate the children about sexual harassment. Age 

appropriate instruction devoid of inappropriate scare tactics needs to be given to each 

child every year. While sexual harassment is different from bullying, the subject could be 

included in annual character discussions concerning bullying of all kinds.  

 To reduce the possibility of establishing a climate of fear, the curriculum should 

help students distinguish between contact perceived as menacing, and flirting which can 

be a positive experience (Stein and Sjostrom, 1994). Co-teaching by male and female 

teachers sends a powerful message about the relevance of sexual harassment to both 

sexes.  

 Because empowerment is one of the best ways to prevent harassment, schools 

need to build student self-esteem. Students can be taught assertiveness skills to enable 

them to express their feelings clearly and help them stop harassment should it occur. Both 

boys and girls should be taught how to communicate in a positive way. (Stein and 

Sjostrom, 1994).  Critical to discussion with students, is to help them understand what 

constitutes sexual harassment and how they can report it if it occurs. Both genders should 

be made to understand that boys can be harassed, and that girls as well as boys can be the 

harassers. 

 Every school should have a policy that prohibits all forms of sexual harassment 

and mandates equitable treatment for all students. It should be comprehensive, clearly 

written, and sufficiently explicit so that students and parents, as well as educators                                           

know what is expected of everyone. It should be reevaluated and reissued annually

 A 1999 guide produced by the Office of Civil Rights (OCR, 1994) lists the 
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following three  key components of  a plan to eliminate harassment : (1) Develop written 

policies that prohibit unlawful harassment. (2) Identify and respond to all incidents of 

harassment and violence. (3) Provide formal complaint procedures. 

 Students as well as all personnel should be made aware of the harassment 

policies. The staff should have training regarding the policies and how to respond to 

student complaints, and a compliance coordinator should be trained to enforce the policy. 

Students should be told annually what constitutes peer/peer sexual harassment and how to 

report it. The language of the information given to students should be age appropriate so 

that even the youngest students understand. Policy makers can find government 

guidelines for developing polity in this area  and sample policies at 

http://www.ed.gov/offices/OCR/archives/Harassment/fundamentals.html . 

 Practicing preventive law is the best solution to the problem of peer/peer 

harassment. When educators establish safe environments that promote tolerance and 

sensitivity to others’ views, the incidents of peer/peer harassment will lessen. The 

teachers and other staff members should be provided with curriculum and trained in 

teaching methods  School activities that discourage stereotyping should be in place. 

 Inservice training concerning peer/peer harassment should include information on 

how to recognize the harassment and then how to deal with it. Student leaders should be 

made aware that the school is concerned about the issue, and those leaders should be 

expected to model non-harassing behavior at all times. Using older students to talk to 

younger ones about the issues can be effective, as can training responsible students as 

mediators to resolve conflicts.  
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 Teaching strategies that can help reduce harassing behavior include modeling 

correct behavior, teaching students how to make right choices, teaching critical thinking 

skills, and utilizing cooperative learning activities and discussions. Role playing can also 

be a good way to explain undesirable behavior to students.  

Dealing With Peer/Peer Harassment  

 When preventive strategies are not enough, teachers and other school personnel 

need to know what to do when peer/peer harassment occurs. The first step is to assure the 

student who comes with a complaint that she/he will be taken seriously. If she/he is a 

student in the teacher’s classroom, the seating arrangement should be changed to remove 

the alleged victim from the harassing student. That should be done immediately for the 

student’s protection and to send a signal to both students that this is a serious allegation. 

The teacher should immediately talk with the alleged harasser in private. 

 The teacher should document the incident, writing down word for word what the 

student reports. The documentation should be dated and kept in a safe file. The incident 

should then be reported to the administrator in charge of enforcing the policy and to the 

allegedly harassed student’s counselor. Depending upon the school policy, either the 

administrator, the counselor, or the teacher should call the parents or legal guardians of 

both the student who was allegedly harassed and the student who was named as the 

harasser.  Regardless how serious the charge seems to the teacher or other school 

officials, both sets of parents should be notified immediately. In most cases an 

administrator or counselor will talk with the parents with the teacher present. That visit, 

too, should be documented. 
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 The next step is up to the administrators. If the incident is serious enough to 

constitute sexual harassment, the  alleged harasser should be confronted and have an oral 

hearing as to his/her perspective on what took place. The disciplinary actions will depend 

on the school policy and the seriousness of the incident. Parents need to understand the 

incident, the policy, and their right to lodge a formal complaint. Outside resources 

including law enforcement must be brought when the incident was of a violent or 

criminal nature.  In all cases the incident should be followed up by checking on the 

student who was allegedly victimized. Has there been a repeat offense? Does the student 

need counseling? Were there any repercussions of the incident being reported? Was there 

any retaliation against the student who reported the incident? Among other things, 

retaliation may include threats, taunts, pranks, ostracism or other ways of bullying the 

student. The follow-up should also be documented. 

 Dragan (2006) writes that  

 As a result of recent cases, the courts have focused on the following elements 

 when determining whether a school district may be held liable for acts of sexual 

 harassment under Title IX.: (1) The plaintiff was subjected to gender-oriented 

 conduct that was: severe, pervasive, and objectively offensive. (2) The sexual 

 harassment denied the student an equal educational opportunity or benefit. (3) The 

 district had actual knowledge of the sexual harassment. (4) The district was 

 deliberately indifferent to the sexual harassment (5) The district’s 

 conduct/indifference caused the plaintiff’s damages. (Dragan, 2006. P 3). 

Conclusion   

 Sexual harassment is one of society's ugly problems. Peer/peer sexual harassment                      
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within school settings can be decreased with proper education and preventive  

strategies.When it does occur, school personnel need to be aware of how to deal with it 

immediately. As Conn, (2006) observes, “’The discouraging fact is that teachers and 

administrators are stretched thin, with a myriad of responsibilities. The temptation to 

simply ignore it, and go on teaching is a product of the pressure on teachers to ‘cover the 

curriculum’” (Conn, 2006, P. 16). 

  No child can feel safe, retain dignity, or learn, in an environment where sexual 

harassment among peers is allowed. It is crucial that educators have a sexual harassment 

policy, understand that policy, and enforce it.  
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Applying Adult Learning Methods to Education Law Classes 

 

There are numerous factors that professors need to be aware of when preparing to teach 

adults. Authoritarian methods of instruction are often ineffective with adults. Lindeman, (1926) 

says that “Adult learners are precisely those whose intellectual aspirations are least likely to be 

aroused by the rigid, uncompromising requirements of authoritative, conventionalized 

institutions of learning.” (p. 27-28). He goes on to say that the teacher of adults must be not an 

oracle in the classroom, but rather the guide in the classroom who points out and also participates 

in the learning process with the students. It is interesting that Lindemann made these statements 

over seven decades ago—long before “guide by the side; not sage on the stage” became a 

popular definition of a good teacher.  While teachers in many disciplines have long been aware 

of this, many law professors, including some of those who teach in education departments, still 

teach exclusively by lecturing. Many do use the Socratic method  which is geared toward adults, 

but even that time-honored and effective method of teaching does not address all of the learning 

characteristics of adults in the classroom. In education law classes, many times the students are 

people over the age of 40 who have not been in college for decades. They are nervous, self-

conscious, and determined to make “”A”s no matter what. Add to that the fact that the majority 

of them are also full-time workers (teachers) outside the home. While some adult students may 

be able to leave work and not think of it until the following day, educators are not so fortunate. 

They have papers to grade, lessons to plan, and school events to attend. They have no time to 

waste, and they resent it when professors waste their time with autocratic teaching methods only, 

or with busy work 

This paper will attempt to examine the characteristics, orientation, motivation, and 

learning styles of adult learners. The research will then be applied to the teaching of education 

law classes.  

Andragogy: the science and art of teaching adults 

 The term “andragogy” as opposed to pedagogy was first used by a German grammar 

school teacher in 1833 (Knowles, 1998).  Androgogy refers to the science and art of teaching 

adults and is now widely used, though many researchers and authors simply use the term adult 

learning. Regardless of the title, effective methods for teaching adults differ from those used for 
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youth. The characteristics, learning styles, motivations and goals are different in adults and must 

be addressed. 

Characteristics of Adult Learners: 

Characteristic #1 Physical Characteristics 

 Johnstone and Rivera. (1965) profiled the typical adult learner in 1962 in a national study 

funded by the Carnegie Corporation. Interviews with a random national sample of nearly twelve 

thousand households formed the data set. The results of the landmark study have held up in all 

subsequent national studies ( Merriam,1991). The profile is as follows: 

The adult education participant is just as often a woman as a man, is typically under forty, 

has completed high school or more, enjoys an above-average income, works full-time and 

most often in a white collar occupation, is married and has children, lives in an urbanized 

area but more likely in a suburb than a large city, and is found in all parts of the country, 

but most frequently in the West than in other regions.  

In the forty- plus years since the study, the profile of adult learners has probably changed, 

but even if no time had passed, most adult learners in education classes would not have fit that 

profile. They all have college degrees, are of all races and backgrounds, live in all areas, many 

are under forty, and many do not have above-average incomes, as most of them are teachers. 

 Other physical characteristics relate to aging and include changes in eyesight, hearing and 

reaction times.  According to Cross (1981) eyesight, hearing and reaction time deteriorate, but 

intelligence abilities like decision-making skills, reasoning and vocabulary tend to improve with 

age. Deterioration in the ability of a student to see or to hear can create problems with the 

learning process, most often evident in formal learning settings. Likewise, the inability to see 

small words on the printed page or on a computer screen usually starts between the ages of forty 

and fifty (Schaie and Willis,1986). 

 Hearing loss is more gradual than loss of vision, but many students will notice a loss of 

hearing in their fifties when sounds in the high frequency range become more difficult to hear.  

According to Merriam and Cafferella (1991) “For the most part, our institutions do not take into 

consideration the physical differences of adult learners. Both teachers and learners must ensure 

that the educational environment is conducive to all adult learners …, and that classrooms are 

adequately illuminated.” (p. 101).  Professors need to speak clearly and more slowly to adult 

learners than to youth.  
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Characteristic #2 Adult Ego Involvement 

Adult learners have different ego needs than do younger students. They need to be shown 

respect, and they need to be free of fear. (That is not to say that younger students should not be 

shown respect; only that it is critical to adult learners.)  Daloz, (1986) asserts that the most 

common emotion experienced by adults reentering the classroom is not excitement or 

anticipation, but fear. Not only are they afraid of the unknown, but they are fearful of what little 

they know as opposed to the knowledge level of the other students in the class. The adult student 

also has fears about returning to school after many years of not being a student.  Add to that the 

fact that many non-lawyers think of the subject of law as something big and scary; therefore 

student enter education law classes with even more fear than do other adult students.  

Carl Rogers’, (1951) second hypotheses concerning student-centered learning was: “The 

educational situation which most effectively promotes significant learning is one in which a 

threat to the self of the learner is reduced to a minimum…” (p.388).  Adults do not learn well in 

an environment in which they are fearful or feel anxious about how they will appear to the 

instructor and to their peers.  

Vella, (2002) suggests five principles that create a safe learning environment for adults: 

(1) trust in the teacher’s expertise and experience (2) trust in the objectives and their relevance to 

the learner (3) allowing small groups to find their voices (4) trust in the sequence of activities (5) 

non-judgmental environment with affirmations from the teacher. Each of these principles can be 

put into place during the first class session with adult learners.  

Also addressing the ego needs of adult learners, Speck, (1966) observes that the adult 

learner’s ego requires that the instruction must be designed to provide support from peers and to 

reduce the fear of judgment during the class that often comes when students answer questions 

incorrectly.  That is unfortunate, as it is common knowledge that one of the best ways to learn is 

to ask questions and submit answers to teachers’ questions even if the answer is incorrect. It is 

important therefore, that the professor makes an effort to make the students comfortable in the 

setting. The adult student has a self image of being responsible for his/her own decisions. Adult 

students resist being told what to do and how to act in situations. They expect others including 

instructors, to treat them with respect and to listen to their ideas (Knowles,1998). 

 Adults (as all learners) need to be shown respect. Professors must acknowledge the 

wealth of experiences that adult participants bring to the classroom. These adults should be 
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treated as equals and allowed to voice their opinions freely (Lieb, 1991). A positive classroom 

climate with the absence of threat will help to open the perceptual screen so that new learning 

can take place (Verduin, Miller & Greer, 19780). When threatened, students seek to maintain 

themselves, not to grow or be enhanced. Creativity and initiative tend to be destroyed as people 

concentrate on being safe and secure. 

Characteristic #3   Adults’ Need to Know  

 Knowles, Holton and Swanson, (1998) explaining the andrological model, lists the need 

–to- know as the first factor that differentiates between adult learner and the students under the 

pedalogical model. For adult students it should be the first task of the facilitator to help the 

learners become aware of why they need to know the information. When adults undertake to 

learn something on their own they will invest more time, energy and effort into the process. 

Tough, (as cited in Knowles, 1998) says “At the very least, facilitators can make an intellectual 

case for the value of the learning in improving the effectiveness of the learners’ performance or 

the quality of their lives.” (Knowles, p. 65).  Unless the student can see the personal meaning 

involved, it is doubtful that real learning will occur in the student (Verduin, Miller, & Greer, 

1977). Students learn best when their own needs are the incentives for taking the class. 

Satisfying those needs is rewarding in itself, and such rewards sustain learning more effectively 

than grades ((Davis, 1993). The first task of the adult educator, them, should be to help the 

learners become aware of their need to know. When applying this to an education law class 

being taught to future teachers or administrators one of the solutions to motivating students is an 

easy one—Tell the students that they need to know the information to keep them out of legal 

trouble, saving time, money and even reputations for them and for their district. One way to 

motivate students in an education law class is to tell them the first session that millions of dollars 

are spent annually litigating education cases, and that this class will help them practice 

preventive law so they do not become involved in one of those cases.  

Adults are motivated to learn to the extent that they perceive that learning will help them 

perform tasks or deal with problems that they confront in their life situations (Knowles, 

1998). Adults learn new concepts and skills most effectively when they can see the 

relevancy of the learning to their real-life situations.  Adults generally become ready to 

learn when their life situations create a need to know. It then follows that the more an 

adult learning facilitator can understand the adult student’s life situation the more 
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effective the student can be (Knowles). That is a huge plus for instructors of education 

law classes, as most of the student in the classes have similar life situations i.e. they are 

there because they need to know education law to be able to practice preventive law in 

education settings.  

Characteristic #4  Personal motivation 

Closely related to need to know is the characteristic of personal motivation. Tough ,(as 

reported by  Knowles,1998) discovered in his research that all normal adults are motivated to 

keep growing and developing , but that the motivation is often blocked by barriers such as 

student self-concept, lack of opportunity, time constraints, and other factors. In a national study 

Johnstone and Rivera (1965) found that the top three motivators for taking a class as an adult 

were : 

To become a better person   37% 

To prepare for a new job       36% 

For the job I had at the time   32% 

While external motivators such as job promotions and higher salaries and ability to do the 

job better are high on the lists of reasons for adults to participate in learning, Knowles (1998) 

contends that “… the most potent motivators are internal pressures such as self-esteem, desire for 

increased job satisfaction and quality of life"(p. 68). The first motivator on Merriam’s research,, 

becoming a better person, would fit into the internal motivator category, while the next two, 

preparing for a new or current job, would be external motivators that are high on the list for 

education law students.  

   Wlodowski, (1985) offers the following reason that internal motivators are more potent:  

1. Success----adults want to be successful learners 

2. Volition----adults want to feel a sense of choice in their learning 

3. Value----adults want to learn something they value 

4. Enjoyment----adults want to experience the learning as pleasurable. 

Though there is little research available on motivators of students in education law 

classes specifically, both Knowles research and Wlodowski’s reasons would seem to be less 

applicable to students in those classes. Education law students many times do not think they will 

be successful, (Motivation # 1) they feel they have no choice in their learning, (Motivation#2) 

and too often before the class starts many of them they don’t think the learning is going to be 
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pleasurable. The last reason (Motivation # 4) seems to be most closely related to the external 

motivators. Like all students, education law students do want to learn something of value (#4). 

Methods of Teaching Adults 

Knowing the characteristics of adult learners is necessary in order to determine what 

methods work in adult education classes. Just as the characteristics of adults differ from those of 

youth, so too must the methods used to teach adults differ from those used with youth. 

Studies on methods for teaching adults have shown that the curriculum should be built 

around the students’ needs and interests. The texts and teachers should be secondary to the needs 

of the learners. (Lindeman,1926). “Authoritative teaching, examination which preclude original 

thinking, rigid pedagogical formulae---all these have no place in adult education…”(p 10). The 

student will be better served by small group discussions, and by teachers who are searchers as 

opposed to oracles of wisdom.  Gessner, (1956) citing other Lineman writings goes on to say 

“He (the instructor) is no longer the oracle who speaks from the platform of authority, but rather 

the guide, the pointer-out who also participates in learning in proportion to the vitality and 

relevance of his facts and experiences.” (160), and “None but the humble become good teachers 

of adults. In an adult class the student’s experience count for as much as the teacher’s 

knowledge.” (p 66).  

Sixty years ago Ruth Merton writing in the Journal of Adult Education said 

…the method of teaching (to adults) must be changed. Lectures must be replaced  by 

class exercises in which there is a large share of student participation. ‘Let the class do the work’ 

should be the motto. There must be ample opportunity for forums, discussions, debates. 

Newspapers, circulars, and magazines as well as textbooks should be used …Extracurricular 

activities should become recognized  part of the educational process…These are some of the 

elements that must be  incorporated in a program of adult education…” (Journal of Adult 

Education, XII, January, 1940, pp 44-45.as reported by Knowles, 1998.)  

Questioning as a method 

With the teacher as a guide as opposed to a lecturer only, several methods are  

effective in adult education classes, including classes in education law.  The first of these is using 

questioning techniques. Asking and answering questions are central to the learning process. 

(Davis, 1993) (For an excellent guide to asking questions see Davis, 1993, Tools for Teaching, 

Chapter 10.)  
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 Questioning allows opportunity for the students to participate in the discussion and add 

to the classes’ knowledge. The students are encouraged to exchange ideas, and it enables the 

teacher to assess what the students already know. According to Verduin, Miller and Greer, 

(1977) questioning provides a way to arouse adult interest and curiosity, serves as a way to 

emphasize certain points, and can be used to promote critical thinking. Questions can be 

designed to encompass six levels of Bloom’s taxonomy from knowledge all the way up to 

evaluation. Yet Barnes,( 1983) reports that faculty devote less than 4 percent of class time to 

asking questions and that the type they do ask rarely require much thinking on the part of the 

student.  

Verduin, Miller and Greer, (1977) suggests there are three types of questions. The first 

type,  recall questions, are the most common type and require the student to retain and memorize 

information. An example in an education law class would be to ask the student(s) what case 

includes the guidelines for determining whether or not students can attend school when they have 

a disease, or what has the Supreme Court said about drug testing for athletes. 

 The second level of questioning, evaluative questioning, requires more thinking. An 

example of that type would be to ask the students to evaluate the Court’s rationale in Owasso v. 

Falvo, (2002) regarding posting grades on bulletin boards as opposed to reading them aloud.  

The third type of questioning is creative questioning. Students may be asked to speculate, 

predict, or invent. An example of that type of questioning would be to ask the students to predict 

how a different outcome in Brown v. Board( 1954) would have affected special education law, 

or, based on the cases they had studied so far, to predict what the courts would say about a 

student who sued the school district because he was suspended for text messaging during English 

class.  An excellent strategy that works well with adults is to ask a question and ask the class to 

write down the answer on a piece of scratch paper. Students are much more likely to answer a 

question when they have processed it through writing down the answer, and they have something 

to read from in front of them.  

The pair/share method used so successfully in k-12 settings also works with adults. When 

the student turns to another student and they both have input into the answer or discussion, the 

processing is much more efficient, and the retention better. Another advantage is that it engages 

the student who may have been listening passively to the lecture.                                                                             
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Group Work Method 

 Allowing adult students to work in small groups breaks up the monotony of listening to 

one instructor. It also allows the students to learn from each other. Vella (2002) calls this type of 

learning teamwork. She says that teamwork provides for adults a quality of safety.” In a group, 

learning is enhanced by peers. Peers hold significant authority with adults---  even more 

authority than teachers. Peers create safety for the learner who is struggling with complex 

concepts, skills, or attitudes.” (Vella, p. 22).  

 Learning is enhanced by social interaction. Explaining material to another student helps 

reinforce the explainer’s learning. Collaborative teamwork and projects undertaken by 

heterogeneous groups encourage higher-order thinking and problem solving. (American 

Psychological Association, 1992) .An example of using a small group in an education law class 

would be to ask small groups to read and explicate a certain case. The group would report the 

facts, issues, holding, and rationale of the case they were given, and the  entire class would 

determine the implications for principals that the case had, with each small group explicating a 

different case on the same subject, for example search and seizure 

  Another example of effective learning within a group setting is the use of modified 

debate. If, for instance, the instructor wants the class to explore both sides of the issue of search 

and seizure laws, she could split the class into two groups, have each group explore the pros and 

cons of the issue, and at the next class session stage a mini-debate to explore the issues.  

The Inquiry Method 

Sometimes known as the discovery method or self-directed learning, the inquiry method 

of teaching encourages student-student interaction. The instructor will pose a problem, and the 

students’ task will be to find an answer by researching, observing, verifying, and applying. 

Inquiry encourages the development of creativity and freedom in the use of intelligence. The 

opportunities for the use of inquiry occur in every adult classroom (Verduiin, 1977). Inquiry 

learning can take place within groups or as the student works alone.  

 An example of inquiry learning in an education law class would be to pose the guiding 

questions: “How many schools in this state are not in compliance with the Equal Access Act 

(1984) and what do you think should be done about that if anything?” The student could 

determine the first part of the answer by researching school sites on the Internet, by conducting 

surveys, or by contacting the state department. Small groups could discuss (debate?)  the second 
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part of the question. Another example of inquiry learning would be to pose the question “What 

effect has No Child Left Behind had on the number of teachers who have left the area of special 

education in the past two years?” Discovering the answer on their own without being told by the 

professor will help them retain the information and also encourage them to try to find a solution 

to the problem of shortages of qualified special education teachers.  

For an in-depth look at inquiry learning in adults see Knowles (1998).) 

The Case Study Method  

Closely related to both inquiry and to group work is the case study method of teaching. 

Greenwood and Parkay, (1989) contend that using this method helps students develop their 

analytic and decision-making skills. “In short to be an effective decision maker, one needs to 

practice decision making.” (p. x)   This is an excellent method to use to get education law 

students to apply the principles of law that they have learned. The professor can write original 

cases, purchase commercial material, or sometimes use facts from actual court cases. Whatever 

source is used for the case studies, the method is the same: The students either individually or in 

groups, examine the facts and apply the knowledge they have gained in the class to determine the 

outcome(s) of the case. Case studies (scenarios) also make excellent test questions. For example: 

You are the principal at a middle school. One of the teachers comes rushing into your 

office demanding that Roger be suspended indefinitely. He was in her math class when 

he accessed his own brand new home web page that contains off-color statements about 

several students as well as vulgar statements about several female students. The teacher 

wants Roger to be gone this afternoon. What do you tell her about legal issues?  

or 

Bobby’s regular first grade classroom teacher referred him for diagnostic testing because 

she suspected he had a learning disability. However, after trying unsuccessfully to contact 

Bobby’s mother by telephone, the special education teacher told the teacher that she 

would write the IEP herself. In the spring she reported to the classroom teacher that it 

wouldn’t hurt Bobby to repeat first grade. She had not had time to test him yet. Bobby’s 

father who lived in a nearby state visited him regularly even though the mother had full 

custody. When he visited him that summer, the father had Bobby tested on his own at a 

private facility. Bobby did indeed have a severe learning disability. His father is suing the 

school district for the cost of the evaluation and claiming a due process violation under 
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IDEA as well as issues with FAPE. He is especially upset that he was not notified of 

Bobby’s problems. What legal advice would you give the principal? 

Oral Explication 

 One method that is very effective and causes student to retain more of the 

information than most other methods is to have students teach the concept to the other 

class members. This lends itself easily to education law classes. Each student can be 

required to explicate the case and present it to the class. The presenter should have 

enough copies of the case for the entire class. The case would be examined for the 

explication points discussed above in the group method. Seldom do students forget the 

implications of a case when they are the ones responsible for teaching it to the class.  

Direct Instruction 

 Finally, students in education law classes do benefit from direct instruction as 

long as that is not the only method employed in the class. It is a given that one cannot 

utilize the highest level of Bloom’s taxonomy without mastering the lower levels. i.e A 

student cannot apply information (application level) until he has gained the information 

(knowledge level) Of course some of the students’ knowledge will come from reading, 

but some will be addressed through lectures.  Lectures should include a significant 

amount of questioning and other checks for understanding. Otherwise, the professor is 

simply presenting as opposed to teaching. 

 Lectures should also include humor. Knowles, (1998) citing  Merlin, contends 

that the quickest way to stimulate learning among adults is to use humor.  Humor 

captures the attention of the students and alerts them to listen. Few students look back 

with fondness at those teachers who bored them. Likewise few students remember 

learning taking place in classes where the teacher was boring or humorless.  

 Lecturers should address visual and kinesthetic learners as well as auditory 

learners. Otherwise a huge number of students will not “get it”. That does not mean that 

reading off of a Power Point will cause learning to happen. Many of  today’s students, 

adults included, have seen so many Power Point presentation in which the instructor 

simply read off the screen while the students took notes, that they audibly groan when the 

professor turns on the projector. A good lecturer does more than read off her audio visual 
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aid. She (or he) engages the students with questioning, humor, small group responses to 

the lecture, and other activities during the direct instruction.  

Additional Suggestions  for Success with Adults 

 It is just as important for teachers of adults to address the different learning styles 

of their students as it is for teachers of youth. Role playing, keeping portfolios, reflection 

papers, student presentations----- all of these methods will help accommodate student 

learning. A combination of teaching methods that have worked well in education law 

classes follows: 

Pre-test ----This reinforces the need-t-know motivation and prevents unnecessary 

time spent on information the class already knows. 

Occasional reading check tests 

 Lecture with visuals and questioning and student engagement 

 Textbook and Internet source readings 

 Student case explication before the class 

 Small and large group discussions 

 Case studies in groups 

 Debates 

Portfolio option instead of exams--- Students of all ages like options, and learning 

increases when student have a voice in how they learn.  

Guest speakers or panels of administrators to discuss their experiences with legal 

issues in their schools  

Objective and subjective tests with thorough review and thorough discussion 

following the tests being returned. 

 

All of the methods that have been shown to produce learning in adults and will 

 work in education law classes. The import thing to remember is to inform the students 

why the class is so important and help them find the relevance of it to their lives as 

educators.  

Teaching law to non-law students does present a unique set of challenges.   
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“The students are not ‘pure’ law students. Many may not possess the 

linguistic competencies to handle law subjects. The law teacher’s role is not just 

to assist students to gain content knowledge. Applying a variety of instructional 

modes appeals to a broader spectrum of students and results in a greater level of 

engagement. This offers students opportunities to experience reactions to complex 

and ‘real’ problems they may face later in their careers in a reasonably ‘safe’ and 

unconstrained context.”  (Christudason, p.1). 

 Absolutely! Applying the principles of adult learning to the classes will help alleviate the 

fears of the students and promote learning that will enable them to be educators who can practice 

preventive law. 
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 The purpose of this study was to investigate whether parents have expectations 
in their own young children’s mathematics learning, and what are those expectations. 
Parents of sixteen children (i.e., seven girls and nine boys) from several 5-6 year old 
classes participated in this study. This research review parents’ social economic status 
(SES) and their personal study experience, their expectations of their child in 
mathematics. A qualitative research design was employed in this study. 

In orders to understand children’s basic mathematics knowledge, participants 
were tested by the Norris Educational Achievement Test (NEAT; Switzer & Gruber, 
1992). Data collection included: (a) the child’s test score from the mathematics 
portion of the Norris Educational Achievement Test; (b) the parents’ interview; (c) the 
child’ s interview. 
 Based on the findings from the test scores and interviews, parents’ 
expectations were related to children’s test scores. Parents in Taiwan paid much 
attention on the achievement of English than mathematics. They agreed that 
mathematics was important for children’s future education, but English was their 
focus at the current stage. Many children also attend after school classes to improve 
their academic work. The parents of these 14 participants seemed to have the 
blueprints of their children’s mathematics learning; two parents reported that they did 
not have plan or expectations in their children school achievement. The parents of 
these 15 participants were well educated and range from middle to high SES. Children 
who have higher test scores, their parents are also received higher education. There is 
no gender difference between boys and girls’ parents.  
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Abstract 

The intent of this study was to give voice to foreign language educators, to listen and 

learn from their experiences and to create a body of knowledge that might serve educators in 

ongoing pursuit of best teaching and learning practices.  The following questions guided the 

discovery process: How do we learn? How do we retain what we've learned? How do we teach 

with brain function in mind? The basis of the qualitative analysis was to discover foreign 

language teachers’ perceptions of brain-based teaching practices, examine and describe their 

experiences, and gain a deeper understanding of how these practices affect student learning. 

While ample research exists in second language acquisition and the brain, little focuses on a 

teacher’s day to day experiences in the classroom  

Since this study presents an understanding of lived experiences and perceptions, the 

author conducted a phenomenological study.  The data collection consisted of a series of lengthy 

interviews and observations with high school foreign language teachers familiar with brain-based 

teaching and learning practices.  The inquiry process included data collection, interpretation and  
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narrative reporting.  In these interviews, teachers discussed roles and responsibilities and 

presented best practices and effective strategies used in their classroom. Themes were identified 

within a participant’s interview then across all participants’ interviews.  A final model was 

created to interpret the findings and connect the themes identified in the study to current 

investigations and inquiry in the field of brain-based research.  

The nature of their learning experience emerged as a synergistic relationship between 

teacher, learner and the learning.  The quality of their learning experience encompassed the 

physical and emotional environment within which the learning occurred. In final analysis, two 

essence themes became apparent resulting in a Covenant/Context Model.  The findings in this 

study add to a cumulative knowledge of teaching and learning in general as well as a 

diversification and strengthening of current methods of second language acquisition.   Effective 

instruction and learning, as described by the teachers in this study and embodied in a 

covenant/context system, not only enhances the general knowledge base of educational research 

but provides a springboard for further investigation.   
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Abstract 
 

In this paper we will describe a new mathematics course for graduate students to be 
taught at New Mexico State University, USA, in spring 2010.  The course content will be 
included in a comprehensive examination intended for those who will write a dissertation 
in mathematics education in the Department of Mathematical Sciences. We will give the 
rationale for the development of the course and discuss its content, which is based 
primarily on original mathematics textbooks from as far back as the eighteenth century; 
some of these will be shown in the paper. 
 
1.  Introduction 
 
In 2009 the Department of Mathematical Sciences at New Mexico State University began 
to put in place graduate mathematics courses for a comprehensive examination in 
mathematics education.  One course being designed is Math 562: History and theories of 
mathematics education.  We will describe the course, give examples of the content from a 
number of American math books dating from 1729, and indicate the value to students in 
looking at original historical materials in this way. 
 
2.  Background 
 
The course will be taught for the first time in Spring 2010.  Here is the proposed catalog 
description: 
 

Math 562:  History and theories of mathematics education 
 
We will study the history of mathematics taught in American schools, examining 
authentic original textbooks and looking at the changes in their content and the 
approach to the subject over time, together with writings of people who have 
influenced the development and changes of mathematics education. The changes in 
the mathematics taught in schools has had a variety of causes, which include, but 
are not limited to, changes in mathematics itself (e. g., creation of the concept of 
rational numbers which includes zero and negative numbers); political, social and 
economic changes (e. g., unification of measurements); technological development 
(e. g., the invention of calculators); changing opinions on the role of education (e. 
g., the work of John Dewey); varied psychological theories of learning (e. g., the 
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stimulus-response theory of Thorndike); and the search for good pedagogy that is 
efficient and fair (e. g., the NCTM standards). We expect that the historical 
perspective that this course offers will provide students with a better understanding 
of the current issues that are faced in mathematics education. 

 
It is meant as one course over which a comprehensive examination in mathematics 
education will be given, for students pursuing a Ph.D. in mathematics with a specialty in 
mathematics education.  Other graduate students, in mathematics and in other fields, are 
welcome to take the course. 
 
3.  The course content: Original textbooks 
 
When students learn the history of mathematics and theories of math education, they still 
do not know what mathematics was actually presented in classrooms and how it was 
done.  Mathematics education in the United States during the eighteenth, nineteenth, and 
twentieth centuries provides very rich and diverse historical material. This is due not only 
to the fact that there has not been a national curriculum, but also to the fact that most of 
the time individual school districts, schools, or even teachers, have had considerable 
freedom to choose textbooks and select the material to be presented to students. During 
the nineteenth century, mathematical textbooks were identified by their individual 
authors; for example, there are the series by Davies or Milne.  The popularity, or lack of 
it, of different books is a good indicator of what material was actually used in classrooms. 
Word problems, tasks, and skills that students were expected to acquire reflected not only 
the educational theories, but also technological, economic, social, and political changes in 
the United States. 
 
4.  Excerpts from books with comments 
 
Here are excerpts from sixteen different texts that will be studied in the course, ordered 
by decade from1729 to 1965, together with brief comments. 
 
1.  1729  
Isaac Greenwood, Arithmetick Vulgar and Decimal (first book printed in the Colonies) 
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p. 131. 
In mixing 3 Sorts of Tobacco; the First worth 18 d. the Second 22 d. the Third 24 d. the 
Pound; How much of each Sort is to be taken, that the Mixture may be sold at 20 d. per 
Pound? 
Answer 6, 2, 2 
 

This problem has many solutions. The author describes one method of getting a 
“practically reasonable”, and computationally easy, answer. 

 
p. 134. 
Three Persons Buy Goods, to the Value of 140 l. whereof B, has as much again as A,: and 
C, as much again as B.  What must each Pay ? 
Suppose A, to Pay 10 l. then B, must Pay 20 l, and C, 40 l. the Total of which is 70 l. But 
should have been 140 l. Therefore, 
     10 : 20 l.= A’s Part 
As 70 l. : 140 ::  20 : 40 l.= B’s Part   
     40 : 80 l.= C’s Part 
                 Total       140 l. 
 

This is an interesting use of “false position” in a problem dealing with 
“proportions”.  A question for teachers: “How would you formulate and solve this 
problem today?”  

*** 
2.  1823 
Tobias Ostrander, The Elements of Numbers, or Easy Instructor 

 
Preface 
…The only existing difference between whole numbers and decimals is the separating 
point.  It is, therefore, self-evident, that addition of decimals should be taught 
immediately after addition of whole numbers.  The same with subtraction, multiplication 
and division.  … 

2010 HICE Proceedings - Page 2415



 
Ostrander advocated that decimals should be taught before common fractions. 

 
*** 
3.  1825  
Nathan Daboll, Schoolmaster’s Assistant  

 
 
p. 63.  
A privateer having taken a prize worth $6850, it is divided into one hundred shares; of 
which the captain is to have 11; 2 lieutenants, each 5; 12 midshipmen, each 2; and the 
remainder is to be divided equally among the sailors, who are 105 in number. 
Ans. Captain's share $753 50 cents. lieut's $342 50 cents a midshipman's $137, and a 
sailor's $35 88 cts. 
 

Questions for teachers 
Here the questions are not mathematical but historical. To what historical events 
does this problem refer? 
(A privateer is the commander or one of the crew of a ship privately owned and 
crewed but authorized by a government during wartime to attack and capture enemy 
vessels.) 

*** 
4.  1822 
Warren Colburn, First Lessons in Arithmetic on the Plan of Pestalozzi 
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page 1 
1.  How many thumbs have you on your right hand? how many on your left? how many 
on both together? 
2. How many hands have you? 
3. If you have two nuts in one hand and one in the other, how many have you in both? 
4. How many fingers have you on one hand? 
5. If you count the thumb with the fingers, how many will it make? 
6. If you shut your thumb and one finger, and leave the rest open, how many will be 
open? 
… 

This was the first arithmetic book in the United States that was written for teachers 
of young children.  Books published earlier assumed that learners were already 
literate, and began with reading and writing numbers. 

*** 
5. 1825 
Thomas Dilworth, Schoolmaster’s Assistant, being a Compendium of Arithmetic, both 
Practical and Theoretical 
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p. 181 
A gentleman a chaise did buy, 

A horse and harness too; 
They cost the sum of threescore pounds, 

Upon my word ‘tis true. 
The harness came to half of th’ horse, 

The horse twice of the chaise; 
And if you find the price of them 

Take them and go your ways. 
Ans 
Chaise   15l 
Horse      30 
Harness  15 
 

This is a genre that was very popular.  It was justified by saying that “poems are 
easier to memorize”, but it was probably used just because it is humorous. 

*** 
6.  1826 
Nicolas Pike, Pike’s System of Arithmetick Abridged: Designed to Facilitate the Study of 
the Science of Numbers.   
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p. 142  
Rule of Three Direct 
The Rule of Three Direct teaches, by having three numbers given, to find a fourth, which 
shall have the same ratio to the second, as the third has to the first. 
Rule. 
1. State the question by making that number, which asks the question, the third term; that 
which is of the same name or kind, the first term; and that which is of the same name or 
kind with the answer, the second term. 
2. Multiply the second and third terms together, and divide the product by the first term, 
and the quotient will be the fourth term, or answer. 
Example 
If 3 bushels of corn be worth $1.80, what is the value of 12 bushels? 
bu.  $ c   bu 
3   :1.80::12 
      12 
   ------ 
  3)2160 
   -------- 
   $7.20 Ans 
In this example, 1 bushels asks the question, and is made the third term; 3 bushels being 
of the same name, is made the first term; and $1.80 being of the same name with the 
answer, is made the second term.  Here the third term is greater than the first, and the 
question evidently requires the fourth term or answer to be greater than the second; 
therefore, the question belongs to the Rule of three Direct. 
 

Topics for teachers 
(1) What mathematical techniques are used now to solve this kind of problem?  
(E. g. Computing unit prices. Using algebraic formulas.) 
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(2) What is one difference in the way that techniques are introduced today versus 
two centuries ago?  (Today we do not start with a general rule followed by 
examples.  We always start with examples.) 

*** 
7. 1832 
Joseph Stockton, The Western Calculator, or a New and Compendious System of 
Practical Arithmetic 

 
 
p. 38. 
Five travelers, upon leaving a tavern in the morning, found they were charged 12 ½ cents 
each for their beds, 4 times that sum for their supper and breakfast, 75 cents for liquor 
among them all, 25 cents each for hay; the remainder of their bill, which amounted to 6 
dollars, was for oats at 2 ½ cents per quart; how many gallons of oats had they, and how 
much had each man to pay? 
Ans. 8 ¾ gallons; each paid 120 cents. 
 

This word problem is more involved than the word problems that are used now.  
Teachers may want to check whether their students are able to handle such 
problems. Of course, they would not mention alcohol.  Comparing old prices to 
current ones is also revealing and could lead to an interesting discussion. 

*** 
8.  1851 
Benjamin Greenleaf, The National Arithmetic, on the Inductive System; combining the 
Analytic and Synthetic Methods, together with the Cancelling System; Forming a 
complete Mercantile Arithmetic 
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p. 328. 
Carpenter’s rule  
For single-decked vessels, multiply the length, breadth at the main beam, and depth in the 
hold together, and divide the product by 95, and the quotient is the tons. 
9. What is the government tonnage of Noah's ark, admitting its length to have been 479 
feet, its breadth 80 feet, and its depth 48 feet. Ans. 17421 and 9/19 tons. 
 

Here we again see a rule and an example. But the example is interesting. Word 
problems were not simply just exercises; they provided factual knowledge that 
students were supposed to remember (here: the dimensions of Noah’s ark). And at 
that time the information contained in the Bible was part of the factual knowledge 
students were supposed to learn. 

*** 
9.  1857 
Joseph Ray, Ray’s Practical Arithmetic Third Book 
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p. 96 
Wine or liquid measure is used in measuring all liquids except beer, milk, and ale. 
Table 
4 gills (gi) make 1 pint marked pt 
2 pints   1 quart qt 
4 quarts  1 gallon gal 
63 gallons  1 hogshead hhd 
4 hogsheads  1 tun T 
also 
31 ½ gallons  1 barrel bl 
42 gallons  1 tierce tr 
84 gallons  1 puncheon pu 
126 gallons  1 pipe p 
 

Memorizing tables of units was an important part of learning.  The amount of 
material of this kind was huge because of the large variety of regional standards and 
the many different units used for different produce. Also rote learning was 
considered to be the primary way of becoming educated. 

*** 
10.  1877 
Joseph Ray, Modern Practical Arithmetic   
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p. 10 
A  unit or single thing is one, written  1. 
One     unit and one more are two, written  2. 
Two units and one more are three, written 3. 
……………………………………………….. 
Eight  units and one more are nine, written  9. 
These nine characters are called significant figures, because they denote something.   
The character 0, called naught, cipher, or Zero, stands for nothing; its use is to fill vacant 
orders. 
 

Even in the year 1877, zero was still not considered to be a number. 
*** 
11. 1881 
John H. French, Elementary Arithmetic for the Slate  
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p. 30 
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This indicates the level of skills students were expected to achieve at that time. 
*** 
12.  1893 
William James Milne, Elements of arithmetic for primary and intermediate classes in 
Public and Private Schools 
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p. 16.  The wages of a boy were four dollars per week.  How much did he earn in half a 
week?  How much in a week and a half? 
p. 68.  After giving 9 cents for some candy, Anita had 2 dimes remaining.  How many 
cents did she have at first? 
 

Colburn’s simple arithmetic tasks, dressed up as word problems, never ceased to be 
used, but they became more convoluted and obtuse. 

*** 
13.  1911 
George Wentworth and David Eugene Smith, Arithmetic Book Two   
 

 
 
p. 156. 
Aliquot Parts. A number that will exactly divide another number is called an aliquot part 
of that number. 
Thus 5, 10, 25, 12 1/2 , 16 2/3, 33 1/3, and so on, are aliquot parts of 100, …. 
 

Some terminology of everyday arithmetic that was used one hundred years ago has 
become obsolete. 

*** 
14.  1917 
Edward Thorndike, Thorndike Arithmetics Book Three (seventh grade) 
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pp. 285-286. 
section 31.  Numbers like 1, 2, 3, 16, 100, ½, 7/12 are called positive numbers.  Numbers 
like -1, -2, -3, -16, -100, -1/2, -7/12 are called negative numbers. 
By using negative numbers you can subtract any number from any other.  15 from 10 
leaves – 5.  30 from 5 leaves – 25.  6 from 2 leaves – 4.  7a from 3a leaves - 4a; 8d from 
3d leaves -5d.   
Example of a problem.  What is the average temperature for a week when 4 days each 
were -3° , and 3 days were each – 5° ? 
 

This is when negative numbers entered school mathematics. 
*** 
15.  1933 
J.W. Studebaker, W.C. Findley, F. B. Knight, and W.S. Gray, Number Stories Book Two. 
p. 106 

 
 

Here, a picture is a visual representation of these two word problems. For a while, 
pictures replaced manipulatives, but now both are used in parallel. 

*** 
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16. 1965 
School Mathematics Study Group (SMSG) (“New Math”) 
Mathematics for the Elementary School grades K to 3 
 

 
p. 96 
A set is simply a collection of things.  The things belonging to a set are called its 
members.  A set may be defined by some property common to its members (the set of all 
books on this shelf; the set of all whole numbers).  Sets may also consist of quite 
unrelated objects and may be define by simply listing their members, … 
 

The “New Math” considered sets as the most basic mathematical notion, not 
numbers. 

 
 
5.  The value of a course based on authentic historical materials 
 
The design of this course was motivated by the fact that for many years we have been 
using some historical materials in math classes that we have taught earlier, courses that 
were designated for practicing and future teachers of mathematics.  Materials, and 
especially word problems, from old school textbooks always create very strong interest 
and lively discussions. And comparing similarities and differences between content and 
methods of the past provide current and future teachers with a new perspective on the 
activities in their own classrooms. 
 
Of course the comments that we have added above to old texts are only examples. 
Students bring in a variety of viewpoints, and their comments are impossible to predict 
ahead of time. 
 
Each textbook is a record of its author’s ideas of the math content that students needed to 
learn at that time, and of how that math should be taught.  By studying, up close, original 
texts spanning more than two centuries, by holding a volume in their hands and reading 
the well worn, often fragile, pages, students of today are brought directly into the work 
itself, and not into an interpretation of it by another person.  They can see for themselves 
whether the curriculum has evolved (and if so, how), how concepts have developed over 
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time (e.g. the concept of zero, a fraction, negative numbers, …).  They can see the 
longevity of some problems (e.g., the sameness of algorithms for the basic operations, the 
repetition of problems of pipes filling tanks, my mother’s age, …).  They can also see the 
influence of different factors on the curriculum: reasons proposed at different times for 
learning mathematics, theories of learning, how the needs of the country, the economy, or 
other events (e.g. wars) influenced the books’ contents.  All this they see first-hand.   We 
know from previous experience (described above) that such experiences are highly 
motivating.  We hope that as a result of this course, doctoral students will also gain a new 
perspective of the richness and diversity of school mathematics. 
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ABSTRACT 
 

Standard of Excellence: Just how high are we supposed to set the bar? 
 

 

   Prestige is defined as standing or estimation in the eyes of the people.  It is meant to 

signify the elite.  People from all walks of life have sought after prestige in their 

respective careers.  Acknowledgement of efforts and recognition of achievement is a 

basic human need.  It becomes an issue of pride, which can also be considered one of 

the seven deadly sins. 

   Many colleges and universities seek out the prestige of being named as one of the top 

institutions in publications such as The Princeton Review or U.S. News & World Report.  

Based upon survey data, the honor means an institution has shown to provide the best 

quality academic experience for respective students.  Some may disagree with the 

accuracy of those rankings, but the data represents differing aspects of a particular 

institution such as demographics, extracurriculars, town life, social scene, and 

academics/administration.  Categories beneath the academics label include best 

classroom experience, students study the most, and Professors get high marks. 

   The current state of education not only involves grading, but also includes such 

factors as course evaluation, retention rate, student engagement, research and 

publication, and the need for competent graduates venturing out into the workforce.  

What is the effect of those outside variables in relation to classroom performance?  

Does the classroom standard need to rise or fall in order to achieve a prestigious 

ranking among the elite?   

   A comparison study of at least 2 Midwestern universities will be conducted during the 

fall of 2009 in trying to determine the current standards of higher education.  Faculty 
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members will be surveyed to establish their own classroom standards and if they feel 

any outside factors have influenced their decisions regarding their own conduct.  

Similarities and differences between class levels will also be identified to see if there is 

an established pattern of expectation.  An expected outcome is many faculty members 

will not admit to lowering their standards, but will admit to giving test questions and 

making a class as accommodating as possible for the student.         

   Standards of excellence will vary among everyone.  There is no blueprint for complete 

success or failure.  The question to be answered is whether educators are becoming 

complacent in their expectations and assessments.  And if that complacency exists, 

what can be done to correct or prevent the inevitable outcome.       
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Effects of Amount of Vocabulary Instruction for Low‐Socioeconomic Students 
Michelle J. Sobolak, PhD 
Indiana University of Pennsylvania 
111 Davis Hall 
Indiana, PA 15705 
msobolak@iup.edu 
 
 

Researchers have long acknowledged the important role that vocabulary plays in assisting in 
reading comprehension.  Because of the importance of vocabulary, it is necessary to determine how to 
ensure that all students are making adequate vocabulary gains. The research base for the best way to 
instruct students in robust vocabulary is strong.  Therefore, this study was not to determine how to 
instruct students but the purpose of this study was to determine the necessary amount of robust 
instruction for students from low socioeconomic backgrounds to make vocabulary gains.   This study was 
also concerned with if there was a correlation between each student’s standardized vocabulary score 
prior to instruction and the amount of instruction necessary.  Lastly, the study was used to determine if 
there was a correlation between student’s posttest scores and amount of instruction. The results of the 
study indicated that additional instruction was beneficial for all students who received it.  There was a 
significant negative correlation between student’s standardized vocabulary scores and amount of 
instruction necessary and also a significant negative correlation between student’s posttest scores and 
the amount of instruction necessary.  

  Based on the findings of this study, in addition to other research implicating the importance of 
providing quality vocabulary instruction, it is crucial that amount of instruction is considered.  The 
conventional wisdom that all students do not learn in the same way may have limited the notion that 
some students need more of the same.  In the case of the current study the same means quality, 
interactive instruction and more means additional instruction. Future research must consider guidelines 
to determine the appropriate amount of instruction for students from low socioeconomic backgrounds 
and also work to determine how to ameliorate the differences in the vocabulary levels of students from 
low socioeconomic backgrounds and their more affluent peers.  
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Abstract: The objectives of this research are to study the use of open source software and 

IT lecturers’ attitude on the use of open source software within the Bangkok Metropolitan area. 
The research hypothesis states that lecturers with different gender, age, education, branches of 
teaching, type of institution and teaching experience influence on their use of open source 
software in their teaching. Moreover, their attitude towards open source software has an 
influence on the use of open source software. The sample of the research comprises of IT 
lecturers from both public and private universities in Bangkok. The sample size of research was 
256. A total of 211 replies, representing 82.42% of the sample size, were received. The 
multistage random sampling technique was used in this research. The statistical methods used in 
analyzing the data were percentage, mean, standard deviation, t-test, one-way analysis of 
variance and Pearson correlation. Furthermore, some additional case studies in other non-
education public organizations were also conducted in this study. 

 The research findings indicated that most lecturers were female between the ages of 30 – 
39 years old with an education background of at least a master’s degree in the area of computer 
engineering. The results found that 68.2% of respondents used open source software for their 
teaching. The most commonly used method of acquiring open source software is in terms of 
downloads via the internet. The key types of open source software used were that of 
development tools and software platforms for various programming languages, web browsers, 
web servers and database management systems. Most open source software use is confined to 
laboratory sessions with an overall average of 7.27 times per semester. 

 This research finds that there were no significant differences in the usage pattern of open 
source software that are influenced by gender, age, type of institution and teaching experience. 
However, attitudes towards open source software such as anxiety, confidence, likes/dislikes, 
perception of usefulness and rejection of technology are found to be key influences on the use of 
open source software. 
 
Index Terms—Teaching and Learning, Open Source Software  
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INTRODUCTION 
 

Nowadays, Computer Software becomes very important in teaching and learning 
environments. The government has been trying to encourage teachers to use information 
communication technologies (ICTs) to improve the quality of education. However, educational 
institutions are often faced with financial constraints. Competing demands for the high costs of 
proprietary software can be a major obstacle to provide computer software in educational 
institutions. It is illegal to make copies and distribute proprietary software without paying 
additional licensing fees. Lecturers would have no choice. It means they would have to use 
illegal copies of the software for their teaching. 

Therefore, Open source software (OSS) has the potential to help lower the cost barrier by 
reducing the cost of software. For OSS license, Users are given the freedom to run the program 
for any purposes, to study and modify the program, and to redistribute copies of each the original 
without paying royalties to previous developers [11]. One of the main characteristic of OSS is 
that the source code is available for users to examine and to modify. This gives users the 
opportunity to learn from studying high quality real-life programs. In contrast, proprietary 
software is normally provided in binary form. The source code is seldom released for users to 
study and Users normally have to pay for the upgrade costs which may be lower than the initial 
cost. 

For educational institutions, OSS has a lot of benefits. The important benefit is that OSS 
is free of charge. With OSS, education institutions can use as many copies of the software as 
required. And now the use of OSS in government, industry and public organizations is growing 
so IT curriculum students have the opportunity to use a wider array of software, not only 
exposed to the proprietary software.  

Hence, the main objective of this research is to study on the use of OSS and attitude 
toward OSS for teaching and learning of IT lecturers who work in Bangkok universities. The 
finding results will benefit for identifying the factors affecting on the use of OSS for teaching 
and learning in Thailand universities. 

 
OBJECTIVES 

 
The Objectives of this research are: 
1. To study on the use of open source software for teaching and learning 
2. To study IT lecturers’ attitude on the use of open source software  
3. To study problem and limitation toward on the use of open source software 
4. To study on the use of open source software in other non-education public 

organizations. 
 

FRAMEWORK 
 

1.    This research focuses on the use of OSS for teaching and learning 
2.    The respondents of this research are the IT lectures from both public and private 

universities in   
                    Bangkok. 

3.    The variables in this research are as following : 
        1. Independent Variables: 
 - Individual characteristics: gender, age, education, branches of teaching, type of  

                        institution and teaching experience 
 - Attitude in anxiety, confidence, likes/dislikes, perception of usefulness, rejection 
of  technology and responsibility 
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        2. Dependent Variables: OSS usage for teaching and learning 
     
     The conceptual framework is shown below: 
                        
 Individual  

Characteristics

Attitude towards OSS

OSS usage for 
Teaching and learning 

 
 
 
 
                       

Figure 1: The conceptual framework 
 

LITERATURE REVIEW 
 

The success of any initiatives to implement OSS depends strongly upon the attitude of 
users involved. There are a number of researchers who have conducted a research about attitude 
influence on the use of OSS. Tom S. Lee, SangYoung, Hee-Wong Kim and Gupta,S [9] stated 
that software quality and community service quality have significant effects on user satisfaction. 
Chorng-Guang Wu, James H. Gerlach and Clifford E. Young [12] surveyed motivations and 
continuance intention. The results showed that OSS developers’ feelings of satisfaction and their 
continuance intentions with OSS development were influenced by helping behavior and 
economic incentives. 

Moreover, many researches have been done on using OSS for teaching and learning. M. 
Pedroni, T. Bay, M. Oriol, and A. Pedroni [6] found that students collaborate on open source 
projects within the frame of a interesting course and has advantage over using an artificial 
project. Blasius Lofi Dewanto [2] stated that OSS can support the educational process in general 
and teaching and learning the Java programming language in particular. David Carrington and 
Soon-Kyeong Kim [3] found that using OSS also has the beneficial effect of ensuring that 
students appreciated the opportunities to use and explore real world software and to study its 
internal construction. Alasdair McAndrew [1] investigated the use of open-source computer 
algebra systems Maxima and Axiom. Because of the cost of Maple, and the current licensing 
agreement, students are unable to experiment with the software away from the computer 
laboratories at the University. He found that students enjoyed the freedom the software usage 
and they commented that it helped their learning response to the introduction of these systems 
has been very positive.  

Similarly, Matthew W. Reed, Benjamin A.Balogh, David C.Miller, and Chia-Chu Chiang 
[5] studied developing and learning web services with OSS. They reported that students had 
received an intense and thorough education in software engineering, satisfaction that they had 
mastered unfamiliar concepts and new technologies, and pride in the product they had made.  

Additional, Rajaravivarma, V [7] found that Open VPN is an excellent hands-on learning 
tool to understand the state-of-the art network technology with minimal hardware and free 
software. On the other hand, there are a number of researchers who have conducted a research 
about factor influencing the use of OSS. Rittirong [8] conducted a survey of current status and 
usage trend of OSS operating system in IT related to the organization in Thailand. He found that 
gender and type of university are not related to the operating system usage. Similarly, So Young 
Sohn and Min Seok Mok [10] analyzed factor influence OSS use. The result showed that 
functionality, efficiency and sharing have significant influences on OSS utilization.  
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Moreover, from a survey of adoption of OSS in IT related fields pointed out by Kaewwit, 
C [4], it is shown that type of university and education field are related to OSS adoption. 
Variables affecting adoption of OSS in related IT are no license, no installation cost and no 
upgradability cost of OSS. 

 
RESEARCH METHODOLOGY 

 
A. Research Sample 
The survey technique was used in this research. The research population was IT lecturers 

from both public and private universities in Bangkok area. The samples were selected by the use 
of Multistage Random Sample. The sample size of research was 256 and 211 were return. 
Furthermore, the case studies of this research were eight other non-education public 
organizations. 

B. Research Tools 
A tool of research is a survey questionnaire and interview. The questionnaire is divided 

into 4 parts: The first part is an individual characteristic. The second part is on the use of OSS
for teaching and learning. The third part is attitude toward OSS. The final part is the problems 
and limitations on the use of OSS. Prior to sending to the respondents, the questionnaire was pre-
tested with a small group of 30 lecturers in order to verify the meaning of the concept and 
content validity. Concerning the reliability of the question, Cronbach’s alpha coefficient was 
equal to 0.8 

The interview was asked about the use of OSS, attitude towards on the use of OSS, 
opinion on the use of OSS for teaching and learning in education institutions and the problem 
and limitations on the use of OSS. 

C. Data Analysis 
The researcher collected data from the survey questionnaire and used statistical method to 

quantitatively analyze such as percentage, mean, standard deviation, t-test, one-way analysis of 
variance and Pearson correlation. Moreover, data from interview are analyzed qualitative by 
content analysis. 

 
RESULTS  

 
The finding results of the survey are as following: 
The majority (68.2 percent) of respondents using OSS for their teaching. Software 

without piracy and with free download via internet was mostly caused lecturers to decide to use 
OSS. Most OSS usage is confined to laboratory sessions with an overall average of 7.27 times 
per semester. The results of this study found that programming language such as Java, web 
browser such as Mozilla Firefox, web server such as Apache and database such as MySQL are 
the main type of OSS usage for teaching and learning. 

Gender, age, type of institution, education, branches of teaching and teaching experience 
had a relationship on the use of OSS. There were no significant differences in the usage pattern 
of OSS that are influenced by gender, age, type of institution and teaching experience. However, 
there were significant differences in the usage pattern of OSS that are influenced by education, 
branches of teaching. 
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Figure 2:  Correlation Coefficient 
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anxiety -       
confidence .498* -     
likes/dislikes .293* .488* -    
perception of usefulness .246* .350* .589** -   
reject of technology .495* .401* .254** .279** -  
responsibility .185* .292 .518** .420** .122 - 
Number of OSS using .328** .370** .291** .180* .243** .147 - 

 
                               ** Correlation is significant at the 0.01 level (2-tailed) 
                               * Correlation is significant at the 0.05 level (1-tailed) 
 
Regarding the relationship between concerned variables, it was found that the attitude 

had a relationship with the number of OSS using in terms of the anxiety, confidence, 
likes/dislikes, perception of usefulness and rejection of technology (r = 0.328**, 0.370**, 
0.291**, 0.180* and 0.243**).  

 
On the use of OSS for supporting the business of IT Manager  
The most commonly used method of acquiring OSS is in the form of downloads via the 

internet. The most type of OSS used is operating system (Linux), Office suites 
(OpenOffice.Org), Database (MySQL) and Web Server (Apache, Tomcat). The benefit of OSS is 
no license costs. Besides, it is easy to use and install, having better reliability, performance and 
security.  

 The participation of IT managers revealed that education situations should push to use 
OSS for teaching and learning. OSS should be promoted to use in universities’ curriculum. 
Teachers should be encouraged to use OSS to enhance teaching and learning and have to 
motivate educationists to be aware of the software piracy. Moreover, OSS will help students to 
understand, retain the material and develop software that can be used. But the teachers should 
study and use appropriate OSS for their classes to fit with the workforce demand in the present 
and future. 

The problem and limitation of OSS is training cost, that it lacks the complete and 
accessible documentation that retains users, and lacks the ability to display Thai font. In addition, 
some software isn't compatible with OSS and lacks motivation from government and education 
institution for OSS usage. 

 
Relevancy between education institution and public organization on OSS usage 
OSS used for teaching and learning corresponds to the real business such as 

programming (Java), Web Server (Apache) and Database (MySQL). While some type of OSS 
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such as office suites (OpenOffice) and content management system (Joomla and Mambo) are 
commonly used in the organization but lectures are not likely to use. 

Attitude toward OSS of lecturer corresponds to that of IT manager in term of confidence, 
perception of usefulness and responsibility. They feel convinced in efficiency of OSS. They are 
satisfied with ability of functionality expansion. Students will improve their skill with OSS. And 
it helps to promote the use of legal software. For problem and limitation on the OSS usage of 
lecture corresponding to IT manager is lack of support government and related organization to 
use and incompatible with some software. 

 
CONCLUSION 

 
In summary, the following major conclusions emerged for this study: It is more than 60 

percent of IT lecturers using OSS. Lecturers are key drivers who play crucial roles in technology 
integration in the schools and classrooms. It is important for them to possess positive OSS 
attitudes since attitudes has been found to be linked to usage and intention to use, and variables 
that determine successful technology integration in education. In addition, this research found 
that the problem on the use of OSS is lack of support from the government and related agencies. 
Therefore, all government organizations should set up trainings to build up knowledge, and 
understanding on the use of OSS to education institutions. It should have many information 
websites about OSS for knowledge center. 
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Introduction 
a)  Meaning and Purpose of Comparative Education: 
 

Interest in “comparison” is a basic human phenomenon. We try to compare ourselves 

with others and view one another in almost every walk of life. This kind of comparison 

helps in improving the self. For better or worse, education has become an indispensable 

process in modern life and as students, teachers, parents or administrators we often 

show interest in the experiences of various countries in solving their educational 

problems. The concept of Comparative Education has thus developed as an analytical 

survey of foreign educational system. However, because of its susceptibility to time and 

space, Comparative Education does not lend itself to a limited definition. 

 

A Comparative Educationist has a major role to play, for he/she sees educational 

problems in world perspective. As Noah puts it ,“Comparative Education can help us 

understand better our own past; locate ourselves more exactly in the present; and 

discern a little more clearly what our educational future may be.”1 

 

There is much justification for the study of Comparative Education. It seeks to make 

sense out of the similarities and differences among various educational systems. Apart 

from intellectual justification, the study has practical application. It contributes to the field 

of History, as well as to pedagogy. It affords self knowledge born of the awareness of 

others. Comparative Educators can deduce from the achievements and mistakes of 

foreign educational systems; lessons for their own problems. 

Some of the purposes of Comparative Education as mentioned in the Encyclopedia of 

Comparative Education and National Systems of Education are: 

 

• Identifying what is happening elsewhere that might help improve our own system 

of education. 
        

• Describing similarities and differences in educational phenomena between 

systems of education and interpreting why these exist. 

• Estimating the relative effects of variables (thought to be determinants) on 

outcomes (both within and between systems of education). 

   

• Identifying general principles concerning educational effects. 2 

1 
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Bereday is of the view that a study of Comparative Education exists because of 

“the need to explore systematically the quality of foreign schools as a means of 

evaluating one’s own educational systems.” 3 According to him, its main purpose is 

intellectual. It is a study made for the sole purpose of knowledge. The study of foreign 

education is not for the sole purpose of knowing foreign people but also and perhaps 

most of all to know oneself. “It is self knowledge born of the awareness of others 
that is the finest lesson Comparative Education can afford.” 4 

 

In studying Comparative Education, the danger of transplantation must be guarded and 
only that which is acceptable to peculiar needs and aspirations of the people should be 
borrowed. Adaptability and not blind adoption of systems has become the 
accepted norm. Also, Comparative Education has to be in a context of socio-
historical milieu. The problems of education may be seen in the specific 
context and understanding the processes of analyzing and finding their 
solutions become the vehicles of social change and reconstruction in another 
context.  
 
It is an accepted fact that education is the most fundamental factor responsible for the 

growth and development of a nation and that it is not a static concept. A comparative 

study in the field of education is essential to maintain its dynamic character. It keeps 

changing not only to meet new needs and demands of the present but also anticipate 

the future requirements and help make appropriate provisions. It is thus, not only a 
vehicle of social change but also of social reconstruction.  
 
The recent Congress of the World Council of Comparative Education Societies 
(WCCES), held in Sarajevo, in September 2007 explored on the theme: Living 
Together: Education and Intercultural Dialogue. The World Congress addressed upon 
the intensity of re-definition that the field of Comparative Education is undergoing today. 
It traced a variety of reasons, among which the emergence of globalisation and a world-
wide intercultural dialogue, an increasing interdisciplinary interface and a need for 
information on the part of educational practitioners, not only from the USA and Europe 
but from the rest of the world too, faced with complex, world-wide educational problems 
were brought forward. 
 
b) Statement of the problem: 
Curriculum in history of Bangladesh, India and Pakistan: A Comparative Study 
                                                                  

 

2 
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c)  Meaning of the terms: 
History 
History has been defined by different scholars in different ways. The word ’History’ has 

been derived from the Greek word ‘Historia’ which means information or an inquiry to 

find out the truth. It is a narrative of the deeds, actions and thoughts of our ancestors 

right from the past to the present. According to E.H. Carr, “it is a continuous process of 

interaction between the historian and his facts, and unending dialogue between the 

present and the past.” 5 

  

Although one can say that language learning, the arts, mathematics and the  

natural sciences deal with human experiences in the form of ideas, skills and products, 

it is the special function of history to have the people as the subject matter. 
History is in effect, the study of human being: his/her spirit, nature, drive and 

motivations. Who wouldn’t want to study themselves?  

 

In the views of the Secondary Education Commission, “History enables us to 
acquire not only the knowledge but attitudes and values which are essential for 
successful group living and civic efficiency.” 6 
 
Curriculum 
A set of planned activities which are designed to implement a particular educational aim 

or a set of aims-in terms of content of what is to be taught and the knowledge, skills and 

attitudes which are to be deliberately fostered together, with the statement of criteria for 

selection of content, choices in methods, materials and evaluation. 

 

A good history curriculum is one which helps young individuals develop into responsible 

adults by relating them to their society by means of appropriate knowledge and 

experiences selected from various human relationships. 
  

3 
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Senior Secondary stage 
 

A stage of school education which includes classes 11th and 12th. This stage is the 
preparatory, foundation stage equipping the pupil to pursue higher academic studies 
and enhance his/her leadership and citizenship qualities. History is introduced as an 
independent discipline at this stage and the pupil is initiated into a systematic study of 
the discipline. 
 
The approach to history curriculum varies according to various influencing factors as 
depicted below by Mehlinger7 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

The above diagram appears to be appropriate in all settings whatever may be the 

differences among societies, states or decision makers. 

Society’s needs and 
priorities  

Areas of formally organised 
body of knowledge  

People who make decisions about History 
 
      Curriculum   Ministry  
      planners     officials  
 

      Teachers    School 
     officials  
      Inspectors  
 

      Text Makers    Publishers 
(Text Book    
  Board) 

 

Parents 

Student’s 
needs and 
priorities  

       Direct Influence 
----- Possible Influence 

Curricular goals and educational programmes 

                                                

The difference lies not in the content but in the treatment of that content, on the 
level of research, experimentation and dissemination of knowledge.  
 

 
      4 
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d)  The justification for the study: 
Any study of history curriculum helps provide learners with an understanding of the past 

events and persons and their roles in shaping present day lives and a visualization of 

future changes. Such a comparison is needed to help learners develop greater 

awareness of themselves , clarify and examine their values and establish a sense of 

self-identity within a world perspective. 

The reason why these three countries were chosen – India, Pakistan and Bangladesh – 

should be seen in their common historical, geographical, political and economic 

relationships. 

 

The three countries have been geographically part of one Indian sub-continent, 

bounded by the mighty Himalayas and the great seas and thus appear as one 

geographical entity on the globe. 
    

 

Historically, till 1947, Pakistan and till 1971, Bangladesh had not been born as separate 

countries. These areas have shared a common historical experience, rich in culture and 

traditions. Even the common British Colonial experience and a history of unheeded 

recommendations on how to improve education in these three least literate societies in 

the world makes one curious. 

 

Politically, these countries have experienced varied shades of autocracy and 

democracy. All the three live with the assumption that they know the other. The 
‘other’ is after all, a former aspect of the ‘self’; hence there is no room for the 

curiosity that foreignness normally awakens. 

 

Even the economic relationships amongst these three nations are closely related and 

manifest itself in the formation of organizations like the S.A.A.R.C.8 . In the present age 

of liberalization and globalization, these ties are further bound to affect each other. 

 

 

5 
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The need for comparison of the History Curriculum is relevant in the midst of present 

political developments. It would promote a better understanding between India, Pakistan 

and Bangladesh by helping historians and educationists in all the three countries to 

grasp how a common geographical entity and a shared past is looked at by the other. 
History shapes children’s socialization and nationally-upheld attitudes and beliefs. By 

the time a child becomes a young citizen, he or she is expected to share the inimical 

mindset that characterizes political relations between these countries. As Krishna 
Kumar rightly notes, “it is quite likely that some of the roots of the mindset lie in the 

nature of the knowledge given to children regarding how two countries (India and 

Pakistan) became free and separate.” 9 Infact , such a study would help in search of 

these roots and make a small contribution towards better mutual understanding and 

reconciliation. 

 

A study of this problem would also help in understanding the status of History and 

examine how History shapes the rival ideologies of nationalism in these three nations. It 

would thus provide educationists with sensitivity towards their own potential and 

towards the potentials of their fellow human beings who share a common  

past but follow unique approaches. This study gives a platform to adopt alternative 
approaches too as now all over the world, the organization of any History 
curriculum is not done by any fixed approach. The very nature of this discipline 

called History believes that knowledge is nothing but finding unity in the midst of diverse 

human relationships. 

    

Nina Dey Gupta’s10 article meticulously brings out the fine nuances in such a 

relationship. Her work brings out the commonalities amongst the Hindus, Muslims and 

other communities in Delhi College before the partition. The understanding of the 

presence of composite culture and social harmony, which existed before partition, can 

help in removing the loss of amity that prevails amongst these three countries today. 

 

 

 

 
 
                                                      

6 
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e)  Political Maps of India, Pakistan and Bangladesh: 
 

Map as depicted in the Textbooks of India and Bangladesh 
 
 

Source: Themes from Indian History  (class XII), (2009),  New Delhi, NCERT and 
History of South Asia (class XII), (2009), (ed.) by Md. Mofizuddin, Dhaka, NCTB. 

     7 
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Map as depicted in a Tex book  of Pakistan 

 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source:  Pakistan Studies (class XI), (2009), (ed.) by Raza Badakshani, Lahore, PTB. 
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Education and National System of Education New York, Pergamon Press, P. xix. 

2. Ibid. 

3. Bereday, G.Z.F. (1964), Comparative Methods in Education; New York, Holt 

Rinehart and Winston Inc., p.4 

4. Ibid., pp. 6, 7 

5. Carr, E.H.,(1961),What Is History, London, Macmillan,p.20  

6. Secondary Education Commission (Mudaliar Commission), 1952-53 Government 

of India Report. 

7. Mehlinger, M.D (ed.) (1981) : UNESCO handbook for the teaching of Social 

Sciences, London, Croom Helm. 

8. South Asian Association for Regional Cooperation (SAARC) is an organization of 

7 countries of South Asia. 

9. Kumar Krishna, (2001), Prejudice and Pride – School histories of the freedom 

struggle in India and Pakistan, New Delhi, Viking p.8. 

10. Gupta, Nina Dey(1998), “The Halcyon yesteryears of Delhi College: A 

Chequered History” in Knowledge, Power and Politics(ed.) Mushirul Hasan, 

Delhi, Roli Books. 
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Planning Educational Research on History Curriculum 
 
a)  Objectives: 

i) To study the organization and various perspectives of History Curriculum 

in India , Pakistan and Bangladesh across political division and cultural 

lineage. 

ii) To compare the expressed aims and objectives of History Curriculum and 

examine the similarities and differences in the approaches and policies 

related to it in these countries. 

iii) To examine whether the organization of knowledge in History has been 

influenced by the differences on the philosophies of History and methods 

of historical inquiry. 

iv) To identify the important concepts and themes emphasized in the syllabi, 

the suggested instructional media, illustrations and instructional inputs, 

references for collateral reading and the evaluation practices. 

v) To examine the utility of teaching History, its ‘modernizing’ aspect and the 

development of historical perspectives in addressing the contemporary 

issues and problems. 

vi) To explore the possibility of each of these countries adapting and 

borrowing relevant information from each other to raise the status of 

History and deal with sources of conflict. 

 
b)  Assumptions: 

 Any approach to the History Curriculum is rooted in a specific historical, 

geographical, political and economic context and is relevant to the needs of the 

individual society and nation. 

 Modern Curriculum planners take a holistic view that seek to reconcile the needs 

of the pupil with the needs of the society and the need to pay regard to the 

structure of knowledge. 

 There are elements of continuity and change in History. Chronological divides 

and periodisations  do not always operate in a neat fashion. 

10 
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 History is not merely a search for solutions but a medium of search for 

knowledge, critical thinking, inquiry, expression and dissent.                                                        

 

c)  Hypotheses:  
i) The principles on which History Curriculum is based and the selection, scope 

and sequence of content are subject to the nature of the state. 

ii) History is used for spreading political ideology as well as certain sets of 

values. The knowledge on History can be organized to help in social 

reconstruction, peace building and conflict resolution. Equally important, it can 

indoctrinate the minds and maintain status-quo.  

iii) Rigidity in organising an approach in a singular manner will generate an 

imbalance in achieving the goals and purpose of the History Curriculum. 

iv) The concepts of life-skills, values, establishment of national identity and 

international understanding is shaped by the selection and presentation of the 

History Curriculum. 
v) In pluralistic societies, that exist in these three countries, any national 

perspective on  Curriculum would be balanced with reference to the ‘local’. 
vi) There is a favorable bias, at the Senior Secondary level, towards the 

Sciences as compared to History in frames of national perception.  
 d)  Theoretical framework: 

The theoretical framework of this study borrows from the following Comparative 

Educationists: 

 

i) Isaac Kandel’s1 understanding through historical causes and educational 

traditions. Kandel theorized, “Any study in Comparative Education should not 

only study the educational set up, organization, methods, curriculum but also 

look into the causes behind educational problems of different countries and 

attempted solutions in the light of their social, political, cultural and spiritual 

ideologies.”2 He thus provides the theory of causation in Comparative 

Education.  

ii) George Bereday’s theoretical framework for area studies where the 

understanding of a problem is developed by a scientific methodology. 
 

11 
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This theoretical framework minimizes subjectivity and maximizes objectivity 

so that the quality of foreign educational systems is systematically explored  

as a means of evaluating one’s own educational set up. Thus, we develop 

what Bereday calls ‘problem approach.’ 3     

In the words of Bereday, 

“The problem analysis is an apprenticeship for the total analysis and at the 

same time a crowning of the research steps…..  

It involves a selection of one theme (here – History Curriculum), one topic,    

and the examination of its persistence and variability throughout the 

representative educational systems. The question of what is developmental 

education, for example, or what is science training or what are the methods of 

teaching language in a relevant set of countries would be a fitting subject of 

problem analysis.” 4 

The investigation thus draws both from Kandel’s historical explanation and 

Bereday’s scientific understanding and develops a methodology in a 

schematic fashion. 

 

e)  Methodology: 
This investigation overlaps the Historical and Descriptive research methods. A 

chapter would exclusively examine the Philosophies of History and the modes of inquiry 

to arrive at a historical truth. A content analysis would be made of a large number of 

government policy documents and National Curriculum Frameworks, textbooks, 

suggested instructional media and inputs and evaluation practices. Checklists would 

generally be employed in such a comparative study.                          

 
This research would proceed with the systematic and objective location, evaluation and 

synthesis of evidence in order to establish facts and draw conclusions about past 

events.  

      

“Reconstruction implies a holistic perspective in that the method of inquiry 
characterizing historical research attempts to ‘encompass and then explain the 
whole realm of man’s past in a perspective that greatly accents his social, 
cultural, economic and intellectual development.” 5 
 

12 
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The documentary analysis in this investigation follows Bereday’s scientific model as 

shown below:- 

 
STEPS OF COMPARATIVE ANALYSIS BASED ON BEREDAY’S MODEL6 

     I) Description                                             II) Interpretation   
         Pedagogical Data        Evaluation of  

              only           Pedagogical Data 

                                             
                                                                                                                                   

                                     India                                                             
                                                                                                                                
                                                                 
                                                     Pakistan 

                                                      
                                                       
 
                                                     Bangladesh 
 
 

 

 
 
Historical 
 

 

 
 

 

  III) Juxtaposition                                            IV) Comparison 
        Establishing Similarities                                  Simultaneous  

and Differences                               Comparison 

 

 
 
 
 
 
 
 
 
 
 

Criteria of Comparability 
 
India          Pak        Bangla 
 
 
 
 
 
 
 
 
 
Hypotheses for Comparative 

Analysis 
 

Hypotheses 
 

India          Pak        Bangla 
 
 
 
 
 
 
 
 
 
 

Conclusion 
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                    Thus, our model for comparison would include four steps:- 

     

i) Description:  After selecting the problem for study, the investigator 

collects data on the background of these three countries to be 

compared. Description begins with extensive reading of primary, 

secondary and auxiliary sources.  

 

Primary sources include contemporary accounts in History in these three 

countries, reports of various commissions, official reports of public 

agencies, newspaper and journal clippings or any such work that can be 

regarded as authentic. 

 

Secondary sources include text-books, digests, articles on the subject 

under study, written away from the area, but written on the basis of 

primary sources. 

 

Auxiliary sources include books, articles and other printed matter not 

collected or apparently concerned with education, yet in some degree 

relevant e.g. numerous books on culture in general, sociological accounts, 

etc. throwing light on History. 

 

Bereday argues that for balance, the investigator must include writings by 

both the indigenous scholars of the country under study and by foreign 

observers. 

 

ii) Interpretation:  In the second step, the description of the data is 

evaluated to understand the approach to the History Curriculum in these 

three countries.  
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iii)   Juxtaposition:  The third step involves establishing similarities and  

           differences with regard to the approaches. For this purpose, first the  

           criterion of comparability is fixed and hypotheses for comparative analysis  

         is formulated. To quote Bereday, “an attempt to juxtapose by  

           generalizations, the central ideas of each nation and to trace the way of  

           which they are reflected in education is not without methodological  

           objection. For one thing, the categories present are so broad that  

           disputes may arise about their use in one country rather than the other. ” 
 

iv) Comparison:  In this step, the material would be simultaneously 

compared for the purpose of testing the hypotheses and scientific 

conclusions would be drawn.  

The framework for a comparative curriculum analysis is explained here 
taking the example of curriculum of History across the three countries of 
India, Pakistan and Bangladesh:  
  
a) A comparison of aims and objectives of Education in general, the teaching 

of History in specific and its place in the curriculum of the three countries 
is made. Analysis would be made in terms of the expressed objectives being 
disciplined centered, learner centered or addressing the society at large.  

 
Aims and Objectives of Teaching History 

India Pakistan Bangladesh 
 
 
 

  

 
b) Construction of curriculum maps in which major themes in the curriculum of 

this discipline in the three countries are complied in the form of a table and 
analysis is made. 

 
Major Themes India  Pakistan  Bangladesh 
  

 
 

  

 
c) Construction of content map which would specify the content to be learnt 

and the processes and skills that the learners are to engage in and develop in 
dealing with that content. It follows an analysis of the relative emphasis of the 
content and the processes across countries. 

 
Content/Sub-
Themes 

Processes 

 India  Pakistan Bangladesh 
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d) Construction of Concept Maps in which the treatment of the concepts are 
made in terms of the depth (introductory, definition or exploratory level), going 
into the details of their presentation in the textbooks of the three countries.   

 
Concepts India Pakistan Bangladesh 

 
 

   

 
e) Comparison of practicals/projects/exercises across the three countries 
f) Comparison of evaluation processes and standards across the three 

countries. This may be done by looking at the marking scheme, blue print and 
the question papers. 

 
More innovations can be done in the methodology in the light of the new perspectives 
emerging in the present conference. 

 
f)  Scope and Delimitation: 
This study is limited to the comparison of approaches on  History Curriculum  

for the academic year 2009-10 and does not look into pedagogic ways of 

imparting knowledge on History. It is a critical analysis and comparison of the 

perspectives, construction and organization of History Curriculum at the 

senior secondary stage of education. 
It is an objective comparison based on parameters of textbook content, policy 

documents and socio-political development in these countries. Text books 

brought out under the aegis of the N.C.E.R.T., India, the Curriculum Wing of the 

Federal Ministry of Education in Pakistan and The National Curriculum and The 

Text Book Board (N.C.T.B.), Bangladesh will only be analysed.  

 

“Peaceful coexistence between countries with different social orders is favorable 

to comparative research aimed at finding optimal solutions to common problems 

and at demonstrating in a peaceable way the superiority in specific areas of one 

or the other country.” 8 

 
As far as possible, an objective analysis and interpretation of the information 

gathered from various sources would be free from xenophobic biases.  
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Review of Related Literature 
 

I have not been able to locate any previous research work, bearing direct 

relationship to this study. Comparative studies on various aspects of 

education have been made between India and other countries. Some of 

them are with reference to India, Pakistan and Bangladesh. 

 

Following are some of the reviews of literature concerned with the general 

problem of education and some aspects of History in these three 

countries: 

 

              Mukherjee, Radhakamal (1961), “The Philosophy of Social  
              Science” in Sociology, Social research and social problems in India,  
              edited by R.N. Saksena, London, Asia Publishing House. This work  

              gives an insight into the philosophy of social sciences in the Indian context  

              and analyses, describes and clarifies the foundations of the assisting social  

              sciences. According to Mukherjee, social science aims at discovering the  

              structure of the real, whole or complete man and society.  

 

             Brubaker, Dale L. (1967), Alternative directions for the social studies,  
             Pennsylvania, International textbook company. This work reflects in  

             detail on the approaches to the social studies in capitalist and communist  

             schools and highlights that the majority position in all progressive countries  

             is training of pupils for effective citizenship 

 

               Bielas Leon (1973), Comparison of systems of education in two  
               countries with common historical traditions and different social  
               orders:  The German Democratic Republic and the Federal Republic                          

    

               of Germany, Hamburg, UNESCO Institute of Education. This   

               pioneering work shows how to make an analysis of an educational system       

               by defining the variables of that system and establishing their reciprocal   

               relations in countries with a common historical tradition. 
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UNESCO Chronicle, September 1976, vol. XXII no.9, Paris:   
“The place of Social Science in UNESCO’s programme.” It gives an 

overall view of the emphasis given on social science curriculum by the 

UNESCO in collaboration with various member countries like India, 

Pakistan and Bangladesh.           
 

                   Rahaman, Mohammad Habibur and Ahmed Nasiruddin (1980),  
                   A comparative study of the role of social scientists in  

            planning, implementation and evaluation of development plans in  

                   Bangladesh, Dhaka, Social Science Research Council. This work was  

                   sponsored by the Division for International Development of Social      

                   Sciences, UNESCO and is an important study on Bangladesh. 

             This study deals with various issues relating to planned development efforts  

                   in Bangladesh, development planning, social science curriculum , ways,  

                   degrees and effects of participation of social scientists in planning,  

                   implementation and evaluation of development programmes, problems  

                   faced by them and policy recommendations for making their participation  

                   more effective and useful in the context of situations prevailing in  

                   Bangladesh.  

 

            
Sarkar Tanika (1996), “Educating the children of the Hindu Rashtra:  
Notes on RSS schools,” in P. Bidwai, H. Mukhia, A. Vanaik (ed.)  
Religiosity and communalism; New Delhi, Manohar. This deals in the  

approach to the formation and transformation of saffron identity in India and 

analyses the concepts of Indianness, nationalism and spiritualism  preached 

in schools. 

   
Ali Mubarak(1998), Historian’s Dispute, Lahore, Fiction House.This                     

work reflects on how fundamentalism in Pakistan emerged as an alternative  

system after the failure of the politicians after the partition and, later on, the 

failure of Bhutto’s regime. Fundamentalist parties fully exploited the situation 

and from the time of Zia-Ul-Haq got their policies implemented through 

History Books. 
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Gupta, Nina Dey(1998), “The Halcyon yesteryears of Delhi College: A 
Chequered History” in Knowledge, Power and Politics(ed.) Mushirul 
Hasan, Delhi, Roli Books. This work brings out the commonalities amongst 

the Hindus, Muslims and other communities in Delhi College before partition.  

This understanding of the presence of composite culture, which existed 

before partition, can help in removing the loss of amity that prevails amongst 

these three countries today. 

 

 Zevin Jack (2000), Social sciences for the 21st Century – Methods and  
 materials for teaching in middle and secondary schools, London,   
 Lawrence, Erlbaum Associates,. This has a general survey of reflections  

 on social sciences in various countries including South Asia. It shows how  

 social sciences must be understood in relation to the other areas of study. 

 

Gupta, Nina Dey(2001), “The Development of Higher Education in India        
and China since the 1950s”, The 11th World Congress on Comparative  
Education, Korean National University of Education (KNUE), Chungbuk, 
South Korea.  Her work meticulously compares development of Higher 

Education in India    and China from the 1950’s and analyses the social 

sciences in these two ancient civilizations.  

      Her probe that China reflects a parity between sciences and social sciences  

             while in India, the social sciences have been marginalized, is very relevant 

             for our understanding here. It would be meaningful to observe whether these  

             three countries under study show the same respect to the social  

             sciences as is shown by China. 

 

Hashmi, S.H. (ed.) (2001), The state of social sciences in Pakistan,    
Islamabad, COSS Publications. This work highlights that lacking a  

systematic theoretical framework, the social sciences in Pakistan have  moved 

mainly in the direction of ‘superficial speculative analysis’. 
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 Kumar Krishna (2001), Prejudice and Pride – School histories of the  
            freedom struggle in India and Pakistan, New Delhi, Viking. This is an  

            interesting comparative study which reveals the ways in which school-texts on  

            the history of nationalism often inculcate chauvinistic, mutually hostile  

           stereotypes about each other in both India and Pakistan. Krishna Kumar  

            explains how the history texts of both these countries selectively narrate  

            incidents or refrain from doing so for various ideological and cultural reasons.  

            This analysis is based on a very close comparative reading of the two  

            nations’ narratives of their struggles for freedom and self determination. It  

            also includes an informed discussion of the dominant pedagogic strategies  

            incorporated into the materials, showing how pedagogic organizations can  

            reproduce (or contradict, but not often),ideological positioning of particular  

            kinds of less than fully informed citizenship represented in the historical  

            narratives themselves. 
 

        Chatterjee Partha (ed.) (2002), “A Report on Social Science Research  
        Capacity in South Asia”,vol.6, New York, Social Science Research  
        Council. This report analyses various themes which occur repeatedly in  

     most discussions about social science today in South Asia.  

One is apparently a pervasive sense of crisis, an idea that the institutions and    

practices of social science research are on the point of irretrievable  

collapse. The other-and associated-theme is the idea that the crisis is the  

result of the precipitous decline in the organization of social science  

curriculum   mainly in the decades following the end of colonial rule. 

 

   Zaidi, S. Akbar (ed.) (2003),Social Science in Pakistan in the 1990’s,    
        Council of Social Sciences, Pakistan. This monumental work laments the  

        dismal state of the social sciences in Pakistan. It highlights that much of the 

 social science literature in Pakistan is not oriented to cumulative growth of  

         knowledge in the specific field or in the social sciences as a whole. 
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Rosser,Yvette Claire (2003), Islamisation of Pakistani social studies  
           textbooks, New Delhi, Rupa. This work highlights how at the cost of  

           correct information and reasoned analysis, the school textbooks  

           seem to have a ‘hidden agenda’ to further government’s ideology. Assuming  

           teleological imperatives of national identity formation inherent in social  

           sciences curricula –that history textbooks are narrated with the intent of  

           developing students into patriotic, productive citizens – she highlights the  

           oppositional interpretations of history found in a selection of school  

           textbooks from the Indian sub-continent.  

 

       Siddiqui, H.Y. (2004), Social development in Indian subcontinent,  
       Jaipur and New Delhi, Rawat Publications. It takes a fresh look at the  

       process of development undertaken in India, Pakistan and Bangladesh and  

       questions whether these countries have modernized or not. Siddiqui’s work 

       show that despite differences in the size of economy and nature of polity,  

       the situation in the three countries is quite similar and is reflected in their  

       educational systems too.  He points out that immense resources have been  

       spent on theory building and project management of development but have  

       failed to modernize these nations. It is social sciences which can bring the  

       real social change.  

 
 

 Rosser, Yvette Claire (2004), Indoctrinating minds – a case study of   
     Bangladesh, New Delhi, Rupa. This is a passionate writing on the  

   increasing attempts, on the part of the political and religious establishment,  

      to takeover young minds through the school textbooks. She studies the  

      collective loss of memory in Bangladesh by years of military coercion and  

      promoted by an accelerating influence of Islamisation, reflected in textbooks.                            
                                                    

“Pakistan: Reforming the Education Sector”, (October 2004) – A report  
 of the International Crisis Group (ICG) in Asia Report No.84, Islamabad 
/Brussels on Pakistan’s deteriorating education system.  
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The ICG, which is an Independent, non-profit, multinational organization has worked 

through field based analysis and high level advocacy and laments that in the 

absence of state support, powerful Islamist groups have undermined the reform 

initiatives of Pakistan’s civil society and affected the study of social sciences to a 

great extent. It points out that Social Sciences in Pakistan remain highly fragmented 

leading to an inadequate and partial view of social reality. The social science 

knowledge produced is primarily for the use by state agencies and only marginally 

for creating social awareness of societal problems among the people, most of whom 

being illiterate cannot understand and benefit from it. 

 

 Lall, Marie (April, 2005), “A Report on the challenges for India’s education    
system”, Asia programme, Chatham House. It places the current  

 issues facing education of India in a historical context. She highlights how  

 Nehru’s vision of modernization recommendations set up to form a coherent  

 education policy for India but in which the study of social sciences lost out to  

 that of sciences and technology.It was maintained in India for long that the  

 development needs were met by scientists and engineers and less by  

 historians and geographers.   
 

Haqqani Hussain(2005), Pakistan-Between Mosque and military, Lahore,                      
Vanguard Books. This work shows how government officials have not only used 

Islam to unify the multi-ethnic and multi-lingual Pakistani state but, have also used it 

to reinforce Pakistani identity in opposition to India’s predominantly Hindu 

population. His work contends that Pakistan’s leaders have repeatedly used 

religious nationalism in popular History for advancing conflict with neighbouring 

India.  

 

I aim to explore new dimensions in the light of the above literature. I hope my    
research would develop a new hindsight and fresh perspectives on History 
Curriculum in these countries . 

 

  --------------------------------------------------------------- 
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garnered in the first three-year cycle and applied to subsequent ones, up to 2008. 
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Abstract 

The study has the main objective to review and compare the self-regulated 

learning measurement between the traditional and online learning context. The self-

regulated learning interview scale (SRLIS) and the Motivated Strategies for Learning 

Questionnaire (MSLQ) are implemented to evaluate the motivation and learning 

strategies in a variety of educational researches. Today, the online learning occurs 

because of the development of communication and internet technology. The change of 

learning environment causes the change of the research measurement. The evaluation 

by adapting or modifying the traditional measurement which still being using is 

inappropriate to assess self-regulated learning in online learning setting. According to 

the result, the future research should develop the innovative measurement approach 

based on advanced technology to track and trace the actual self-regulated learning.     

 

Keywords: self-regulated learning, measurement, online learning  

 

Introduction 

Self-regulated learning has emerged in educational researches for over three 

decades to improve the student’s academic performance and guide the instructor to 

arrange the activities in the class (Bandura, 1977). The definition of self-regulated 

learning is the proactive processes that learners transform their mental ability to 

academic performance (Zimmerman, 2000). To evaluate the self-regulated learning 

degree, the researchers have conducted various methodologies, measurement, and 

instruments to assess the self-regulated learning of students (Zimmerman, 2008). 

However, different studies measure the self-regulated learning level in the different 

approach depending on research design and learning context. Recently, the learning 

environment has been developed from traditional or face-to-face learning to online 

learning. An online learning system applies information technology to be a mode of 
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communication between a teacher and students without attending the physical 

classroom threat. Within visual classroom, students can learn and discuss all lessons 

with instructors and peers around the world, called online participation (Hrastinski, 

2008). In addition, they can do assignments and homework from anywhere and 

submit via online. Therefore, the students are able to study every time and every place 

as their convenience. The numbers of online enrollment students much increases 

comparing to the number of traditional enrollment students does. According to the 

sixth annual report of the state of online learning in U.S. higher education, the growth 

of online learning was rapidly increasing from 1.6 million students taking at least one 

online course in 2002 to more than 3.9 million students accounted of 21.9% of total 

enrollment in 2007 (Allen & Seaman, 2008). The more growth of online classroom, 

the more researches regarding self-regulated learning because the students have to 

control themselves to study instead of depending on the teachers. The students must 

have self-directed, self-responsibility and self-regulation in online learning. In the 

other words, the students are more autonomous (Artino, 2008). Therefore, the 

researchers tend to study the roles of self-regulated learning in the online learning 

context. However, there are questions whether the traditional measurement that has 

been investigated for more than 20 years still apply to the online learning environment 

and how the research measurement adapted in order to measure online learning 

(Zimmerman, 2008). 

The main objectives of study are to review and compare the current 

measurement and instrument that investigate the self-regulated learning in traditional 

and online learning context. The validity and reliability of each instrument will be 

discussed.  Besides, the study also recommends how to develop the measurement to 

investigate self-regulated learning in online learning.  

 

Self-regulated learning measurement in traditional learning context 

Many studies focused on self-regulated learning are investigated to enhance 

the academic performance, strategy use and motivation of the students. (Dignath & 

Buttner, 2008). Zimmerman (1989), who is a pioneer develops the self-regulated 

learning interview scale (SRLIS) to determine what the self-regulated learning 

strategies that successful students implement in order to improve their performance. 
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The SRLIS is constructed as a structured interview with open-ended questions and 

follow by a probing procedure for ensuring the validation as well as reliability of the 

procedure. The SRLIS evaluates the type in using, the frequency in using and the 

consistency in using of the self-regulated learning strategies. The results of interview 

are grouped into three categories; metacognition, motivation, and behavior. The 

metacognitive category includes organizing & transforming, goal-setting & planning, 

seeking information, and rehearsing & memorizing. The motivation category 

composes of self-evaluation and self-consequences. The behavior category involves in 

keeping records & monitoring, environment structuring, seeking social assistance 

from peers, teachers, and adults, and reviewing records of tests, notes, or textbooks 

(Zimmerman, 2008). Later, there are many researches adapted Zimmerman’s and 

Martinez-Pons’ SRLIS measurement such as the study of the student conceptions of 

learning and their use of self-regulated learning strategies: A cross-cultural 

comparison (Purdie, Hattie, & Douglas, 1996) or the study of self-regulated learning 

in high-achieving students: Relations to advanced reasoning achievement goals, and 

gender (Ablard & Lipschultz, 1998). Both studies apply the SRLIS with written 

instead of oral interview format (Zimmerman & Martinez-Pons, 2004).  

Another well known instrument developed by Pintrich, Smith, Garcia, & 

McKeaschie is the Motivated Strategies for Learning Questionnaire (MSLQ) (Pintrich 

et al., 1991). The MSLQ is self-reported with a Likert-scale format ranging from 1 

(not at all true of me) to 7 (very true of me). The questionnaire composed of eighty 

one items categorized into two strategies, motivation and learning strategies, based on 

social cognitive theory. Both strategies are not the traits of the students, but they are 

the proactive processes created by the students (Duncan & McKeachie, 2005). 

Motivation strategies are comprised of value, expectancy, and affect. The value 

beliefs come from the achievement goal theory and expectancy-value theory. There 

are three scales of value components, intrinsic goal orientation, extrinsic goal 

orientation, and task value. The expectancy components consist of controlling of 

learning beliefs and self-efficacy for learning & performance. The affect component is 

test anxiety. Learning strategy consisted of three main strategies; cognitive 

metacognitive, and resource management strategies. The cognitive strategy is 

measured by rehearsal, elaboration, organization, and critical thinking. The 
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metacognitive strategy is measured by self-regulation scale. Finally, resource 

management strategy refers to time and study environment management, effort 

regulation, peer learning, and help-seeking. Many studies widely adapt the MSLQ to 

measure the level of self-regulation in traditional learning researches because it 

emphasizes the interface between motivation and cognition reflecting the self-

regulated learning. The MSLQ is translated into many languages such as Chinese and 

Spanish as well (Duncan & McKeachie, 2005).  

Both SRLIS and MSLQ are valuable instruments for educational researches.  

There are many previous researches confirming that the SRLIS and the MSLQ have a 

capability to assess the self-regulated learning in traditional or face-to-face learning 

context. However, the development of communication and internet technology change 

the way of learning from traditional to online context. This effect acquires the 

students implementing the different self-regulated learning strategies to obtain the 

successful academic performance in online learning as same as in the traditional 

learning environment. Eventually, the concept of the self-regulated learning 

measurement has to be researched further to respond the online learning context 

(Zimmerman, 2008). 

 

Self-Regulated Learning Measurement in Online Learning Context Perspective 

Online learning deliveries the knowledge based on interactive multimedia 

learning materials. They contain a mixture of different elements such as information 

and communication technology, interaction, learning resources, collaborative and 

individual learning, formal and informal learning and support (Clarke, 2004). There 

are many researches investigating the role of self-regulated learning for online 

learning (Zimmerman, 2008). The initial research of self-regulated learning in online 

learning environment is Lynch & Dembo (2004) study. The relationship between self-

regulation and online learning in blended learning context is a main objective to 

examine. The study develops the instrument to assess the online self-regulated 

learning of students in a blended undergraduate marketing class at American west 

coast research University. The class is mixed by course professor with the ratio of 75 

percent online and 25 percent face-to-face class. Six variables are considered to be 

predictors of students’ online academic performance; intrinsic goal orientation, self-
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efficacy for learning and performance, time and study environment management, 

internet self-efficacy, learning assistance management or help seeking, and verbal 

aptitude. Five of six independent variables are self-regulated components and verbal 

aptitude is verbal IQ component. The questionnaire contains four sections. First 

section has eight demographic items. The second and the third section have five scales 

with 32-items to assess self-regulated learning. Four of five scales are adapted from 

the Motivated Strategies for Learning Questionnaire (MSLQ) (Pintrich et al. 1991). 

Intrinsic goal orientation and self-efficacy for learning and performance come from 

the part of the motivation section while time and study environment management and 

help seeking come from the part of learning strategy section. The fifth scale in the 

section, internet self-efficacy, is not general psychomotor. It is adapted from eight-

item Internet Self-Efficacy Scale developed by Eastin and Larose (2000). The last 

section is the 50-item of the verbal aptitude. The questionnaire is printed in a paper 

format and distributed to students registered in the course. Students bring the 

questionnaires home to complete and then return the completed questionnaires in the 

next on-campus session.    

Regarding to Lynch & Dembo (2004) study, the reliability test demonstrates 

that all variables are good internal consistency reliability. The Cronbach’s alpha 

coefficient ranged from .67 to .93 as table 1. The reliability coefficients of learning 

strategies, time and study environment management, and help seeking, increase but 

the reliability coefficients of motivation, intrinsic goal orientation and self-efficacy 

for learning and performance, decrease comparing with the original MSLQ. The study 

also investigates the correlations of all variables. The results show that intrinsic goal 

orientation self-efficacy for learning and performance, time and study environment 

management correlated significantly at the 0.01 level. Based on the results, only self-

efficacy for learning and performance and verbal ability has significant contributions 

to predict the variance in final grades.  
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Table 1:  The Cronbach’s Alpha of self-regulated learning instrument 

Scale 

Traditional 
Learning 
Context 

Online Learning Context 

Pintrich et al. 
(1993) 

Lynch & 
Dembo (2004) 

Chang 
(2005) 

Artino & 
Stephens 
(2006) 

Motivation Scales  
    Intrinsic goal orientation .74 .71 .68  
    Extrinsic goal orientation .62    
    Task value .90  .89 .94 
    Control of learning beliefs .68  .74  
     Self-efficacy for learning & 

performance 
.93 .92 .77 .93 

    Test anxiety .80    
Learning strategy scales  
    Rehearsal .69    
    Elaboration .75   .87 
    Organization .64    
    Critical thinking .80   .88 
    Metacognitive self-regulation .79   .89 
    Time & study environment      

management 
.76 .80   

    Effort regulation .69    
    Peer learning .76    
    Help-seeking .52 .67   
Internet self-efficacy  .93   

 

Chang (2005) also study the self-regulated learning strategies in a web-based 

instruction to improve learner’s motivation perception. The self-regulated strategies 

integrate journal keeping, study time self-recording, and reflect summarization in 

web-based course. The questionnaire is a self-report format with Likert scale ranging 

from 1 (not true of me) to 7 (very true of me). Four of motivation scales based on the 

from the Motivated Strategies for Learning Questionnaire (MSLQ) include intrinsic 

goal orientation, task value, control of learning beliefs, and self-efficacy for learning 

and performance. Nevertheless, this research does not identify which the MSLQ 

format employed in this study. The Cronbach’s alpha is .68 for intrinsic goal 

orientation, .89 for task value, .74 for control of learning beliefs, and .77 for self-

efficacy for leaning and performance. Comparing the internal consistency between the 

Chang’s study and original MSLQ, the Cronbach’s alpha coefficients of intrinsic goal 

orientation, task value, and self-efficacy for learning and performance decrease while 

control of learning beliefs increases.  
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Artino & Stephens (2006) study the correlations between the motivational 

components of social cognitive theory and the students’ use of learning strategies in 

online courses. The online questionnaire adapted from the Motivated Strategies for 

Learning Questionnaire (MSLQ) is the main instrument for this survey. Two scales of 

task value and self-efficacy for learning and performance come from motivation 

section and three scales of elaboration, critical thinking, and metacognition come 

from the learning strategies of MSLQ. Some question items are changed to determine 

for online course. For example, the word of “lecture and discussion” is changed to be 

“online discussions”. Each item is presented with a Likert-type response format with 

1 being not at all true of me to 7 being very true of me. The Cronbach’s alpha 

coefficients are in the acceptable range of internal consistency ranging from .87 to 

.94. All scales excluding self-efficacy for learning and performance increase 

comparing with the MSLQ. The results of study indicated that there are relationships 

among task values, self-efficacy, learning strategies of elaboration, critical thinking, 

metacognitive. Moreover, the motivation components of task value and self-efficacy 

are significant positive predictors of students’ use of learning strategies. 

The comparison of the Cronbach’s alpha coefficient of the research instrument 

between traditional and online learning context are presented as table 1.  The 

Cronbach’s alpha coefficients ranged from .52 to .93 for traditional context and 

ranged from .67 to .93 for online learning context. All variables from the online 

learning study are good internal consistency reliability. The reliability coefficients of 

control of learning beliefs measured motivation scales and elaboration, critical 

thinking, metacognitive self-regulation, time & study environment management, and 

help seeking measured learning strategy scales increase but the reliability coefficients, 

intrinsic goal orientation and self-efficacy for learning and performance measured 

motivation scales has the decreasing trend comparing with the original MSLQ. 

In addition, Sharma et al. (2007) investigate a causal model of self-regulated 

learning to predict perceived e-learning performance, in terms of mastery, retention, 

and job performance. The online questionnaires are completed by four major 

organizations and a group of students undertaking a postgraduate Information 

Technology course at the University of new South Wales. The instrument adapts from 

the MSLQ to assess the intrinsic goal orientation, extrinsic goal orientation, and help 
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seeking. Other scales are computer self-efficacy (Murphy, Coover, & Owen, 1989), 

self-efficacy for self-regulated learning (Schwartz & Gredler, 1997) and the time 

management behavior (Trueman & Hartley, 1996). The Cronbach’s alpha is verified 

to assure the acceptable internal consistency reliability. All scales are greater than .80 

indicating the good internal consistency reliability. The results show that intrinsic goal 

orientation, self-efficacy for SRL, e-learning self-efficacy, and environment 

management positively affected on the performance.  

 Kramarski and Gutman (2006) study how self-regulated learning can be 

supported in mathematical E-learning environment. Self-regulated learning 

questionnaire adapts from the questionnaires of Montague and Boss (1990) and 

Kramarski and Mevarech (2003) to measure SRL processe. The construction of 

questionnaire is 24-item with a 5-point Likert-type response format ranging from 

disagree (1) to fully agree (5). The self-reported questionnaire is grouped for two 

sections; problem-solving strategies and self-monitoring strategies. The problem-

solving strategies section consists of 14 items has the Cronbach’ alpha coefficients of 

0.71. The self-monitoring section includes 10 items to measure the controlling of the 

solution process has the Cronbach’ alpha coefficients of 0.74.  

  According to the online measurement format of self-regulated learning, 

Barnard et al. (2008) develops the Online Self-regulated Learning Questionnaire 

(OSLQ) to assess the student’s ability of self-regulating learning comparing with the 

online and blending learning environment. The OSLQ is a self-report containing of 24 

questions categorized into 6 scales with a 5-point Likert response type ranging from 

strongly agree (5) to strongly disagree (1).  The questionnaire includes environment 

structuring, goal setting, time management, help seeking, task strategies, and self-

evaluation. The internal consistency is examined with reliability scale of .90. 

Regarding to table 2, the Cronbach’s alpha coefficient for each subscale examined in 

blended course format ranged from .67 to .90 and in online course format ranged from 

.87 to .96. The reliability value, obtains from the measurement, reveals the acceptable 

internal consistency of subscale level. To evaluate and confirm the reliability and 

validity of instrument, the OSLQ is examined by students registered for blended or 

online course format. Results demonstrate that the developed instrument has construct 

validity to assess the self-regulated learning skills for student enrolled in both blended 
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and online course format. Further, Barnard, Paton, & Lan (2008) study whether self-

regulated learning behavior mediating the relationship between student perceptions of 

online course communication and collaboration with academic achievement. The 

instrument to evaluate the level of self-regulation in online learning is the short form 

of the OSLQ. A 24-item scale with a 5-point Likert-type response format ranging 

from strongly agrees (5) to strongly disagree (1). The short form consists of 6 scales 

including environment structuring, goal setting, time management, help seeking, task 

strategies, and self-evaluation. The Cronbach’s alpha is .93 which is able to confirm 

the internal consistency. The result indicates that online self-regulated learning 

behaviors do mediate the positive relationship between student perceptions student 

perceptions of online learning communication and collaboration with academic 

performance as measuring by GPA. 

 

Table 2. Cronbach’s Alpha Coefficient for each scale in blend and online course 

format from Barnard et al. (2008) 
 

Scale 
Cronbach’s Alpha Coefficient 

Blended Course Format Online Course Format 
Environment Structuring .90 .92 
Goal Setting .86 .95 
Time Management .78 .87 
Help Seeking .69 .96 
Task Strategies .67 .93 
Self Evaluation .78 .94 
 

Discussion & Conclusion 

Nowadays, the self-regulated learning interview scale (SRLIS) and the 

Motivation and Learning strategies questionnaire (MLSQ) are widely used to measure 

the self-regulated learning in various face-to-face learning researches. The result of 

reliability However, the change of learning environment from traditional to online 

education affects the research measurement and instruments. Therefore, the traditional 

questionnaire with self-reported pattern would not be appropriate to completely 

evaluate the online self-regulated learning. Although, many educational studies in 

online learning context attempt to ensure the validity and reliability of research 

instrument, the only change the measurement and instrument from paper format to 

online format but others are still the same, is an outstanding question concern. The 
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traditional approaches are aptitude measurement of self-regulated learning that predict 

for future behavior (Winne & Perry, 2000). To assure the validation and reliability of 

self-regulated learning in online environment, the future researches should construct 

the innovative measurement by using the capability of technology such as interactive 

systems, webboard, or chatting room to track and trace the actual self-regulated 

learning in online learning. Finally, the concept of online self-regulated learning has 

to be reviewed and studied in order to enhance the academic performance in online 

education perspective. 
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ABSTRACT 
 

We need a creative shift in thinking about how we teach.  We are teaching 21st 

century students using a system devised in the 19th century.  We are using an 

academic curriculum that dates back to the times of Plato.  A curriculum devised 

for the development of the mind of philosopher kings is inappropriate and 

anachronistic in our information rich, communicative world.  Students are voting 

with their feet. In New Zealand, 30,000 students truant every week. Teachers, 

too, are voting with their feet‐ retention rates are very poor beyond five years of 

tenure. 

The New Zealand Curriculum document, which is to be implemented in all 

schools from this year, is internationally recognised as a far‐sighted, future proof 

template for 21sst century teaching and learning.  It outlines the major principles 

of education that should underpin all curricula and defines the pedagogies that 

produce the best outcomes for students of the new millennium.  
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A major principle is that teaching needs to slow down particularly when 

assessment and understanding are in conflict. The curriculum emphasises the 

power of reflection both for students and for teachers. 

Teaching as inquiry is at the heart of this document. The teacher must take time 

to consider what it is that is worth spending time on and the readiness and 

status of the learners. The teacher must then take time to teach the appropriate 

skills and must constantly reflect upon his/her own teaching, using student voice 

as the basis for on‐going programme adjustment. Ultimately, the teacher needs 

to inquire into the efficacy of his/her programme through a variety of feedback 

tools. 

Key  Competencies  underpin  the  teaching  and  learning.  These  competencies, 

derived originally from OECD research, are those skills or habits of mind that 

are deemed essential  for working and living in the twenty‐first century. They 

drive the curriculum forward.  They can be interpreted on many levels, and at 

their deepest they are most relevant.  

 This workshop is  for all educators who want to understand the practicalities 

of moving a curriculum from a fixed industrial model to a  fluid futures‐based 

model. Twenty‐first century teaching offers challenges for all. It is a new way of 

thinking  about  learning.    It  involves  a  pedagogy  where  questions  are  more 

important  than  answers,  where  individuality  is  valued  above  compliance, 

where  apathy  is  replaced  by  engagement,  where  passion  is  more  important 

than procedures, and where creativity is honoured.  
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The New Zealand Curriculum encourages teachers to take up the challenge of a 

new competency‐based pedagogy and to realise their own talents as educators 

‐ and in turn release the talents of students. All the research points to the need 

for  a  major  shift  in  the  nature  of  education,  and  particularly  in  our  high 

schools.  

‘Do Less. Do It Better’  is  the New Zealand philosophy for teaching with a 21st 

century curriculum.  No longer do we need students to learn tomes of facts to 

be regurgitated at  the  first examinable opportunity. No  longer do we need to 

demand  absolute  silence  while  students  work  on monotonous  exercises.  No 

longer do we need to shunt students from class to class for hour‐long periods 

of  lecturing.  No  longer  is  coverage  more  important  than  understanding.  As 

Howard Gardner (1993) has stated, we have “got to do fewer things in school 

…  You've  got  to  take  enough  time  to  get  kids  deeply  involved  in 

something so  they can think about  it  in  lots of different ways and apply 

it." 

In other words, teaching needs to slow down.  Students need to slow down.  All 

teachers  must  work  at  a  deeper,  more  imaginative  level,  encouraging  our 

young people, and teachers themselves, to reflect, to collaborate and to create. 

Only by doing this, can one nurture those habits of mind that will produce the 

thinking,  empathetic,  global  citizens  this  century  needs.    To  paraphrase  the 

futurist Ian Jukes, we need to prepare students for their future, not our past.  

In this workshop we will discuss practical and exciting ways to enable teachers 

and schools to realise the values and principles and competencies of teaching 

with  a  21st  century  curriculum.    In  the  deep  thinking,  nurturing  classroom 
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environment we  advocate,  students will  be  able  to  find  their  personal  voice.  

And teachers, too, will find their voice. 

It is sad to think of the many good teachers who have lost the drive to be 

excellent.  A crowded curriculum, a test‐driven school culture, along with an 

apathetic and disengaged clientele has crushed many.  Even sadder, is that for 

every teacher who feels defeated by the system, there is an exponential number 

of students who similarly fail to reach their potential.  

The most recent educational research gives leaders permission to bring about 

changes to make commonplace in schools a love of learning and a realisation that 

real learning is passionate learning. Teachers have permission to reach their own 

potential as communicators, experimenters, and exemplary promoters of 

selfhood.  

Jenny Pope           

Kirsty Gillon 

(co‐authors  of  Do  Less.  Do  it  Better‐  making  a  21st  century 

curriculum work in schools) 
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This paper focuses on the role that initial teacher education can play in developing resilience 
in prospective teachers. In particular it focuses on the role that the practicum or professional 
experiences can play. This article uses Jordan’s (2006) model of relational resilience to 
illuminate how a newly developed model of professional experience – that of learning 
communities, can contribute to the development of resilience in pre-service teachers. It draws 
on a number of studies including evaluations of two cohorts of graduate Bachelor of 
Education (primary) students and a self study based on the work of two university academics.  
Data sources for the evaluations include surveys, student and school co-ordinator evaluations 
and practicum documents and for the self-study, meeting notes based on weekly face to face 
‘reflective conversations’, emails and journal entries. Jordan’s (2006) model of relational 
resilience – with its characteristics of mutuality, empowerment and the development of 
courage - is used as a conceptual framework for illuminating some of the emerging insights 
from our work with the Learning Communities model.  It will be argued that framing 
professional experiences around the notion of learning communities has the potential to 
support pre-service teachers to work with their peers and mentor teachers in more collegial 
and reciprocal ways which in turn can contribute to the development of their resilience.   
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Abstract 
 
The purpose of this article was to present a plan for a peer tutoring program that was 
successfully implemented for university students at National Formosa University in 
Taiwan during academic years 2007 to 2009. There were 12 tutors providing peer 
tutoring service, through a Teaching Excellence Project, at the dormitory learning 
resources center. For the past 3 years, the project has proven to be a true success; 
tutors now not only work closely with tutees, but they also assist the learning 
resources center instructor during training and activity integrated instruction sessions. 
Peer tutoring with skilled and experienced instructors is one way to promote 
extracurricular education services for university students. It is also a method for 
improving educational effectiveness whereby tutors work together to implement 
strategies through a systematic process. The results clearly demonstrate that the 
reciprocal peer tutoring program has been successful in regard to tutors and tutees’ 
achievements, motivation and attitudes. Future plans include the learning resources 
center providing campus electronic equipment and resource assistance service in 
reference areas. 
 
Keywords: Peer tutoring, Program planning, Tutor, Tutee 
 

 1
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1. Introduction 
 

The use of a peer tutoring program in the extracurricular education of university 
students has became widespread globally, as universities continue to seek ways to 
enhance the quality of their services and improve the results for tutees. In studies on 
universities providing a variety of learning experiences for students, in particular 
where a peer tutoring program has been adopted, it has proven to be a valuable 
experience and resource for both tutors and tutees. Lassegard (2008) also found that at 
a number of universities, there were programs involving academic tutoring in a 
particular subject taking place between students, usually at autonomous learning 
centers within universities.  

 

The literature on the peer tutoring program as an effective, best-practice 
methodology continues to grow, and the proof to become stronger. Peer tutoring and 
assessment schemes have been successfully implemented in many universities 
worldwide to promote student learning (Magin & Churches, 1995). In 1982, Cohen, 
Kulik and Kulik conducted a meta-analysis in which they reported on peer and 
cross-age tutoring research prior to the past decade. Their results showed a moderately 
beneficial effect on tutees achievement, and a smaller but significant effect on their 
attitudes toward the subject matter concerned. In general, tutors help tutees either on a 
small group or one-to-one basis, encouraging independent learning, developing study 
skills, resolving specific problems and so on. Peer tutoring involves persons of the 
same social group or social standing educating one another when one peer has more 
expertise or knowledge than the others (Colvin, 2007; Hall & Stegila, 2003). 
 
2. Peer tutoring 
 

Bruffee (1995) asserted that institutionalized peer tutoring, which began as an 
educational experiment during the 1970s can also be recognized as one method of 
encouraging more student-centred activity, including: self-corrected learning or 
informal group discussions, to ensure that they are appropriate, efficient and effective.  
Peer tutoring is an economically and educationally effective intervention for persons 
with disabilities that can benefit both the tutor and tutee, socially and educationally by 
motivating them to learn (Miller, Miller, Armentrout & Flannagan, 1995). 
 

Peer tutoring is a kind of peer-mediated, peer-assisted learning, employing 
problem solving and systematic teaching strategies to help the disabled student.  
Further, Dineen, Clark and Risley (1977) emphasized that the opportunities for skill 

 2
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practice and social interaction are particularly meaningful for at-risk students and 
students with disabilities. The other kind of peer tutoring program: Cross-Age 
Tutoring is a peer tutoring approach that brings together students of different ages, 
with older students assuming the role of tutor and younger students assuming the role 
of tutee. Cross-Age Tutoring has been successfully applied to students with varying 
disabilities (Hall & Stegila, 2003; Utley, Mortweet & Greenwood, 1997). 

 
Peer tutoring if literally interpreted implies equality of status and merit, which is 

untrue for many peer tutoring initiatives which refer to encounters between advanced 
and less advanced students (Saunders, 1992). The tutors are generally left to their own 
devices in regard to assisting the tutee. Each principle of peer tutoring must be 
described and taught directly to the tutors and tutees, when peer tutoring is viewed as 
a system.  Looking at the effects on tutors, researchers found a small but significant 
effect for academic outcomes and for self-concept, and a slightly larger effect for 
attitudes toward subject matter (Hall& Stegila, 2003). Interaction between tutee and 
tutor were based on discussions; tutees tended to focus on progressive results, while 
tutors were more concerned about their tutoring ability, communication ability and 
interpersonal relationships. 
 
3. Program planning of peer tutoring 
 

During the past few decades, there has been a growing interest in this variety of 
student-centered education, along with the view that such education is beneficial not 
only to those being tutored but also for the tutors themselves (Lassegard, 2008).  
Program support and commitment are crucial factors for determining whether peer 
tutoring will get off the ground and be successful. Most peer programs primarily focus 
on content, but other programs aim to reduce dropout rates and target high-risk 
courses rather than high-risk students. In this way, peers are trained in terms of 
modeling, advising and facilitating, rather than directly addressing curriculum content 
(Colvin, 2007; Kochenour et al., 1996). We used a comprehensive manual to 
implement the program. Tutoring interchanges ranged from formal teaching in the 
dormitory learning resources center to sharing information in social settings, thereby 
suggesting that concepts be emphasized, in addition to skills related to specific 
learning strategies and resources. 

 
Best practice involves the use of instructional and management procedures that a 

researcher has documented to be effective. The most important part of the peer 
tutoring program planning process is developing a peer tutoring procedure that builds 
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on effective teaching practice and facilitates the tutor-tutee interactions. One 
promising strategy for promoting academic success is peer tutoring (Delquadri et al., 
1986). A Peer Tutor Training Manual developed by Wright (2004) provided 
guidelines for recruiting and training tutors, managing a cross-age peer-tutoring 
program, and monitoring treatment integrity.  The majority of interviewees stated 
that having a tutor was valuable, and that they benefited from the tutor’s assistance. 
As far as the tutor–tutee relationship is concerned, a tutor must build a good 
relationship with the tutee as a friend. 
 
3.1 The role of instructor in a peer tutoring program 
 

The role of instructor must include: providing tutors with resource materials and 
information to help them improve their tutoring skills, facilitating training and 
offering follow-up support for tutors. On the other hand, the instructor should also 
formally address several factors that pertain to implementation: (a) setting short- and 
long-term goals, (b) structure of the tutor-tutee interactions necessary to teach the 
knowledge and skill, (c) selection of graduate student as tutor, (d) selection of the 
tutoring schedule, and (e) selection of the materials for training in teaching skills. In 
addition to finding qualified tutors, programs also need to organize and coordinate 
peer tutoring program activities. Therefore, as the instructor’s task in the peer tutoring 
program involves planning, scheduling and implementing tutor training and tutoring 
sessions, it is important to have instructors possessing good organizational and 
supervisory skills to ensure the success of the peer tutoring program. 
 
3.2 The peer tutoring program for the tutee 

 
The tutees at the beginning of their course may well need more help and more 

peer tutoring program intervention. The program has enabled students who live in the 
dormitory to take more responsibility for their own after school learning, promoted 
creative kinds of problem solving, as well as developing a more responsible attitude 
and intense motivation toward learning and self-confidence. Tutees joining the 
peer-tutoring program may reasonably be expected to learn more on their own, 
exercising greater choice and pacing themselves. 

 
3.3 The peer tutoring program for tutor 

 
Peer tutoring program practice should be conducted until the tutor can 

implement the tutoring service independently and accurately; the peer teaching skills 
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and strategies acquired from a tutor should be applicable to a variety of self-oriented 
learning problems and to resources available on the campuses of universities focusing 
on lifelong learning for every student. 

 
Tutors’ perspectives were grouped into five major categories: communication 

and relationship issues; tutors’ ability and confidence, tutor system administration; 
purpose and value of the system; and problems as well as suggestions for 
improvement (Lassegard 2008). There have also been significant benefits for the 
tutors in developing key skills related to: communication, leadership and team work.  
Cooperative problem solving approaches will vary according to the needs of the 
different students, along with the development and use of a variety of delivery 
methods. 
 

Positive feelings and actions have been observed in tutoring situations in which 
structured, well-managed procedures are conducted and the tutor successfully 
facilitates high levels of correct responses on the part of the tutee (Kohler et al., 1985). 
Relying on trained graduate students to organize and implement the peer tutoring 
program provided a safe and supportive learning environment for the tutees; some 
form of compensation or other reward is necessary. 
 
4. The practice of a peer tutoring program in a university dormitory 

 
The author was established as an instructor at a local national university 

undertaking the planning of a peer tutoring program for the students living in the 
dormitory. The task for the instructor was determining how to deliver effective 
instruction to these tutors, and the greatest challenge was the creation of the training 
curriculum for the tutors and integrated it into the dormitory learning resource 
center’s monthly tutor training program. 

 
One of the aims of the peer tutoring program was to disseminate the tutors’ ideas 

and skills in a friendly and supportive atmosphere. Another was to develop tutors' 
communicative skills and team work ability in the university. These peer tutoring 
programs have been used effectively to teach and improve study skills. In each of 
these areas important information is provided concerning the general success of the 
peer tutoring program as well as the specific procedures that may need revision in 
certain situations. The actual operation is described as follows: 
 
4.1 The target of peer tutoring programs 
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The peer tutoring program accommodated the reinforcement learning 
mechanism policy of the Ministry of Education of Taiwan; the university had 
established a multi-functional learning resource center in the dormitory. This learning 
resource center was established in order to extend the learning and peer tutoring 
spaces for students living in the university dormitory. Peer tutoring program services 
were offered every day by twelve tutors through the learning resources center located 
in the dormitory area. The instructor was there to help guide the lives and careers of 
dormitory students, and to develop a tailor-made learning strategy based on their 
background. In addition, the peer tutoring mechanism also aimed to provide 
consultation for the students concerning their learning courses, and relevant 
information. The tutors offered their services during regular hours after classes as 
there is a stipulation regarding extracurricular instruction, they were required to 
develop the learning environment for promoting learning motivation and enhancing 
the learning effect.   
 
4.2 The program planning for peer tutoring  

 
Peer tutoring program services were offered every day by twelve tutors at the 

learning resources center located in the dormitory area. For the past three years, 
ongoing support for the tutors has been particularly important because the tutoring 
process and tutoring relationships evolve over time. The practice of ongoing support 
for tutors can occur through regularly scheduled meetings which provide 
opportunities to discuss such matters as: tutoring resources, strategies for tutoring, 
difficulties encountered in the tutoring process, progress of individual tutees, or other 
issues identified by the tutors. An electronic newspaper is another great way for 
sharing ideas and identifying new resources. 
 
4.2.1 Established the learning spaces and financing tutoring 

 
Multi-functional learning resource centers were established in male and female 

dormitories, respectively. They provide an English language learning area, discussion 
area and self-guided learning area, and equipped with the required hardware. Peer 
tutoring programs require financial resources to cover the costs of salaries for 
instructor and tutors, tutor training, and tutor follow-up activities. All of the financing 
support is supplied by Technological and Vocational Education in Taiwan. 
 
4.2.2 The duty of the instructors 
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The dormitory instructor also takes on the role of administrator, to further the 
practices of the peer tutoring program. Instructors have the opportunity to emphasize 
the importance of correct social practice and to integrate this training into the monthly 
schedule. These practices include: administration of the learning resource center, 
planning and animating the topical tutoring activities, tutor interviewing and 
cultivation, as well as inspections and reporting on the execution results of the 
programs monthly.  
 
4.2.3 Practice planning of the peer tutoring mechanism 
 
(1) Tutor interviews 

Tutors are to be chosen from among graduate students, recommended by 
teachers or self-recommended. The candidates shall first pass document 
inspection, and then attend an interview to confirm their understanding of the 
peer tutoring program, their experiences with course tutoring, as well as their 
competence and enthusiasm. Interview questions posed to tutors, include: 
inquiries into tutoring activities; perceived benefits of tutoring; attitudes toward 
the tutoring relationship and participants’ ideas for improving the peer tutor 
service. This way, the human resource data base on tutors was also built up. 

 
(2) The Reinforcement of tutor’s administration and tutoring abilities 

Every semester workshops are held periodically and experts are invited to 
train tutors in regard to improving their interpersonal relationships, as well as 
their communication, problem solving and administration abilities, while 
providing an opportunity for tutors to network and learn new skills. The working 
results of the tutors are assessed monthly for evaluation purposes. 

 
(3) The course tutoring and advisory service of tutors 

 The dormitory learning resource center is equipped with course tutoring and 
advisory services. Tutors of course-specific subjects include specialized and 
regular subjects (e.g., Calculus, Physics, Thermodynamics, Statistics, etc). The 
mid-term alert mechanism was initiated, whereby the willing students with poor 
learning results were offered assistance in facing and overcoming their inabilities, 
namely tutors providing remedial services to assist these students.   

 
(4) Compensation for tutors 

Graduate students undertaking tutorial duty can develop tutoring abilities, 
results and interpersonal relationships; for tutors, this program is a great 
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opportunity to work in tutor groups, knowledge sharing with each other and 
receiving different kinds of feedback from tutee group members. In addition, the 
monthly compensation for graduate students supports the execution of this 
tutoring program and provides living expenses for the tutors. 
 

4.3 The performance of the peer tutoring program 
 
The implementation of peer tutoring programs can lead to the creation of a new 

curriculum by providing opportunities for tutors and tutees to discuss how it is 
working, and to resolve issues related to its implementation. This help tutors and 
tutees establish goals and select appropriate tutoring strategies to achieve those goals.   
The first working target of this program is to help the students become motivated 
independent learners. The key point is to get the students to think more analytically, to 
consider the inner significance within a question and to employ context clues to 
upgrade on their understanding and their learning results. The tutees are asked to take 
on more responsibility and to develop a learning passion for their curriculum, to 
evaluate their own strengths and weaknesses during the peer tutoring program, and to 
become aware of their personal as well as academic development at university. This 
process emphasizes students working out the results, with tutors only providing 
learning assistance.  

 
The periodic workshops for tutor training include: tutoring skills and practices 

(listening, lesson planning and demonstration), service attitude of mind, and 
administration management. Practice demonstrations are also arranged to foster a 
closer working relationship and friendship between tutors, and links to educational 
training resources inside and outside the university. The main purpose of the 
workshops was to establish the self-confidence and competence on the part of tutors 
to develop the programs. 

 
Tutors provided 2 hours at the center everyday to execute tutoring service and 

three shifts were arranged. Bulletins were posted on the bulletin boards in every 
dormitory throughout the entire session, including tutoring times of tutor, personal 
information, tutoring hours, location, and specialty. The program provided topical 
tutoring activities, including: rap sessions for continuous learning, employment, 
exams for professional certificates, interpersonal relationships and career planning. 
Demand for tutoring came from the students themselves. Students can make tutoring 
reservations by phone, e-mail, or even directly at the tutoring location. 
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4.4 Evaluation of the Peer tutoring Program 
 
There are several strategies that can be used for assessing the reactions of the 

tutors and tutees to the peer tutoring experience, as well as to the skills and knowledge 
gained. Many methods, for example the self-corrected learning and informal group 
discussions, were increasingly used and evaluated within the center to ensure that they 
were appropriate, efficient and effective, such as the use of questionnaires and 
interviews. Effective evaluation provides data necessary for promoting continual 
program improvement and program accountability. The practice of evaluation of the 
peer tutoring program included: interview investigation, questionnaire investigation, 
as well as actual tutoring data and tutoring reports collected and analyzed during 
assessment. The investigations evaluated the frequency of accessing the resource 
center, the frequency of tutorial services, frequency of attendance at topical activities. 
Self-reports of tutors regarding their tutoring services and the instructor/tutor 
interview report were also involved in the assessment. The instructor took a random 
sampling among the students to reevaluate the tutoring results by interview 
investigation. Gathering additional information from other instructors and students 
who live in dormitory helped to provide a more comprehensive picture. At the end of 
each session, a questionnaire investigation was taken to determine the degree of 
satisfaction for the tutoring services. The recommended items which arose in the 
questionnaire investigation were followed-up and amended. 
 
5. Conclusions 

 

The tutor and tutee’s relationship is ongoing, developmental and reciprocal; it 
also motivates individuals to want to learn and grow cognitively. To realize the 
program benefits of peer tutoring, tutors require strong interpersonal skills, including: 
relationship building, communication and team-building; tutees can practice their skill 
in giving corrective feedback to tutors. We believe that structured planning, training, 
evaluation, and problem solving are all necessary components of the program 
planning process. Most important, it offers instructors an effective way to maximize 
their instructional influence in the dormitory learning resources center. When tutors 
and tutees are organized to help each other in structured ways, the probability 
increases that both groups will improve their skills and knowledge. Ultimately, it will 
be through this peer tutoring process that the tutors and tutees increase their 
self-confidence, skills, and the satisfaction of knowledge obtained. A wide variety of 
peer tutoring practices can be used and enjoyed in the dormitory learning resources 
center.  
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Abstract 
 

A Preliminary Investigation of the Impact of a High School  
Character Education Program on Student Behavior 

 

 Character education in public schools is a sensitive topic as the very concept of 

character and character education is fraught with difficulty in definition.  The United 

States Department of Education (USDE) states that, “character can encompass such 

moral and ethical values as respect, fairness, and caring – as well as responsibility, 

trustworthiness, and citizenship.  And it can refer to the demonstration of these values in 

behavior, reasoning, and emotions (2007).”  Even with this broad definition in place the 

implementation and authentic assessment of character education programs is varied; 

“some character education programs integrate activities in social studies, English and 

math.  Some create communities of students, teachers, and parents to foster respect 

and caring.  And some use in-class stories, games, songs, and activity books to 

encourage the acceptance of other cultures (2007).”  The schools that the USDE 

recognizes as best practice houses of character education approach the character 

development of students holistically by “setting school wide principles” and using explicit 

curriculum integration (2007).   

 Still, many educators feel that character education is too often ignored or 

deferred so that schools may focus on the more rigorously academic aspects of the 

curriculum.  Paul Sutton fears that core curriculum misses its ability to provide authentic 

character lessons “when our obsession with advanced coursework becomes myopic 

and overshadows the strength both areas could have if working to complement each 
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other in high schools (2009).”  Sutton goes on to state that “it’s clear what calculus can 

teach a high school student.  But beyond that learning, a character education lesson on 

the dialogues between Socrates and Crito can teach critical-reading skills and 

democratic dialogue, while also teaching personal and social justice and integrity.  The 

study of both calculus and Socrates demands intellectual rigor, and yet these subjects 

are not valued in the same way in our public high schools (Sutton, 2009).” 

 Sutton and other educators worry that character education is taking a back-seat 

or being expelled entirely because the character education lessons that are executed 

lack depth, rigor, relevancy, and assessment.  “To be taken seriously…character 

education must go beyond mission statements and explore ways to connect such goal-

setting exercises to concrete learning objectives that challenge students with scholarly 

content and approaches (Sutton, 2009).” 

 Comprehensive character education is not without support, “The American 

Psychological Association and a national center for mental health law have endorsed 

evidence-based programs, such as Positive Behavior Supports, because they are highly 

effective in bringing much-needed climate change to troubled schools.  The U.S. 

Department of Education is actually encouraging school districts to use stimulus funds 

to implement Positive Behavior Supports (Lewis, 2009).” 

 Character education is a necessary component of academic success and, in an 

era of escalating violence and school dropouts, focus on good character may be long 

overdue.  This presentation will present the findings of an April 2009 survey of the 

professional staff in a 1200 student high school.  The primary goal of the survey was to 

determine staff perceptions relative to the impact of a school-initiated character 
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education program on student behavior.  Study findings will be presented and 

discussed, and implications for developing and implementing character education 

programs will be provided. 
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The  study  aimed   to  investigate  the  effects of   psycho  
social  factors   and  predicted  percentage  of  pre-service 
teacher  inquisitive learning behaviors. Two set  of  
independent  variables    were studied  1)  social support , 
supportive  educational    environment  and student – 
activity participation    were the situational  factors and  2) 
internal locus of control which was the situational – 
psychological trait. Moral belief ,  
future – orientation ,  self  control, achievement  motivation   
which   were the  original- psychological  traits, and these  
were all  the  psychological trait  factors.    The sample were 
400 pre-service teachers .  
The instruments used were the inquisitive learning behaviors 
test.   the student – activity    participation questionnaire , 
the  social   support  test   the supportive  educational 
environment    test ,   the  internal   locus of control  test , 
the  moral   believe questionnaire ,    the future  orientation 
– self  control  test, and    
the achievement    motivation  test . The statistics used were 
arithmetic   Mean , Percentage , Standard deviation , Three-
way analysis of variance and Stepwise multiple regression.  
All variable of psychological factors could be predicted  pre-
service teacher  inquisitive learning behaviors.  
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 Mathematics Teachers’ Use of Instructional Time and Relationships to Textbook 
Content Organization and Class Period Format 

 
Douglas A. Grouws, James E. Tarr, Ruthmae Sears, Daniel J. Ross 

University of Missouri 
 

Abstract 
In this paper we report findings and implications related to secondary school mathematics 
teachers’ use of instructional time and how patterns of classroom time utilization relate to 
the type of textbook used (content organization) and the class period format in place.  The 
findings reported are based on data collected from 325 classroom observations of 109 
teachers in 5 states during the first two years of the NSF-funded project, Comparing 
Options in Secondary School Mathematics: Investigating Curriculum (COSMIC) , a 
longitudinal comparative study of the impact of high school mathematics curricula on 
students learning.  Class time data were classified and analyzed based on Activity Codes 
(e.g., Warm-Up, Review, Lesson Preview, Teach, Practice and Apply, Assess) and two 
textbook types: Subject-Specific content organization (Algebra, Geometry, and Algebra 
II) in which the content each year is centered around a core mathematics area, and 
Integrated content organization (Course 1, Course 2, Course 3) where the content is 
presented in an integrated manner with attention to algebra, geometry, statistics, and 
discrete mathematics each year.  Three class period formats (Regular, Block, Modified 
Block) were taken into account.  Teachers of the Integrated curriculum spent significantly 
more time developing new mathematical ideas than did teachers of the Subject-Specific 
curriculum, but this came at the expense of students practicing and applying what they 
had learned during class time.  This paper provides summary descriptions of time 
utilization, identifies activity codes where there is substantial variation across curriculum 
types, and suggests factors that may account for variation in time utilization. 

 
 

Introduction 
 

Teachers’ use of classroom instructional time can significantly impact student learning in 
mathematics classrooms.  Among their many responsibilities, teachers plan and manage what 
takes place in their classrooms and thus they make daily decisions about how class time is used.  
Previous studies have characterized this use in classrooms (Doyle, 1986; Fisher et al., 1980), and 
the way classroom time is used has been shown to be important in terms of what students learn 
(Good, Grouws, & Ebmeier, 1983).  Teachers’ allocations of instructional time to such things as 
introducing mathematical concepts or methods, reviewing previously taught mathematical topics, 
developing new mathematical ideas, and assessing student learning of mathematics have 
potential implications for student achievement in mathematics.  Although previous studies of 
teachers’ use of time have been conducted, there have been few recent studies of time utilization, 
despite many calls in the last decade for reforming what takes place in mathematics classrooms.  
Furthermore, there have been important changes in mathematics textbooks in recent years with 
                                                        
 This paper is based on research supported by the National Science Foundation under grant number REC-0532214.  
Any opinions, findings, and conclusions or recommendations expressed in this paper are those of the authors and do 
not necessarily reflect the views of the National Science Foundation.  We wish to acknowledge the helpful 
comments we received from Professor Wei-Min Hsu, National Pingtung University, Taiwan and Professor Melissa 
McNaught, University of Iowa. 
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regard to how the mathematics content of the textbooks is organized.  Considering that 
mathematics is a core subject in U.S. schools, it is imperative that researchers study how time is 
used in today’s mathematics classrooms.  Therefore, our study seeks to extend the research on 
time utilization by providing a 21st century perspective on mathematics teachers’ use of 
classroom instructional time.   
 

Related Literature 
 

There is strong evidence that teaching makes a difference in mathematics classrooms; 
however, identifying exactly how it makes a difference is difficult (Hiebert & Grouws, 2007).  
Researchers have examined a wide variety of potential influences, including teachers’ content, 
pedagogical, and pedagogical content knowledge; professional development experiences; and 
teacher beliefs about mathematics teaching and learning.  Recent research, however, has 
overlooked the role that teachers’ time allocation may play.   

 
In past decades, researchers have studied the choices mathematics teachers make with 

regard to their use of instructional time.  For example, Good and Grouws (1979) in a classroom 
based study examined the instructional behaviors of effective fourth grade teachers, including 
time for review, development of the lesson, seatwork, and homework.  They found that students 
of teachers trained to follow a lesson structure similar to that of effective teachers tended to 
demonstrate higher achievement.  More recently, investigations by the Horizon Research, Inc. 
(Weiss, Banilower, McMahon, & Smith, 2001; Weiss, Pasley, Smith, Banilower, & Heck, 2003) 
surveyed K-12 teachers’ use of class time using a nationally representative sample.  They found 
that teachers reported using 87 to 95% of class time for “instruction.” In particular, they found 
that the most common instructional activities included answering textbook or worksheet 
questions, practicing computations, reviewing homework, and using mathematics concepts to 
interpret and solve problems.  Similarly, results from the National Assessment of Educational 
Progress have included reports of students’ typical activities in class (Braswell et al., 2001).  For 
example, doing mathematics problems from their textbooks was more common than talking with 
other students about solving problems.  With regard to technology, the use of calculators during 
class time increased with grade level.  Results from the Trends in International Mathematics and 
Science Studies (TIMSS) also provided information about how time was spent on various 
activities in eighth grade mathematics classes in several nations.  Teacher self-report data from 
the TIMSS study suggested that in the United States, the most common elements of class time 
included homework review, lecture-style presentations by teachers, teacher-guided student 
practice, and student independent practice.  Collectively, these elements on average comprised 
70% of class time (Mullis et al., 2000).   

 
Two trends in secondary schools raise additional questions about how teachers make use 

of instructional time.  First, is the development of integrated mathematics curricular programs 
and their adoption for use in many schools.  In integrated mathematics curricula, students study a 
variety of mathematics content strands each year and lessons are structured in a fundamentally 
different manner (Senk & Thompson, 2003).  For example, the Core-Plus Mathematics Project 
(Schoen & Hirsch, 2003) calls for teachers to: (1) introduce students to a mathematical 
investigation, (2) allow students to explore questions in order to learn new content, (3) share and 
summarize ideas from the investigation, and (4) apply ideas from the investigation to new 
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problems.  This process can take several class periods, in contrast to traditional mathematics 
lessons that are typically contained in a single class period.  Researchers have begun to identify 
differences in how teachers use these curricula, for example, McNaught (2009) found that 
teachers often were not following textbook authors’ recommendations, frequently omitted steps 
in the recommended instructional sequence.  Certainly such an alternative arrangement of the 
mathematical content could lead teachers to use class time differently than teachers who teach 
more “traditional” (subject-specific) courses.   

 
A second trend is that many schools are implementing “block” schedules in which 

student often times attend fewer classes per week but for longer time periods.  Analysis of the 
impact of such schedule modifications on student achievement have provided mixed results 
(Veal & Schreiber, 1999).  Research also suggests that block scheduling has had a varied impact 
on teachers’ classroom practices.  For example, Veal and Flinders (2001) found that some 
teachers whose schools switched to block schedules tended to use a greater variety of 
instructional techniques and experienced improved interactions with students, while other 
teachers reported feeling more pressed for time and thus tended to lecture more and interact with 
students less.   

 
This study provides needed current information about how mathematics teachers are 

using their classroom time.  It also makes special contributions to our understanding of the 
current state of instruction in mathematics classrooms where new types of curriculum are in 
place and provides information about non-standard class period organization.   
 
 

Research Questions 
 

 In this study we examine the relationship of curriculum type and class format on teachers 
use of class time in secondary mathematics classrooms by addressing the following research 
questions:  

1. How do high school mathematics teachers use their class time for instructional activities 
(such as warm-up, review, lesson introduction, development of new mathematics content, 
practice and apply, and lesson closure) and non-instructional activities?     

2. Does high school mathematics teachers’ use of instructional time differ by curriculum 
type (Subject-Specific vs. Integrated)?  

3. Does high school mathematics teachers’ use of instructional time differ by class period 
format (Block vs. Regular)? 

 
Methodology 

 
Over a period of two years, the University of Missouri’s Comparing Options in the 

Secondary Mathematics – Investigating Curriculum (COSMIC) researchers visited classrooms in 
five US states.  Although the primary mission of the COSMIC project was to study the impact of 
different types of mathematics curricula on student learning, our research design necessitated 
documentation of teachers’ implementation of curricula, and this data included teachers’ use of 
time.  In each participating school, students were allowed to choose between following a path of 
subject-specific courses or a path of integrated content courses.  Thus, using a Classroom Visit 
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Protocol (CVP) with demonstrated high inter-rater reliability, we were able to characterize in 
detail teachers’ use of class time across these two curriculum types as well as in three class 
period organizations. 
 
Sample 

The sample for this study was the 109 teachers1 participating in the COSMIC research 
study who taught from one of the two curriculum types; 62 teachers taught using Subject-
Specific curricula and 47 teachers taught using the Integrated curriculum.  Almost all teachers 
were observed for three class periods.  In total, COSMIC researchers observed 325 class periods 
over two years.  Classroom visits were pre-arranged to ensure that the observed class period was 
not primarily devoted to the assessment of students’ learning.  The average length of time of 
class periods observed by researchers was 64.4 minutes with a standard deviation of 18.29.  The 
average length of time of class periods for teachers of Subject-Specific curricula was 66 minutes 
with a standard deviation of 18.35.  The average length of time of class periods for teachers of 
the Integrated curriculum was 62.2 minutes with a standard deviation of 18.04. 

 
Class period formats were separated into three categories based on an examination of 

time lengths of observed class periods.  Teachers classified as Regular class format taught all 
observed class periods in 64 minutes or less.  Teachers classified as Block class format taught all 
observed class periods in 74 minutes or greater.  Teachers classified as Modified Block consisted 
of all other combinations of class formats that were not deemed Regular or Block.  Some of these 
teachers regularly taught classes of length between 64 and 74 minutes.  However, Modified 
Block also included teachers who taught some class periods shorter than 64 minutes and others 
longer than 74.  In all, 54 teachers were classified as Regular and 159 class periods were 
observed.  The Regular class format consisted of 25 teachers of the Integrated curriculum and 29 
teachers of Subject-Specific curricula.  The average length of time of class periods for teachers 
classified as Regular was 50.9 minutes with a standard deviation of 4.38.  A total of 26 teachers 
were classified as Block and 82 class periods were observed.  The Block format consisted of 6 
teachers of the Integrated curriculum and 20 teachers of Subject-Specific curricula.  The average 
length of time of class periods for teachers classified as Block was 87.3 minutes with a standard 
deviation of 3.79.  The Modified Block category included 29 teachers and 84 observed class 
periods.  16 of these teachers taught the Integrated curriculum and 13 teachers taught Subject-
Specific curricula.  The average length of class periods for teachers classified as Modified Block 
was 67.6 minutes with a standard deviation of 19.45. 
 
Coding 

Before describing the development of the codes, a description of the lesson elements in 
the curricula involved is provided in order to provide meaning for the codes that follow.  The 
Integrated curriculum in the COSMIC project is represented by a single textbook series produced 
by the Core-Plus Project (Coxford et al., 2003a, 2003b, 2003c).  The names for lesson elements 

                                                        
1 Teachers that taught both curriculum types were treated as two independent teachers, one for each curriculum.   
Likewise, teachers that participated in the project multiple years were considered independent of each other with 
respect to time.  There were three teachers using Integrated curricula who participated and were observed for years 1 
and 2 of the project.  Their participation was considered independent in respect to the year, because the courses 
taught by them differed in years 1 and 2.   
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in italics are the names used in the Core-Plus materials.  Lessons in Core-Plus begin with a 
Launch, which is designed to introduce students to the mathematical ideas in the lesson.  The 
Launch provides a context for the student to situate problems they will study in the lesson and 
helps them make connections to their prior knowledge.  Often the Launch is teacher-directed, 
although students are intended to be actively engaged.  Following the Launch is the Explore.  In 
this lesson element, generally small groups of students engage with problems that lead students 
to investigate the new mathematical concepts of the lesson.  The curriculum materials encourage 
teachers to support and encourage students’ exploration and not to directly present new material 
to the class as a group.  After students have explored the content of the lesson, the class discusses 
the main ideas through the Share and Summarize, often by answering a set of questions designed 
to focus them on key concepts.  Often this lesson element is lead by the teachers, who are 
encouraged to have students share their thinking and draw conclusions about the main ideas of 
the lesson.  Once students have had the chance to summarize their thinking, they have an 
opportunity to put their new knowledge to use in the Apply, which consists of students engaging 
with questions related to the content of the lesson.  Often these questions are designed to have 
students apply similar reasoning in new contexts or to extend their thinking beyond what was 
required in the Explore.   

 
The Subject-Specific curriculum in the COSMIC project was represented by a number of 

popular publisher-developed textbooks.  All of these textbooks, however, presented content 
through similar lesson elements.  The names for lesson elements in italics that follow reflect 
names used in at least one of the curricula and are intended to capture the essence of the lesson 
element.  All Subject-Specific lessons include Lesson Preview activities, which are intended to 
introduce the students to the mathematical content of the lesson.  Often Lesson Previews include 
problems or questions for students to engage with that use students’ prior knowledge to help 
them make connections to the new concepts.  Textbooks generally do not specify whether 
teachers should lead the entire class through the Lesson Preview or whether students should take 
a more active role.  Following this is the Teach, which generally involves the teacher presenting 
the new mathematical content of the lesson.  Often this lesson element includes presentation of 
definitions, theorems, formulas, procedures, and a variety of worked examples.  Following the 
Teach, students generally then use the new content from the lesson in the Practice and Apply, 
which consists of problems for the students to solve.  These problems usually offer ample 
opportunities for the students to practice the techniques demonstrated in the Teach as well as use 
similar reasoning in other contexts or extend their thinking. 

 
In addition to the lesson elements specified by the curricula, we anticipated observing 

activities common in U.S. mathematics classrooms.  Often teachers provide some type of warm-
up activity that includes students working on general mathematical problems that are not specific 
to the lesson’s mathematical content for that day.  These problems are often used at the 
beginning of a class period to help the students begin thinking about some mathematical content, 
even if it is not directly connected to the lesson.  Teachers also often provide opportunities for 
students to review mathematical content they have already learned.  This can include examining 
or scoring of previous homework or assessments, review games, or other formats for review of 
content previously learned.  Teachers often provide time for students to review material before 
an assessment, which includes any measurement of student knowledge such as quizzes and tests.  
Some teachers also provide closure, which includes activities at the end of the class period 
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intended for review of the main points of the instruction.  As its name suggests, closure should 
help draw together the mathematical ideas and highlight to the students the important 
mathematical concepts from that class period.  Lastly, we also anticipated that teachers would 
spend time on non-instructional activities.  Such activities would be any time not spent on 
mathematics, such as school announcements or discussion of outside of school activities. 

 
Codes for lesson elements developed through several stages.  Initially, as the CVPs were 

developed, codes were created for observers to use to categorize lesson elements they observed.  
Different CVPs were created for each curriculum and codes included in the CVP were based on 
lesson elements specified in the textbook as well as lesson elements common in typical U.S. 
classrooms.  At the end of the class period, observers were encouraged to use these codes as they 
completed a table indicating time spent on various lesson elements.  However, some observers 
did not use these exact codes and instead wrote other descriptions of what occurred in the 
classroom.  For this reason and to facilitate analysis of how teachers used their time, once data 
from the CVPs was gathered and examined, a revised set of codes was developed that categorize 
every minute of time observed.  Because each curricula type differed in its basic structure, codes 
of three types were developed: 

1. Segments in class periods taught by teachers of Subject-Specific curricula,  
2. Segments in class periods taught by teachers of the Integrated curriculum, and 
3. Segments in class periods taught by teachers of either type of curriculum. 

 
Codes that applied only to segments in class periods taught by teachers of Subject-

Specific curricula reflected the lesson elements in these textbooks as noted previously and as 
shown in Table 1.  At this point, data from the CVPs included a variety of names for the same 
lesson element.  For example, different textbooks used “Practice and Apply,” “Practice,” and 
“Exercises” to refer to problems for students to practice material from the new lesson, and 
observers had used all of the terms.  In order to arrive at common codes for all of the different 
Subject-Specific curricula, we confirmed that each lesson element was the same across curricula 
and chose one name.  Codes that applied only to segments in class periods taught by teachers of 
the Integrated curriculum were lesson elements from the Core-Plus materials and are shown in 
Table 1.  Codes that applied to segments in class periods taught by teachers of either curriculum 
type reflected the anticipated common activities and are included under both curriculum types in 
Table 1.   
 
 Finally, in order to make comparisons across curriculum types, we developed general 
codes for lesson elements specific to curriculum type.  Because the Lesson Preview for teachers 
of Subject-Specific lessons and the Launch for teachers of Integrated lessons both served to 
introduce students to the mathematical content in the new lesson, these two codes were 
combined to form a new classification called Introduction.  Similarly, because Teach, Explore, 
and Share and Summarize all involve the development of mathematical ideas in the lesson these 
codes were combined into a Lesson Development.  Finally, because Practice and Apply and 
Apply both involve students working on problems related to the content of the new lesson, these 
codes were combined into the code Practice and Apply.  Figure 1 shows both the curriculum 
specific codes and the general codes. 
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Table 1.  Code descriptions for Integrated and Subject-Specific curricula. 
 
Subject-Specific 
Lesson Element Description 

 Integrated 
Lesson Element Description 

Warm-Up  Focus on general 
mathematical concepts not 
related to the primary 
instructional objective of 
the class period. 

 Warm-Up  Focus on general 
mathematical concepts not 
related to the instructional 
objectives of the class 
period.   

Review  Review solutions to 
homework assignment. 

 Review  Review solutions to 
homework assignment. 

Lesson Preview  Introduction of the 
instructional objective for 
the class period. 

 Launch   Introduction of a context 
for the instructional 
objective for the lesson. 

 Explore  Presentation of new 
mathematical concepts. 

Teach  Presentation of new 
mathematical concepts. 

 Share and 
Summarize  

A whole class discussion 
of student ideas and key 
mathematical ideas 
pertinent to the present 
lesson. 

Practice and 
Apply 

Students work 
independently or 
collectively to solve 
problems related to 
content taught during the 
class period.   

 Apply Students work 
independently or 
collectively to solve 
problems related to the 
lesson’s objective. 

Assessment  A measurement of 
students’ learning using 
test or a quiz. 

 Assessment A measurement of 
students’ learning using a 
test or quiz. 

Closure The wrapping up of the 
mathematical content in a 
lesson that can occur in 
various forms at the end 
of a class period. 

 Closure The wrapping up of the 
mathematical content in a 
lesson that can occur in 
various forms at the end of 
a class period. 

Non-
Instructional 

Activity not related to 
mathematics. 

 Non-
Instructional  

Activity not related to 
mathematics. 
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Figure 1.  Curriculum-specific and general codes. 
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Data Analysis  
Once lesson elements had been coded, for each class period observed, the number of 

minutes spent on each lesson element was recorded.  Then, using the total minutes for the class 
period, the percent of the time for each lesson element was calculated.  For each teacher, the 
percent of time for each lesson element was then averaged over all observed lessons.  These 
teacher averages were then used to calculate average percents of lesson elements for all teachers 
and groups of teachers separated by curriculum type and lesson format.  Differences between 
groups were analyzed through ANOVAs. 

 
 

Results 
 

Teachers’ use of time  
Table 2 depicts the distribution of time allocated to various lesson components for the 

entire teacher sample.  Although the largest portion of class time was devoted to Lesson 
Development (42.4%), this element nonetheless represents less than one-half of the time 
available to teachers.  Students spent nearly as much time on reviewing past mathematics content 
(16.3%) as they did practicing and applying what they had learned (19.4%).  A negligible 
amount of time was devoted to the introduction of the lesson (1.8%) and bringing closure to the 
lesson (0.5%).  Nearly one-third of class time was spent on mathematics content taught 
previously (Warm-Up plus Review) or on Non-Instructional activities.  It is worth noting that 
although only 3.4% of observed class time was allocated to assessments, teachers likely devote 
substantially more time to administering quizzes and tests, given the stipulation not to attend to 
these things on observation days.  Finally, a key finding is that relatively few teachers brought 
closure to the lesson at the end of the class period.  More specifically, the Closure code was 
assigned in only 8% of the class periods observed, an astonishingly low percentage given that 
closure was considered to be an essential element by authors of both textbook types.  Among 
teachers who did bring closure to lessons, they devoted approximately 6% of class time in doing 
so. 
 
Table 2 
Percentage of class time for all teachers 
 

Lesson Elements 
All Teachers 

n =109 
Warm-Up 7.4 
Review 16.3 
Introduction 1.8 
Lesson Development 42.4 
Practice & Apply 19.4 
Assess 3.4 
Closure 0.5 
Non-Instructional 8.9 
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Curriculum Type 

Table 3 displays the average percentages of a class period that mathematics teachers 
teaching the Integrated curriculum devoted to various lesson components.  Teachers of the 
Integrated curriculum spent the most time on the Explore lesson component and spent 
approximately equal portions of time on Review as was spent on Apply.  Collectively, these three 
components comprised approximately three-fourths of class time. 

 
Table 4 displays the average percentages of a class period allocated to various lesson 

elements by teachers teaching a Subject-Specific curriculum.  In this context, teachers allotted 
the greatest amount of time to the Teach component, followed by Practice & Apply, and then 
Review.  These three components together comprised more than three-fourths of class time.   

 
Comparing Table 3 with Table 4 shows how the time allocation decisions of the group of 

teachers teaching the Integrated curriculum compares with the decisions of the group of teachers 
teaching a Subject-Specific curriculum.  This comparison shows that the percentage of time 
teachers used for warm-up activities, review, assessment, non-instructional time, and closure 
were nearly identical for teachers across curriculum types.  However, opportunities for students 
to practice and apply mathematical concepts during a mathematics class period were 
significantly more likely to be provided in a Subject-Specific class period than in an Integrated 
class period (Practice & Apply vs. Apply, F = 6.09, p = .015).  In fact, teachers of the Subject-
Specific curricula spent better than 60% more time on practice activities than did teachers of the 
Integrated curriculum.  There was also a significant difference between the teachers of the two 
curriculum types on the amount of time allocated to lesson development (Teach vs. Explore + 
Share & Summarize, F = 6.98, p = .010).  Integrated teachers devoted almost one-half the class 
period to development (48.2%), which was substantially more than Subject-Specific teachers 
allocated (38.0%).  Thus the additional time teachers of Subject-Specific curricula devoted to 
practice came at the expense of lesson development with teachers of the Integrated curriculum 
devoting approximately 30% more time to introducing new mathematics material during the 
class period than did teachers of Subject-Specific curricula.    
 
Table 3  
Percentages of class time for teachers of the Integrated curriculum 
 

Lesson Elements 
Integrated Curriculum 

n =47 
Warm-Up 8.0  
Review 14.6  
Launch  2.3  
Explore 43.5  
Share & Summarize 4.6  
Apply  14.7  
Assess 2.5  
Closure 0.9  
Non-Instructional 8.9  
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Table 4 
Percentages of class time for teachers of Subject-Specific curricula 
 

Lesson Elements 
Subject-Specific Curricula 

n =62 
Warm-Up 6.9  
Review 17.5  
Lesson Preview 1.4  
Teach 38.0  
Practice & Apply 23.0  
Assess 4.2  
Closure 0.2  
Non-Instructional 8.8  
 
 
Class Period Format   
 To compare teaching in different class period formats codes were combined in the way 
previously described and as shown in Figure 1.  There were percentage similarities and 
differences across class formats relative to teachers’ use of class time.  Table 5 displays how 
time was used relative to the class formats of Regular, Block, and Modified Block.  We focus on 
similarities and differences between Regular and Block formats in order to answer the research 
questions of this study.   
 
Table 5 
Percentage of class time for three class period formats* 
 

Lesson Elements 

Regular 
Format 
n = 53 

Block 
Format 
n = 25  

Modified Block 
Format 
n = 31  

Warm-Up 6.8 5.6 10.1 
Review 15.5 18.9 15.4 
Introduction 2.1 1.0 1.7 
Lesson Development 45.0 40.5 39.1 
Practice & Apply 18.9 18.9 20.8 
Assess 2.4 4.7 4.2 
Closure 0.3 0.0 1.3 
Non-Instructional  8.9 10.5 7.5 
* percentages may not sum to 100% due to rounding 

 
 The amount of time teachers in Block and Regular class formats used for introducing the 
lesson (in the form of a Launch or a Lesson Preview) was remarkably similar.  Time spent on 
practicing and applying new concepts and skills was also similar in both formats.  Furthermore, 
the amount of time spent on non-instructional activities was relatively the same regardless of the 
type of class format.  The slight percentage difference in teachers’ time allocation for Warm-Up 
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activities was not statistically significant.  Additionally, although it appears that teachers of 
Regular class format allot more time for Development, and that teachers of Block format use  
more time for Review, these percentage differences are not statistically significant (p > .05).  At 
first glance, the table suggests that teachers of Block format allotted greater amounts of time for 
assessing and diagnosing students learning than did teachers of Regular format.  However, the 
difference observed in Assessment was not statistically significant.  Only a small amount of 
instructional time was allotted for the closure of the lesson, and this was true for teachers in both 
class formats.  The difference observed in the amount of time allotted for closure was not 
statistically significant (F = 3.98, p = .064).   

 
Discussion 

 
The results of our study indicate that in most US classroom warm-up activities, typically 

not directly related to the specific mathematics content of the lesson, and non-instructional 
activities amount to about 16% of class time.  Moreover, another 16% of time is spent in general 
review and in reviewing homework.  Therefore, collectively these results indicate that one third 
of available time is either spent on previously learned content or squandered altogether.  
Although these results are disheartening they are consistent with findings of previous studies.  
More specifically, we found that that 84% of available class time in mathematics at the 
secondary school level is used to foster mathematical learning by teaching new concepts, 
reinforcing previously learned concepts, or assessing students understanding of mathematical 
concepts.  Our results are within range of the lower limits of teachers reported use of time in the 
Weiss et al. (2003) study, and are within the upper range of the TIMSS findings (Mullis et al., 
2000).  Thus, despite a variety of reform initiatives in mathematics textbooks and class format, it 
appears that teachers’ use of class time has changed little in the past decade. 
 

Differences among teachers of each curriculum type suggest the possibility that the use of 
an integrated curriculum may be associated with differences in the way teachers use their class 
time.  Compared to teachers of Subject-Specific curricula, teachers of the Integrated curriculum 
spent significantly less time having students practice and apply during class, while spending 
more time having students explore and share results about new concepts.  However, the time 
spent on other lesson elements was remarkably similar across the two curriculum types.   
 
 The observed similarities between the use of time for Regular class format and Block 
class format did not support the findings of Veal and Flinders (2001), who suggested that Block 
format provided longer periods of time for the teaching of mathematics, that is for the 
development portion of the lesson.  In our study, the potential differences between Regular and 
Block class format for teachers’ allocation of time for development of students learning was not 
statistically significant.  We would argue that this refutes a common argument in support of 
block scheduling, that it allows teachers to conduct longer, more in-depth lessons, because 
teachers’ use of time for development of students mathematics learning was similar regardless of 
class format.   
  
 Additionally, teachers’ allocation of class time for warm-up activities, review, lesson 
introduction, practice and apply, assessment, and non-instructional activities did not statistically 
differ between class formats.  These observed similarities, and the insignificant differences 
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between class formats, suggest that the differences in teachers’ use of class time may not be due 
to class format but rather to the type of curriculum taught.   
 

The lack of teachers’ attention to lesson closure continues to be an issue of concern.  In 
this study, closure was defined “as the wrapping-up of the mathematical content at the end of a 
class period.” Closure can foster learning by assisting students in conceptualizing mathematical 
meaning and helping them make connections among the mathematical ideas that were addressed 
during the lesson (Stein, Engle, Smith, & Hughes, 2008).  It is unfortunate that so little time is 
spent on providing closure to lessons during a typical mathematics class period.  Efforts should 
be made to increase the amount of time devoted to closure during a mathematics class period and 
to the frequency with which teachers employ closure. 
 

Conclusion 
 

 Despite various reform initiatives in mathematics curricula and the popularity of the 
Block class format in many districts, it appears that few changes have occurred in U.S. 
mathematics teachers’ use of class time in relation to studies conducted in the latter part of the 
20th century.  The amount of time allocated to warm-up activities, the introduction of new 
mathematical concepts, closure, assessment and non-instructional activities were basically the 
same across curricula types.  However, there were noticeable differences in the amount of time 
used to introduce new mathematical ideas and the amount of time allotted for students to practice 
and apply.  In particular, teachers of the Integrated curriculum utilized more time to develop new 
mathematical ideas than teachers of Subject-Specific curricula, while teachers of Subject-
Specific curricula devoted more time to having students practice and apply. These observed 
differences suggest that the differences in teachers’ use of class time are related to the curriculum 
they teach.  Future investigations should consider the association between the allocation of 
instructional time and student achievement, as well as reexamine the impact of Block Format and 
Regular format on students learning with a larger sample of teachers of both types of curricula.   
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Abstract 

The field of education continues to see an underrepresentation of women as 

presidents of colleges and universities. Four women presidents of the Ivy League 

universities in 2007, an unprecedented number, distracts from the fact that women still 

lag behind in achieving the position of president at institutions of higher learning. 

Women continue to hold, disproportionate to men, fewer leadership positions in the 

workplace of today.  

It was the intent of this qualitative study to investigate the perceptions of women 

college presidents regarding the continuing underrepresentation of women in the college 

presidency; to identify the strengths and skills that allowed those women who serve as 

college presidents to attain those roles; to identify the challenges and barriers they 

overcame; and to determine how previous work/life experiences contribute to their 

authentic leadership roles. 

The study utilized the conceptual framework of Authentic Leadership Theory. 

Interviews were transcribed and analyzed and findings grouped into themes. In relation to 

the underrepresentation of women in the college presidency, the participants perceived 

multiple factors, as well as persistence in discrimination and gender influences, gender 
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inequity, and struggles for women to maintain work/life balance and suggested strategies 

to reverse the trend. Hard and practical skills, and people skills were revealed and 

strategies for aspiring college presidents to obtain them suggested. In relation to 

challenges and barriers, the perception and reality of the job as well as the personal and 

familial challenges that aspiring women leaders face were met with approaches and 

strategies to overcome them. Finally, in relation to their authentic leadership 

development, themes of personal life experience, work and professional experience and 

personal leadership style and substance were shared.  

The study found that intervention is required in order to address the lack of 

women (and minority) college presidents. Institutions must make a concerted effort to 

identify and recruit future leaders that better reflect the communities they serve. Routes to 

the college presidency must be examined and alternative backgrounds considered. The 

role of search committee needs to be investigated and reworked. The position of college 

president itself needs reconsideration as does the persistent stereotype of the (male) 

leader that fills it to be replaced by an authentic leader’s emphasis on fit with the 

institution, valuing people, sharing credit, and honing the leader/follower relationship and 

integrating one’s personal beliefs and values into the role of college president.  
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Building beginning teacher knowledge to support young writers’ development:  A 
professional learning community. 
 
Introduction 
 

Literacy is situated and located within particular times, spaces, and discourses 
(Barton, Hamilton, & Ivanic, 2000). Situated within the current context of accountability 
and reform, beginning teacher knowledge is limited and legitimated by dominant 
discourses. Teachers’ access to knowledge about teaching young writers may be 
problematized within such a context. Instructional practices are often driven by dominant 
discourses of their school context and may include negotiating mandated curriculum or 
scripted literacy programs. For example, teachers may be positioned as technicians who 
diagnose and remediate children’s writing development for skills mastery, rather than 
kidwatchers, mediators, culturally responsive mentors, or change agents (Wohlwend, 
2009). The purpose of this study is to make available to beginning teachers various 
discourses of writing that re-position them beyond technicians. These research questions 
were explored:  

a.  What are beginning teacher’s understandings of writing? 
b.  How are their views toward writing reflected in their pedagogy?  
The focus of this paper provides the theoretical perspectives that frame the study 

and reports on initial findings of beginning teacher perspectives of teaching writing.  
 
Discourse 

Discourse can be conceptualized as ways of structuring and organizing our 
interactions with the social world (Davies, 2003; St. Pierre, 2000; Weedon, 1997). People 
thus operate from, within, and through the discourses they employ. Multiple discourses 
reside alongside each other in social settings and may be compatible or conflicting.  

Discourses also operate from positions of power (Burchell, Gordon & Miller, 
1991; Gordon, 1980; Rabinow & Rose, 1994). According to Britzman, (2003, p. 39), “a 
discourse becomes powerful when it is institutionally sanctioned.” Discourses make 
particular practices possible and marginalize or silence others.  For example, teachers 
interact frequently with texts such as state writing standards or curriculum frameworks 
and school-level writing programs sanctioned by the institutions. Such resources promote 
particular discourses, which strongly influence how teachers function and develop young 
writers within their classrooms. 

Moreover, normative discourses operate as dominant discourses of power, which 
work to constitute a particular kind of teacher. Teachers have dealt with continual change 
and reform throughout the U. S. political and historical influence on education 
(Edmonson, 2004). The rhetoric and accompanying discourses, such as national goals, 
core values, and standards, have impacted teachers’ lives and associated teaching with 
emotional work (Hargreaves, 1994). Teachers have been repeatedly subjected to being 
told what to teach, how they can improve, and what student performance targets they 
need to hit, resulting in increased pressures and in some cases, teacher burnout 
(Hargreaves, 1994). Under the current regime of the No Child Left Behind Act, 

2010 HICE Proceedings - Page 2532



discourses of accountability used in policy documents position teachers as technicians 
who must produce students that can do well on annual tests. 

In such contexts of accountability and compliance, teachers are expected to obey 
mandates regarding what to teach and how to teach. With respect to teaching young 
writers, there is a heavy emphasis on teaching writing conventions as opposed to a more 
holistic perspective of ‘teach the writer, not the writing’ (Ray, 2004). 

 
Perspectives on Writing 
 

The development of young writers from a holistic perspective helps children 
understand writing as composition, or writing that begins with an idea a writer wants to 
communicate (Ray, 2004). Writers write about what they know (Horn & Giacobbe, 2007; 
Ray & Glover, 2008; Ray, 2004) and young children have ideas to share. Writing begins 
with the telling of their stories (Horn & Giacobbe, 2007). Teachers can observe, listen, 
and talk with children to help them see possibilities or think as writers (Horn & 
Giacobbe, 2007; Ray & Glover, 2008; Ray, 2004). Teachers can help foster the 
development of their ideas by helping young writers envision a ‘story’ or give them 
visions of what’s possible. Their writing can be supported through reading aloud a variety 
of texts and helping them notice what writers do (Ray & Glover, 2007; Ray, 2004). 
Nurturing the development of young writers and refining their abilities to communicate 
their ideas can be scaffolded through talking and drawing (Horn & Giacobbe, 2007; Ray 
& Glover, 2008; Ray, 2004).  

 Oftentimes, access to professional development options may be limited 
(MacGillivray, Ardell, Curwen, and Palma, 2004) within contexts of heavy accountability 
and compliance. Opportunities for professional development emphasize learning scripted 
writing curricula as opposed to fostering a sense of professionalism and helping teachers 
understand writing as composition. Thus, teachers seek out different knowledge 
communities when their cumulative knowledge and experiences are not legitimized 
within their workplace (Olson & Craig, 2001) and beginning teachers often do not have 
opportunities for professional development that might address these ideas about teaching 
young writers.  

 
Beginning teachers 
 
 Beginning teachers are often challenged by the many uncertain and ill-structured 
problems that characterize teaching (Helsing, 2007).  To encourage teacher development 
and increase retention, educators have turned to mentoring and induction programs that 
aim to provide new teachers with school-based teacher development.  However, it is 
often difficult to find effective teacher mentors and programs are challenged by the 
complicated task of matching beginning teachers and mentors.  In addition, it is 
sometimes a challenge for mentors to take mentoring beyond emotional support. 
Effective teacher mentors often offer advice at the beginning teachers’ level and make 
practical knowledge transferable through analyzing elements in the pattern of action and 
bring it to a general level, rather than offering advice based solely on personal 
experiences (Vonk, 1995). New teachers need appropriate interactions with their mentor, 
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which involve cycles of action, reflection, reflection and action, and using data to guide 
them (Bullough, Young, Hall, Draper, & Smith, 2008). Effective induction programs are 
characterized by partnership models, which emphasize consistency, continuity, and 
community (Moran, Abbot, and Clark, 2009).  
 For teachers situated in contexts of accountability and compliance, a teacher 
learning community outside of school can provide professional development. 
 
Teacher learning communities 

Teacher learning communities provide professional development for in-service 
teachers that promote reflection of their own teaching practices and increase pedagogical 
knowledge through social interaction and co-construction of knowledge (Cochran-Smith 
& Lytle, 1999; Lieberman & Miller, 2001; Putnam & Borko, 2000; Richardson & 
Placier, 2001, Van Sluys, 2007).  

One type of teacher learning community uses a study group model in which 
teachers voluntarily engage in pedagogical inquiry to increase professional knowledge 
and learn collaboratively how to improve teaching practices (Birchak, Connor, Crawford, 
Kahn, Kaser, Turner & Short, 1998). Such learning communities draw upon the synergy 
of individual members to work towards shared understandings, skills, and knowledge for 
shared purposes with a social plane (Kilpatrick, Barrett, & Jones, 2003).  

 Time is designated for collegial interaction that helps connect theory to practice 
through reflective dialogue and discussion helping to expand and construct professional 
knowledge (Clark, 2001; Cochran-Smith & Lytle, 1999; Florio-Ruane & Raphael, 2001; 
Putnam & Borko, 2000).  

 Professional knowledge is fostered through interactive dialogue around 
professional readings or classroom issues. Members may read professional literature 
and/or research to explore connections to, or challenges with their teaching practices 
(Lewison, M., Seely-Flint, A.,Van Sluys, K., & Henkin, R. (2002); Luna, C., Botelho, M. 
J., Fontaine, D., French, K., Iverson, K., & Matos, N. (2004). Classroom artifacts, such as 
student work, are sometimes shared for close examination and analysis that promotes 
next steps for instruction (Birchak et al., 1998).  

 Teacher learning communities provide a forum for teachers to articulate their 
thoughts and appropriate their ideas into the contexts of their teaching without judgment 
(Luna et al., 2004). Teacher voices are honored through flexible negotiation of agendas or 
discussion topics within these learning communities; hence, teachers have a voice in their 
professional development (Birchak et al., 1998; Cochran-Smith & Lytle, 1999).  

It is these understandings that underpin our study and focused the work of helping 
three beginning teachers through a professional development venue of a teacher learning 
community. 
  
Methodology 
 
Participant selection 
 

A few months after our graduates had left us from our Teacher Education 

2010 HICE Proceedings - Page 2534



Program, we had just arrived at a workshop when we heard a voice, “We miss you guys. . 
. I wish we could talk,” begged a first year teacher between sobs.  We learned about the 
seemingly endless list of challenges faced by new teachers – feelings of isolation, 
feelings of inferiority among seasoned teachers, unrealistic situations and expectations, 
pressures of accountability and compliance, learning the language of the school, lack of 
resources, classroom management issues, and breaking into the politics of the school.  
These challenges made us wonder how we could provide continued support for these new 
teachers. At the same time we were in the process of examining our literacy curriculum 
for areas of further development and noted the void in preparing our teacher candidates to 
teach writing. After receiving another panicked email from this beginning teacher and 
having lunch with two others, we decided to create a study group.  Our intentions were to 
renew their sense of professionalism, create a safe and supportive space for dialogue to 
occur, and engage in teacher talk around a meaningful topic, which builds their 
professional knowledge base.  In turn, we also hoped that their teaching experiences 
would help us improve our literacy curriculum at the university.   

After attending the National Council of Teachers of English (NCTE) annual 
conference, we were inspired by the work of Horn and Giacobbe (2007), and Ray (2008) 
and decided to pull from their work to guide our professional discussions.  We invited 
three beginning teachers who had recently graduated from our Teacher Education 
Program to voluntarily participate in this teacher study group along with us.  We agreed 
to meet monthly; read Talking, Drawing, Writing by Martha Horn and Mary Ellen 
Giacobbe; discuss the teachers’ challenges; and engage in professional dialogue.   During 
the first year, the study group sessions were loosely organized and conversations centered 
on issues related to challenges and talk about writing was often rushed.  During the 
second year, we structured the study group to provide a planned and organized agenda for 
each session.  

Study Group Process  

 Using what we knew about the characteristics of teacher learning communities 
that engaged in study to improve practices suggested by previous research, we negotiated 
dates, times and places to meet with the three teachers. The study group met monthly for 
approximately 1.5 to 2 hours at the university site to engage in conversation around 
professional readings launching the first year with Talking, Drawing, Writing (Horn & 
Giacobbe, 2007) and in the second year, Wondrous Words by Katie Wood Ray (1999) 
and Craft Lessons, by Ralph Fletcher and Joanne Portalupi (2007).  We initially 
determined the agenda, selected specific chapters for most of the study group meetings to 
provide a starting point for discussion (Birchak et al., 1998) and served as the group’s 
facilitators.  

 As facilitators, our role was to encourage and acknowledge each participant’s 
contribution, keep the discussion focused and flowing, being careful not to dominate the 
conversation (Birchak et al., 1998). During a typical meeting, the participants engaged 
with professional readings and discussed their reflections and responses to the theoretical 
perspectives covered in relation to their practices. They brought student writing to share 
that connected to their understandings about teaching writing. As facilitators, we modeled 
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a particular aspect of teaching craft and had the teachers examine and read a range of 
picture books or other texts that could be used as a model for teaching writing.  

 
Data sources 

In thinking through these teachers’ understandings about teaching young writers, 
we decided to use the following data sources: 1) transcripts of learning community 
conversations; 2) field notes; and 3) four [4] teacher written reflections to create multiple 
sources of data. We selected these particular data sources because we felt the transcripts 
of the learning community conversations and teacher reflections would best capture the 
actual language used by these teacher participants. We could then examine the discourses 
of writing or teaching writing that prevailed over the course of our study. The use of field 
notes allowed us to be responsive to the context and sensitive to nonverbal aspects 
(Merriam, 1998). The learning community conversations served as the primary data, but 
we also analyzed the multiple data sources to avoid an over-reliance on a particular 
source and to substantiate findings (Silverman, 2001). 

Data collection procedures 
 Initial data were collected over the course of five months to provide adequate time 
for collegial interaction, to connect theory to practice, and to expand and construct 
professional knowledge.  

Study group conversations 
 We decided to video study group meetings to enhance the audio clarity of the 
teacher conversations that would provide us with the capacity to accurately transcribe the 
session for discourse analysis. The audio provided a way to capture a verbatim record of 
what was said as well as the tone and use of language and meaning by the participants. 
Any irregularities were noted in field notes or researcher notes during transcription. We 
wanted to be sensitive to the information being gathered during data collection and paid 
attention to parts of the conversation that might inform us of the discourses made 
available to the teachers both within their school context and study group (Merriam, 
1998). Each tape was numbered, labeled, and dated. We notated the transcripts in 
consistent fashion by underlining words to indicate stressed intonation; capitalized words 
to indicate louder voice; used ellipses to indicate speaker did not complete thought; and 
inserted comments italicized in parentheses to indicate gestures or facial expression.   

Field notes  
 Knowing there would be a large amount of data collected via the study group 
conversations, we wanted to be sure to document or describe what was going on within 
the social context of the actual learning community, including the physical setting, 
participants’ overt and covert actions, and/or nonverbal behavior (Merriam, 1998). We 
employed the use of field notes to record our observations after each study group session.  

 Spradley (1980) cautioned that what the researcher sees or hears is automatically 
encoded in language with the use of field notes. The challenge of using field notes was 
writing in concrete terms, so as not to impose our own biases and to avoid jargon or 
generalizations (Spradley, 1980). Repeated viewing of the video-taped sessions helped to 
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clarify what we had heard or seen during the study group and later to select specific 
constructions of these teachers’ understandings about teaching young writers. 

Written reflections  
 We used written reflections as a means of enabling these teachers to share their 
thinking outside of the study group and to give them time for reflection, a practice that 
strengthened teacher learning communities (Birchak et al., 1998; Cochran-Smith & Lytle, 
1999). We offered them varying prompts with every study group meeting reflect on their 
learning such as, “What did you notice about your students when you practiced ‘reading 
like writers’?” 

 
Data Analysis 
 
 The purpose of this study is represented by the research questions, which guided 
our selection and representation of the data with respect to the discourses of writing and 
teaching writing that emerged within the study group. To reiterate, the research questions 
addressed in this study were:  
 

a.  What are beginning teacher’s understandings of writing? 
b.  How are their views toward writing reflected in their pedagogy?  

We prepared the data for analysis by immediately transcribing each study group 
session and wrote corresponding field notes. Baker (1997) argued that data collection, 
selection, and transcription are not neutral processes. The presentation of transcript 
material (speech and action) in words, in particular formats or layouts, and/or in 
illustrations is read as part of a larger text, depicting ideologies. Transcription therefore 
assigns a social, political, or moral order to the scene being transcribed. For instance, the 
visible arrangement of the transcript characters indicates cultural assumptions and 
implicit knowledge of social structure.  Familiarity with these teachers’ cultural speech 
patterns and intonations typical of the context, as well as the terminology used in their 
particular school context, was useful for deciding what data was representative to help 
answer our research questions. Our analysis of the data transcripts thus assigned a 
particular constructed meaning based on the discourses that prevailed within those 
particular moments or contexts. 

 As Gee (2005) suggested for beginning researchers, we picked out key words or 
phrases that seem to have situated meanings. Analysis was a continuous and recursive 
process. We reviewed the videos, re-read each study group transcript and looked for 
words or phrases that possibly reflected emerging ideas about teaching writing and how 
they mediated their students’ development. We noted these headings next to the 
words/phrases on the transcript so we could refer back to the context at a later reading. 
Sometimes we wrote in additional notes as possible connections to other study group 
meetings.   

 We looked for recurring discourses linked these teachers’ understandings about 
teaching writing and their positions that could possibly help answer our research 
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questions. These discourses were underpinned by their evolving understanding of 
teaching young writers.  

 
Findings 
 

Initial findings indicate beginning teachers’ perceptions of young writers focused 
primarily upon what the children cannot do and tasks that evaluate students in relation to 
school or state assessments. Through their talk, we discovered their writing perspectives 
centered on written conventions of language. At one of the initial study group meetings, 
although the kindergarten teacher’s goal was to “help students be more confident with 
their writing,” she talked about her instructional efforts in getting students to correctly 
spell sight words because many were “below benchmark.” These conventions served as 
tangible evidence upon which they felt the quality of their teaching was judged. The other 
primary grade teacher shared concerns with her students not being able to write a 
paragraph or produce a “whole page” of writing in getting them ready for the next grade. 
The sixth grade teacher explained that her students could write pages in their journals, but 
with little organization of thoughts. Further, she was bound by the school’s reading 
program to focus on forms of writing. She felt she needed to have a ‘recipe’ to teach 
writing. 

After having read Talking, Drawing, Writing by Horn and Giacobbe, we noticed 
all three teachers taking small steps to try new ideas. They began to talk about more of 
the crafting aspects of writing, such as “helping students match their pictures to their 
idea” or “organizing thoughts so there is a connection between ideas” or “adding details.” 
We then refocused our study group to help them learn to  ‘read like writers’ and asked 
them to practice finding “touchstone” books (Ray, 1999) that they could rely on to help 
their students in turn notice what writers do. We looked forward to hearing about their 
experiences, their reflections, and insights.   

Yet, at the next study group, as the conversations unfolded, the teachers vented 
their frustrations that over the past month they continually wrestled with more external 
influences. For example, there was still pressure from their peers within the grade level 
and from teachers of the next grade level to get students to meet benchmarks. 
Furthermore, an additional tension of “Furlough Fridays” was imposed upon the teachers 
in order to offset the state budget deficits. These furloughs took away seventeen days of 
instructional time from the school year. Teachers had to re-think their curriculum maps 
and pacing calendars. Two of the teachers worked in a school that used a reading 
program, with homogeneous grouping within structured time blocks for reading and 
math. Other core subjects and supplemental curricular resources were parceled out among 
the remaining daily time blocks. For the sixth grade teacher, a critical issue was finding 
adequate time to work with her students on reading like writers and helping them develop 
their craft. She had read about the importance of giving students time to write; yet these 
external constraints posed a frustrating dilemma for her. 

For the kindergarten teacher, although she was bound by the school’s reading 
program, she had more flexibility in carving out a writing block. She continued to teach 
lessons from Talking, Drawing, Writing. She shared her excitement in being able to start 
earlier with the students and received praise from others about her students’ writing. An 

2010 HICE Proceedings - Page 2538



interesting, note, however, was that it was not her grade level peers that praised her 
efforts, but writing resource teachers from outside the school. 

Despite these underlying tensions, the study group offered a place to validate the 
teachers’ efforts to teach writers as well as help them problem solve instructional 
challenges. Both teachers had not done their “homework” with respect to trying the ‘read 
like a writer’ approach with their students, but they had read the chapter from Wondrous 
Words. The sixth grade teacher shared that she had to dig deeper into the text to try and 
envision how she might teach an example of craft. She acknowledged that talking in the 
study group really helped her to connect what she knew, extend her thinking, and 
challenged her to pose more questions. However, having read the professional literature, 
it cemented her understanding. She noted, “Now I really understand it. I got it!” Through 
the dialogue, the sixth grade teacher was also able to think about how she might use an 
author’s work as a model for teaching students to write an autobiography by drawing 
upon their memories. From the lens of ‘reading like writers’, we looked at the work of 
Patricia Polacco and noticed how she drew upon her family memories to tell a story. 
Excitedly, the teacher began to construct her plan of how she would model ‘reading like a 
writer’ with one of Polacco’s books to get her students to flesh out their ideas. 
 The kindergarten teacher share that she really enjoyed reading Talking, Drawing, 
Writing because it provided her with specific lessons she could use with her 
kindergartners. She then noted that since her students ‘read pictures’, she could point out 
how the illustrator used character features to help the author tell the story. She could also 
work on helping students organize and sequence their ideas by noticing what the author 
did.  

Here in the study group, they had time and a space to talk about teaching and 
learning. For example, the teachers reflected that the instructional strategies they learned 
in the Teacher Education Program now made more sense to them—because they had 
experiences to help them understand how these strategies supported student learning. The 
teachers left the study group with renewed enthusiasm to try their ideas about writing and 
looked forward to sharing the students’ writings and/or drawings at the next meeting. 
 
Conclusion 
 

As researchers, we continue to examine the juxtaposition of discursive tensions 
that position the beginning teachers as technicians, alongside other discourses, which 
position them as mediators and culturally responsive mentors. We look for examples in 
the teachers’ talk and reflections that show how they look not only at the writing, but the 
writer and their thinking as active learners. 

Thus far, the study group appears to be a viable form of professional development 
that can provide beginning teachers a space to be professionals and gain pedagogical 
knowledge with respect to the teaching of writers, not only the conventions of writing. By 
providing a structure with continuity, professional dialogue, opportunity to learn new 
strategies, commitment to practice with their students, and the time/space to think about 
teaching/learning, the teachers are engaged in continuous cycles of action, reflection, 
reflection and action.  
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The study draws on data collected in 2007 utilizing D.Birman & J.E. 
Trickett 2001 Language, Identity,  Behavioral Acculturation Scale. 
Findings from this multidimensional measure of acculutration provides educators new 
insight into both American and Somali culture as it relates to psychological adaptation, 
peer interaction, school life, family and attitudes toward counseling.  
This study explores how acculturation is related to 62 Somali refugee adolescents'  
perceptions toward counseling in suburan Dekalb County Georgia. The existing paradign 
for refugee adolescents' lives vary in acculturative demands,and divergent patterns of 
acculturation that should be linked to adjustment in divergent life spheres. The study 
measures acculturation on a multidimensional continuum and assess acculturation to both 
American and Somali cultures, as it relates to psychological adjustment, peer relations, 
school life family and attitudes toward Western psychological counseling. Findings 
support the general ecological thesis that acculturation and attitudes toward counseling 
are significantly related. Acculturation to American culture predicted a less favorable 
attitude toward counseling and more positive relationship with American peers. 
Acculturation to Somali culture predicted perceived support from Somali peers. Other 
findings showed that the majority of the respondents ususally dicussed their emotional 
problems with their friends and more than half agreed that if they choose to consult with 
someone about their emotional problems, they would prefer to discuss it with a person 
who understands their culture. The major implication of the study is that with increased 
knowledge and understanding of the needs of Somali refugee adolescents, counselors, 
educators, social workers and administrators will be better prepared to develop 
indigenous psychological resources that emphasize an integrated and holistic approach.  
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ABSTRACT 

 

The purpose of this study was to assess the effectiveness of interventions based on health 

promotion theories in changing the recycling behavior of the targeted population. The study 

focused on the development and evaluation of innovative recycling education programs that 

address energy recovery, recycling, and waste management. This quasi-experimental study 

applied selected health promotion theories and models (Health Belief Model-[HBM] and 

Community Based Model- [CBM]) as an approach to motivate recycling behaviors augmented 

with GPS/GIS technology and to evaluate the impact of the applied approaches on recycling set-

out rates and participation.  

 

A total of 281 households from a Midwestern city participated in this study. Eighty –one 

participants were designated as control group, 102 households were designated as an intervention 

group where an HBM was applied, and 98 households as an intervention group where CBM was 

applied. The study was conducted over a period of six months.  

A Likert scaled questionnaire was used to collect data on recycling and environmental 

knowledge, skills, behavior, and attitudes. The other set of data was the weight of recyclables 

that was obtained at each participant’s curb four times over the six months period of 

interventions. 

 

Results indicated a significant increase in average set out rates among HBM participants (21.34 

lbs. pre-test to 59.3 lbs post-test) than CBM and control participants with an ANCOVA test 

indicating a significant difference between the groups during pre- and post-interventions (F (5, 

127) = 10.29, p = .0001).  Similarly, significant change in knowledge, desire to recycle and 

manage waste, and attitude shift were observed more among HBM participants than among 

control and CBM participants. 

 

It was concluded that HBM approach can be effective in motivating recycling more than CBM, 

however, CBM approach can be effective in changing behavior, attitude, and knowledge if used 

for a long period of time. More resources and time have to be invested when applying the CBM 

approach. 
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Abstract: 
Educators can develop new approaches to affect people’s consciousness and increase 
awareness about the environment. This can be done using activities that involve music, 
visual art, poetry, storytelling, and other conventional art methods. However, because 
technology and new forms of media play a significant role in the lives of the younger 
generation, it is critical that educators learn how to go beyond traditional art methods and 
begin to integrate contemporary technology in their curricula.  
 
One method is through altered bookmaking. Altered bookmaking is a way to transform 
old or discarded books into journals and scrapbooks by using only recycled materials. 
Because of the amount of creative freedom offered, teachers of any subject can easily use 
this method. This presentation will demonstrate not only examples of altered books by 
graduate students (who are teachers or teachers-in-training), but also how these students 
applied this method in their own K-12 classrooms successfully.  
 
Another method is through the media art remix, which is a work of art in which an 
original image is transformed into a new image. The goal of this project is to deliver an 
idea by exploring the meaning of the transformation that occurred between the original 
image and the new image. This presentation will explain how these projects can be 
carried out, discuss their significance, and share examples of media art remixes that were 
created by the graduate students.  
 
The other method is the in-camera edit project, which is a method of creating a video that 
does not require an editing process or an editing program. This will involve a discussion 
on how to develop a storyboard and how to post these videos on YouTube, or other video 
hosting websites, in order to reach a broader audience. Various examples will be shared 
here as well.  
 
The presentation will culminate in a demonstration of a class blog through which students 
can share their projects with the virtual world. As a whole, the presentation will introduce 
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various ways to use creative methods to engage in social justice and social action in the 
classroom setting of the twenty-first century. Teachers will find that these projects that 
utilize new media and technology are effective in encouraging social action.  
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Abstract 
 
Feeling safe is a prerequisite to learning.  Unfortunately, many educational and classroom 
policies and procedures employ punitive or coercive practices. Zero-tolerance initiatives and 
compliant or coercive management methods dehumanize children and incite rebellion and 
retributive behavior (Brendtro, 2008). 
 
Several significant investigatory studies released since January, 2009 document alarming rates 
and unacceptable practices of restraint and seclusion abuse in our nation's schools. Children 
reported most often victimized are those with disabilities and students exhibiting troubled 
behavior (USGAO, 2009). The physical, psychological, emotional and social trauma resulting 
from these human rights violations have sustained detrimental and far reaching effects (NDRN, 
2009).  
 
A review of federal and state regulations found no federal law that restricts the use of restraint or 
seclusion in public or private schools (USGAO, 2009). The existence and degree of individual 
state regulatory practices concerning restraint and seclusion use varies, and 41% of states are 
void of laws governing the application of these practices. Of the states with regulations, only 
45% recommend or require parent notification when these incidents occur. Astonishingly, almost 
90% of all states continue to permit the use of prone restraint, a practice that has been shown to 
be a leading contributory factor to restraint-related death. Finally, the findings also indicated 
training for school administration, teachers, paraprofessionals and ancillary educational staff to 
safely and effectively manage disruptive student behavior was either limited or non-existent 
(NDRN, 2009; USGAO, 2009). 
 
These findings were the genesis for a call for action: federal, state and legislation reforms 
banning the use of seclusion, prone restraints, and any other action that can lead to suffocation; 
provision of restraint training for professionals who, under specified circumstances, may need to 
apply an approved restraint to ensure safety.  Legislators and other child protection advocacy 
organizations are looking for affirmation and enforcement of the Individuals with Disabilities 
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Education Act (IDEA), No Child Left Behind (NCLB), and Substance Abuse and Mental Health 
Administration (SAMHSA) legislations requiring schools to use and train staff in Positive 
Behavior Intervention Supports (PBIS) and similar best practice systems. (NDRN, 2009). 
  
The Mandt System® developed and has practiced PBIS-based programs since 1975. The 
organization is committed to partnering with school personnel in creating cultures and 
educational communities that promote safety. We understand the process involves more that just 
physical security: it includes relational, emotional and psycho-social facets as well. Safety is 
conveyed through respectful school policies and classroom management practices. Building 
positive and respectful relationships, staff-to-staff and staff-to-student, forms the foundation for 
creating safe and inviting school cultures. School personnel can significantly increase the quality 
of instructional outcomes by developing trusting relationships with students, and facilitate 
learning by empowering students to become responsible, accountable stakeholders in their own 
behavior and education. Proactive, positive learning environments, where students value and are 
active participants in learning are less likely to encounter incidents of disruptive student 
behavior.  The Violence in U.S. Public Schools: 2000 School Survey on Crime and Safety 
reported schools where students perceived academics as important experienced fewer incidents 
of violence (Miller & Chandler, 2005).  
 
As a result of participating in this Classroom Culture Change interactive workshop, teachers, 
administrators, paraprofessionals and other educational system personnel will have an 
opportunity to: 
 

 Examine the elements necessary to create safe learning environments 
 Discuss why coercion, compliance, and restraint are counterproductive  
 Explore PBIS instructional strategies that promote restorative discipline for positive, 

strength-based, engaged, and responsible student behavior 
 Obtain additional resource information 

 
Dr. Karen Heller is an international presenter, trainer, consultant, and member of the National 
Training Faculty of The Mandt System®. Having earned a Doctorate in Organizational 
Leadership and Conflict Management and a Masters of Arts in Deafness Rehabilitation 
Counseling and Educational Program Administration, Karen has over 29 years of special 
education classroom teaching, administrative, and personnel training experience in K-12 public, 
postsecondary, and human service/mental health settings. Her teaching experience encompasses 
working with a broad array of individuals with disabilities including hearing impaired, visually 
impaired, deaf/blind, behavior challenged, learning disabled, and individuals with autism 
spectrum disorders.  As a trainer in the Special Education Student Services Division of one of the 
largest school district in the nation, over a 5-year period, Dr. Heller presented to and trained 
thousands of administrators, teachers, paraprofessionals and support staff in PBIS programs, 
including The Mandt System®. 
 
A former college Assistant Vice President, Disability Services Program Director, Adjunct 
Assistant Professor and four time invited presenter to the International Conference on Social 
Tolerance and Civility in Russia, Dr. Heller has taught undergraduate courses in Deafness as 
well as Sign Language and Interpreting. Karen guest lectures to graduate and doctoral degree 
candidates, university faculty, and pre-service teacher candidates on positive behavior 
management, conflict resolution, tolerance, and civility in the United States, Norway and Russia. 
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She has also presented various PBIS initiatives to government, organizational, and social service 
agency personnel in the United States, Sweden, Norway, Poland, Russia and Canada.  
 
Dr. Heller has been certified as a Mandt trainer since 1998. She joined the Mandt System® staff 
as a consultant and international faculty trainer in 2007.  Her primary responsibilities include 
program development, conducting training for the Mandt for Educational Administrators, PBIS 
Classroom Culture Change, and Mandt for Managers programs, as well as organizational 
consultation. Dr. Heller also provides case consultations and expert testimony for educational 
due process hearings relating to restraint use and The Mandt System®. 
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ABSTRACT 
 

 
Teenage pregnancy is one of the major problems in society. The effects of this 

phenomenon are really serious. Many families get used to meet these events, and they 
can learn to achieve maximum potential. The purpose of this study was to gain an 
understanding of the caring study meanings and supporting of pregnant teenage 
families. Qualitative approach with hermeneutic phenomenology technique was used in 
the study. The key informants consisted of two groups:  

The data collections and instruments used were a tape recorder, a camera, 
personal documents, field notes, in-depth interview, a survey form concerning buildings 
and an observation form on supporting process. The method described by Miles & 
Huberman was employed to analyze the data.  

The major findings of the research were as follows: 
1. Emotional support, it can be seen the feeling of those concerned. This is the 

feeling from the parents have interactions to ones. 
2. Teaching of mother role, it was found that teaching of mother for staying 

with the mother role can help the teen ages to show that they are the good 
mom. 

3. Positive thinking refer to teen age’s experiences when have become a 
pregnant teenage that make her feel different about herself from before. 

4. Worth someone’s while, there has been finding of expectation towards 
pregnant teen ages which is the determination or need to see them to be able 
to conduct lives peacefully. 

 
 The finding provided understanding of the several supporting of Teenage 
pregnant families. These will benefit the teaching - learning management in mother and 
children nursing. In addition, the families had concerned were very proud and happy to 
see that these teenage mom had development in certain skills and had adapt themselves 
better to stay in the society. 
 
 
 
 
 
 
 
Key words: Families’ support, teenage pregnancy, phenomenology 
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Introduction 
 Now the data about teenage pregnancy become an essential focus for the care 
providing in many countries. In the USA, pregnancy rates remain at 52 births per 1000 
girls aged between 15 and 19 years. In The United Kingdom, the rate of teenage 
pregnancy of 30 births per 1000 girls is one of the highest in Europe (Kirby 1999, 
Kmietowicz 2002, Woo and Tainn 2004). Furthermore, in the world’s 28 richest 
nations, 1-25 million young women between the ages of 15-19 years become pregnant, 
and 750,000 of these decided to keep and raise their babies (UNICEF 2001). The 
dominant perspective of adolescent mothering is that of a massive social problem. 
(Lesser & Escoto-Lloyd 1999) In Thailand, the agenda for considering strategies to 
prevent unplanned pregnancies and meet the perceived health needs of pregnant 
adolescents.  

Teenage pregnancy is one of the major problems in society. The outcomes of 
teenage pregnancy have been associated with risks such as obstetric complications, poor 
nutrition and depression, educational risks such as a school dropout and socio-economic 
risks including reduce employment opportunities. The effects of this phenomenon are 
really serious. Many families get used to meet these events, and they could learn to 
achieve maximum potential. Family as a small social system made up of individuals 
related to each other by reason of strong reciprocal affections and loyalties, and 
comprising a permanent household or cluster households that persist over years and 
decades. Family’s member can help them to decision making and can do something 
well. Given that relatively little is known about the successes of   pregnant teen ages is 
carrying for themselves.  

 
 
The study 
Aims 
The aim of this study was to identify the supporting of pregnant teenage families in 
Thailand. It was anticipated that the findings would contribute to an understanding of 
the provision for teenage mom. 
 
Design  
The approach of Hermeneutic phenomenology based on the philosophical views of 
Heidegger was used as framework. The basic principle of phenomenology is that reality 
is subjective and can be understand people the way things appear to them, from their 
own ‘phenomenal world’ (Paterson&Zderad 1976). The phenomenal field is the 
individual’s; group’s frame of reference and phenomenology acknowledge that each 
individual’s experience is unique. Phenomenology’s orientation is concrete experience 
and to the persons in relationship with others (embodiment, holism, intersubjectivity, 
and the life- world and practices (contextually and shared history), and to the intent to 
understand the meaning of the person’s experience. (Benner 1994).  
 
Key Informants  
The key informants consisted of two groups as follows: the first group is 10 member of 
teenage moms’ family that can provide beneficial information and willing to cooperate 
in telling stories of one’s own. The second group, 12 teenage moms from Kanchanaburi 
Province, Thailand. The old was between 15 and 19 years with a mean age of 17 years 
were recruited. The key informants must be willing to cooperate and provide information in 
this research. 
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The process of subject’s recruitment    
All participants were recruited though the nurses that takes care of them in the clinic. 
The first meeting was held at a private location or by talking via telephone to determine 
their potential for this study. A brief summary of the study and the right to refuse to 
participate or to withdraw were explained to each participant. They were assured that 
their names would be held in confidence and their identities would not be revealed. 
 
Data collection  
The empirical study was designed as an interview study with an interview guide used 
solely to remind the interviewer to ask about certain issue. The Interview schedule was 
developed from a review of the literature and includes topics on families supporting. In-
depth interview were held with the participants between February and June 2009. 
Throughout each interview, each participant was encouraged to tell and share their 
story. The open-ended question for pregnant teenagers, “How do you feel about your 
pregnant?” was asked. And the question, “How do you support your pregnant baby?” 
was asked for member of teenage moms’ family. The participants’ responses 
determined the next questions. The total time for the interviews was between half an 
hour and one hour. The interviews were carried out in an informal atmosphere and 
conversational style so that the pregnant teenagers felt free to talk spontaneously about 
themselves. The tape-recorded interviews were transcribed verbatim by the researcher 
to create the text for analysis. When the interview was finished the pregnant teenagers 
and the researcher talked about and reflected on the conversation. The second interview 
was held to verify the data from the first interview and to gain additional data that the 
participants volunteered.  
 
Trustworthiness  
Several measures were used to ensure the trustworthiness of the interpretation in this 
study, including credibility, transferability, dependability, and conformability 
 Credibility: Qualitative Research is credibility when it shows such faithful 
descriptions or interpretations of a human experience that the individuals having that 
experience would immediately recognize it as their own. The methods in this study 
were as follows: Triangulation of various sources of data, such as interview, 
observation, and field notes were used to gain credible data. Member checking was 
done. The researcher brought the results to all participants to invite them to review 
results for validation. 
  Transferability: The researcher can only provide the thick description necessary 
to enable others to reach a conclusion about whether transfer of results is possible. To 
support transferability in this study, the researcher explicated the setting, sampling 
techniques, sample characteristics. 

Dependability: A study and its results have dependability when another 
researcher can transparently pursue the decision trail used by the researcher. The 
researcher experienced in qualitative research reviewed the audiotapes, translation, data 
analysis process, and results. To support dependability, details of data collection and 
analysis are provided in this report. 

Conformability: Conformability is the criterion of neutrality in qualitative 
research regarding the results themselves. The professor’s review, or audit, of all 
materials from interviews, observation, and field notes, and data analysis supported 
conformability. 
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Ethical considerations  
During the research process, informed consent was obtained from all participants, in the 
form of written consent. All were willing to participate and were notified that they had 
the right to withdraw from the research at any time. The researcher transcribed all tape 
recorded interviews, they were erased after completion of the study, and all written 
transcripts had code numbers instead of real names. 
 
Data analysis  
The purpose of data analysis with a phenomenological approach is to understand a 
human being’s lived experience (Bogdan&Biklen 2003). The completeness of all 
transcripts was verified by repeatedly listening to each tape. The practical work with the 
data was mostly influenced by Miles & Huberman (1994). A code was assigned to each 
participant to ensure confidentiality. Following transcription and translation of the 
interview data, the data displayed and analysed using the matrix system. This method 
led to a final matrix with four categories and sub- categories (see Table 1) 
 
Table 1   Categories and sub- categories demonstrating the families supporting of 
pregnant adolescents.  
 

Categories Sub- categories 
Emotional support Giving encouragement 
 The obtaining of guidance 
Teaching of mother role Role model 
Positive thinking Love 
Worth someone’s while Reassurance of worth 

 
 
Finding 
 All participants were pregnant teenagers. The stage of pregnancy ranged from 
24 to 30 weeks of gestation. Their ages ranged from 15 to 19 years with a mean age of 
17 years, nine participants below this age had already left school to conceal their 
pregnancy. All participants came from lower socio-economic groups. Seven of the 
participants stayed with their husbands’ parents. All participants’ parents had 
experienced some marital. Four common categories the families’ supporting of pregnant 
teenager in Thailand were identified:  1) Emotional support 2) Teaching of mother role 
3) Positive thinking 4) Worth someone’s while 
 
Emotional support 
The supporting of families for emotion of the pregnant teenagers was the first category 
to emerge from data. Within this category two subcategories were identified. The first 
subcategory was giving encouragement of the families. And the second was the 
obtaining of guidance of the families to the pregnant teenagers. The families’ reaction to 
their pregnancy was accept and had given encouragement. It can be seen the feeling of 
those concerned. This is the feeling from the parents have interactions to ones: one 
pregnant adolescent stated, 
…. I perceived about caring with love and a sense of obligation from my family. 
Everyone had shown me worried about my pregnancy. I felt safety and warm. Now and 
next time I will survive because of their supporting…..   
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And another pregnant teenager stated, 
.. I felt so good because my mother encouraged with me and warned that don’t work 
hard. She always asks about my pregnant and talked me to take a tonic. I was secure. 
While the demeanor of the family member make a pregnant teenage to feel good. 
…When my husband knew that I was pregnancy. He excited and then takes care me 
continue. I was happy and very well….  
The obtaining of guidance from the parents helps their daughter to care the pregnancy. 
Another pregnant teenager stated, 
…My mom often talked with me to eat milk because of my pregnant progress. In 
addition, she cooks some chicken soup and brought it to me by herself…. 
One pregnant teenager thought about suicidal but she past the bad time because of her 
mother encouraged. She stated, 
..Sometime I thought about suicide. But I received encourage from my parents that 
hadn’t from my lover. The first I wanted to abort but my parent forbid because of the 
sin. I realized that ought to keep child and take care him well. 
Data relate to concept that Intangible support is the feeling and action about love, 
warming, relationship and the closeness of the families’ member. In addition. They can 
support pregnant adolescents to give their some money or describe about health 
education or more informants. 
 
Teaching of mother role 
It was found that teaching of mother for staying with the mother role can help the teen 
ages to show that they are the good mom. When they knew that became pregnancy. 
They thought that would be good mom as their mother. 
… He was born from me. I must support him well. Didn’t harm or aborted, someone 
took a poison medicine because of the malign. But I didn’t because my mother didn’t 
with me but she supported me very well. So I thought I would do everything with my 
baby. It was hard to talk about my mother good things. But everything she did I would 
do the same… 
One pregnant teenager stated, 
..When I knew that I was a pregnancy. My mother didn’t reprimand but she always talks 
with me rotationally. I thought I would do that good model with my baby… 
Perceiving by herself that they were a part of social and shown role properly, 
responsibility, performance, action about mother role. It promoted pregnant teenagers to 
show that they are the good mom in the feature. 
 
Positive thinking  
This good thinking refer to adolescents’ experiences when have become a pregnant 
teenager that make her feel different about herself from before. All of their feeling came 
from love. 
…Although the pregnancy was difficult. But when I thought I would be a good mom in 
the future. I felt happy. I would try to be it for my parents and my baby that I loved… 
One pregnant teenager stated, 
…Formerly I was alone. I was extravagant with money. But now I must keep some 
money for my baby. I would pay money for his study. He would grow so I must 
economize… 
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Another pregnant teenager stated, 
..My mom was busy but she called up me and asked for my symptom. I didn’t talk about 
my illness with her because didn’t her worry about it. But she could acknowledge it by 
her sense. Now I had known my mom love me as if I love my baby. 
The first one pregnant adolescent thought about abort because she divorce with her 
lover. She hadn’t obligation. But this time she did not think about that. She said, 
..Sometime I was happy and sometime I was sad. I and my lover divorced and I 
disgraced about my pregnancy. I confused and afraid that my baby was illegitimate 
child. But now I intend to support him with love by myself.  
While one pregnant adolescent would grope abdomen and talked with her baby 
everyday. She wanted to see her quickly. All of data had shown this good thinking come 
from actually love with him or her. 
 
Worth someone’s while 
There has been finding of expectation towards pregnant teen ages that is the 
determination or need to see them to be able to conduct lives peacefully. When a 
pregnant teenager felt unhappy she would release tension and consult with her parent 
that they pleased to always help her. The pregnant teenagers perceived worthy them 
when they would be mom. One pregnant teenager stated, 
..I thought that I would be stay for my baby and husband. Now I was elder and to be 
responsible. I must prepare myself for take care my baby. It was a good time for me and 
my family….   
A husband of pregnant teenager had shown worthy to his lover. He stated, 
..I went to hospital for follow up with her (meaning: his wife) every time. I worried 
about car accident. I cared her and child and often talked about her rest. I wanted her 
to be convenient. 
And one pregnant adolescent started to plan a good project for your family in the future. 
She stated, 
..My life was changed. Before I paid money waste. But now I save little by little. I 
thought that I would build a new house and invested to do paddy farming. I would do 
many something. I was able to do for my child… 
Building reassurance of worth relate to a feeling that help a pregnant adolescent well. It 
could receive it by themselves or their families. That mind intent to married life that 
features parents and child. 
  
Discussion 
The finding provided understanding of supporting of families develop patterns of 
problem-solving and decision-making involving health matters that are reflected in their 
lifestyle patterns. The important of families’ supporting is understanding and good 
action that a family has shown about their concerning, acceptance of a situation about 
pregnancy, and given encouragement to their child. After age 14, decision-making and 
reasoning are as mature as in adulthood, if situation is one where the adolescent has 
experience (Kuhn et al.1988). This situation that emerged in adolescences can help them 
to develop thinking and cognitive. However, there is growth in knowledge during 
adolescence, the spontaneous use of cognitive strategies, independence of thought and 
emotional investment in abstract ideas. (Keating & Sasse 1996). The findings highlight 
the need for further research with other groups of whom it may concern to examine the 
extent to which the needs of the teenagers concur, the need for nurses, when caring out 
health assessments, and for teachers when explore teenagers’ attitudes and beliefs about 
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their perception of their responsibility for their sexual behavior. In addition, culturally 
sensitive health assessments to identify the health needs of pregnant Thai teenagers, to 
explore the perception of lack of control over the tradition. 
 
Limitations 
It is important to acknowledge the limitations of this study. The data were generated 
from nurse in ante natal care unit with specific characteristics that may not reflect those 
of other pregnant adolescents in Thailand. This may have influenced the range of 
experiences presented by the participants. Secondly, it was an interview of pregnant 
adolescents and families that accepted about the pregnancy and intended to clinic. 
 
Conclusions 
This study was undertaken to describe experience life of a small sample of Thai 
pregnant adolescents. An important finding to emerge is that despite the different 
culture context of the setting. The finding provided understanding of supporting of 
member in pregnant teenage families. These will benefit the teaching- learning 
management, encouraging the mother role development, and health promoting. First, 
the teaching - learning management of education. Teachers adapted their teaching 
process to suit the students’ interest by encouraging them to have more participation, 
showing idea about pregnant adolescents, and contribute to an understanding of health 
education needs of adolescents. Second, encouraging of the mother role development 
for pregnant adolescents. Families and pregnant adolescents share responsibility for 
carrying out self care activities. Furthermore they can receive adequate knowledge and 
resources to bring about maintain living conditions to support life processes. Finally, 
health promoting. The families and nurses should to ensure that Thai adolescents have 
access to knowledge about sexual health and the need for culturally appropriate 
contraceptive services is also identified. 
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Objectives of Proposed Discussion 
 

Evolving from Facebook and MySpace as well as the early online communications, 

Anonymous Confession Boards (ACBs) present a new set of challenges not yet seen by colleges 

and universities. These websites provide college students an anonymous means to post opinions 

and ideas about topics such as politics, campus life, sexuality, or religion (Juicy Campus, 2008). 

One such board, according to its mission statement, asserts: “The College ACB or College 

Anonymous Confession Board seeks to give students a place to vent, rant, and talk to college 

peers in an environment free from social constraints and about subjects that might otherwise be 

taboo." (College ACB, 2009, para. 2). While established to offer a venue of free speech for 

students, ACBs have also exposed the darker side of anonymous, online communication with 

some malicious postings specifically targeting students, faculty, and administrators from college 

and university campuses (Rumors Fly, 2008). Created with the intent of providing a forum for 

open and honest communication, the actual content has generated vicious and hurtful comments 

about students (e.g. “Who deserved to be raped”, “Who is the biggest campus slut”, “Who needs 

rehab”, etc.) using names and identifying locations in the postings (Juicy Anti Social, 2008; 

Bulger, 2008; Hornbeck II, 2009). Already suspected as a contributing factor in a student suicide 

and serving as a medium to out gay students without their consent, ACBs create moral and legal 
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questions for students and university administrators alike (Juicy Campus, 2008). These college 

boards, although requiring student status for participation, are not affiliated with any of the 

higher education institutions in which students are enrolled. Some ACB sites welcome students 

from over 50 different institutions across the country including Tufts University, Bryn Mawr 

College, Johns Hopkins University, Stanford, Penn State University, Pepperdine University, and 

Tulane University to name just a few. 

The intent of this presentation is to extend the preliminary stages of a national research 

study of ACBs and the implications of such user-driven, micro-gossip sites for colleges and 

universities. This discussion will serve to inform participants by presenting the history, 

philosophy, and characteristics of ACBs, discussing technology issues including security and 

anonymity, examining the nature of communication (occurrence and content), exploring how the 

potential campus implications from ACBs differ from other media such as Facebook, MySpace, 

RateMyProfessors, and YouTube, and analyzing the legal, moral and ethical implications and 

responsibilities all key campus players. Because ACBs are a fairly recent phenomenon launched 

aggressively in the past 18-24 months, research is lacking and the implications for institutions 

remain unseen. Participants will investigate ways that students, faculty, and administrators can 

partner in creating environments that develop compassionate and responsible users of 

technology. Participants will discuss potential implications and challenges created by these new 

ACBs and work together to develop strategies for success in both the co-curricular and academic 

environments. Information presented and generated will be used as I develop a survey to 

administer to directors of student judicial affairs nationwide to determine the nature and extent of 

ACB student misconduct, whether illegal or a violation of campus standards. Through an open 

2010 HICE Proceedings - Page 2559



discussion with participants, I seek to facilitate discussion and explore the implications drawn 

from the preliminary research.  

Perspectives or Conceptual/Theoretical Frameworks 

Thelin (2004) and other higher education historians have described the significant 

influence of mass media on the evolution of campus culture, the public perception of academic 

life, and the acuity of faculty and administrators. ACBs are the latest mass media phenomenon to 

hit college campuses. 

Issues of free speech, libel, and liability surround these boards. Because ACB creators are 

provided immunity from libel by Section 230 of the Communications Decency Act of 1996 (the 

common name for Title V of the Telecommunications Act of 1996) which states “No provider or 

user of an interactive computer service shall be treated as the publisher or speaker of any 

information provided by another information content provider”, culpability for harmful content 

and postings is at issue. Site creators claim no responsibility under Section 230 since the content 

on confession boards is generated by higher education students, not the website creator. 

Additionally, student postings remain anonymous and cannot be traced on most sites, so the 

initiator of the comments often cannot be identified or held accountable. Higher education 

institutions, while technically a third party, may bear some culpability because they supply the 

students who participate in the ACB activity (either as developers or users), may provide the 

computers and servers which are used in student ACB participation, and provide the university 

ID required to authenticate student status to enable students to log into college ACBs. While 

there have been attempts to hold website creators responsible citing consumer fraud (Young, 

2008a), this is a recent challenge yet unproven. 

Related Data/Evidence/Resources 
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Findings from preliminary research revealed the nature of ACBs and indicate that student 

use of ACBs is increasing. Also changing is the content on boards and the new ways students 

choose to use these boards for communication and information. The increase in ACB use and the 

varied ways in which messages are crafted and posted suggests these boards will become more 

pervasive in a student’s higher education experience and bear scholarly investigation. An 

important component of this ongoing research is to contemplate the impact on colleges and 

universities and those students, faculty, and administrators within. 

Conclusions and Implications 

This study seeks to contribute to an emerging area of research that has the potential to 

affect the entire college and university experience. Participation in ACBs has already an impact 

on students, faculty, and administration. While previous research focused on the implications of 

online student sites such as Facebook and MySpace, the implications of these recent ACBs 

remain unseen because many were launched within the last two years and the impact is yet 

unclear. Since the presence of ACBs can literally be a life or death influence on college and 

university campuses, it is essential that this current research be continued and new research be 

performed to contribute to the knowledge base in this developing area of study. Introducing this 

preliminary research to higher education scholars and practitioners and generating contributions 

from the discussion will ensure that include varied perspectives are incorporated in further 

planned research efforts. 

Strategies to Facilitate Discussion 

Discussion will be very informative and interactive. A brief overview and the research 

and theory informing this study will be presented. The remaining time will be used for group 

conversation about participant experiences, perceptions, and scholarly analysis regarding ACBs. 
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Used as a guide for discussion, the research questions for study include:  

1) What are the potential implications of anonymous confession boards (ACBs) for the 

college and university experience? 

2) How might the implications of such sites impact the work of university administrators 

(e.g., student affairs professionals) and their relationship with students? 

3) How can administrators and faculty work with students to be compassionate and 

responsible lifelong learners and users of information technology? Specifically, how can 

students participating in ACB dialogue appreciate the responsibility of their actions and 

the implications their participation might have? 

4) What, if any, is the responsibility of administrators, student affairs professionals, and 

faculty in regard to ACBs? 

The objectives of this session are to: 

1. Discuss the history, philosophy, and characteristics of ACBs. 

2. Examine the nature of communication on ACBs (occurrence and content). 

3. Introduce technology issues including security and anonymity. 

4. Describe potential implications and challenges of ACBs for colleges and universities and 

how they differ from those of other media such as Facebook, MySpace, RateMyProfessors, 

and YouTube. 

5. Identify legal, community, and ethical implications and responsibilities of higher education 

administrators and students to inform their involvement with ACBs. 

6. Investigate ways administrators, faculty, and students can partner in creating environments 

that develop compassionate and responsible users of technology. 
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7. Develop strategies for success in both curricular and co-curricular environments which can 

be applied institutionally. 

The intended outcomes are that participants will: 

• Recognize the history and characteristics of ACBs. 

• Gain insight about how the implications of ACBs differ from those created by other 

websites such as Facebook or MySpace. 

• Discuss the responsibilities of administrators, student affairs professionals, faculty, and 

students to determine whether they should be involved with ACBs. 

• Determine ways faculty and administrators can partner in creating environments that 

encourage students to be compassionate and responsible users of technology. 

Significance of Topic 

ACB websites provide an anonymous opportunity for higher education students to post 

opinions and ideas on countless topics, offering an online forum for innovative, protected, and 

inspiring discussion. In contrast to the opportunities for positive dialogue however, postings 

generated and the spirit of content posted on these boards have often resembled those typically 

found on a bathroom wall. Harmful, malicious conversations appeared, protected by a cloak of 

anonymity. The large number of ACBs currently available to colleges and universities and the 

popularity of these boards, coupled with the ongoing student interest in technology, suggest that 

more institutions will soon be involved in this form of electronic communication and discourse. 

As more students log on and are engaged in the dialogue, new legal questions and campus 

standards issues for higher education administrators will emerge. 

Several important factors specific to students contribute to the significance of the ACB 

discussion. First, ACB participation creates the opportunity for discussion postings to transform 
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open, productive discussions to malicious banter, unchecked by the website creator. This lack of 

content monitoring allows untruthful and malevolent dialogue to develop and can seriously 

damage a student. Second, student participation often occurs without the realization that it could 

invite an attack on the student contributor. The veil of anonymity allows for electronic assaults 

that would not be likely in a face-to-face encounter and students may not be prepared for the 

repercussions from their participation Third, the lack of control due to these websites being 

outside of institutional purview makes it easy to dismiss the impact and organizational 

responsibility to student participants and victims on campus. Global issues include consideration 

of whether current student codes of conduct will serve as protocol for ACB activity, the need to 

design educational opportunities for students to learn how to safely and effectively communicate 

in this new venue, and institutionally considering the legal and moral issues surrounding ACBs. 

The emergence of ACBs on the college scene impacts students, faculty, and 

administration. Some student governments have addressed ACB intent and participation, 

recognizing the potential damage when students are called fat or ugly, or when information about 

personal issues such as an addiction or sexual preference is posted on these boards (Young, 

2008b). Because the institution does not control the website or content and these actions 

typically occur on a campus by campus basis, the effectiveness of student government 

involvement is questionable. Faculty, as both educator and advisor, should examine their role in 

ACB student participation. They can provide opportunities for education, guidance, and dialogue 

about the medium to inform and support students who consider participating. Student 

participation in ACBs raises concerns for administrators as well. The content of some boards 

clearly violates institutional policies and codes of conduct. Blocking access on campus to ACB 

websites has been suggested, however questions remain about students participating in off-
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campus housing, which could not be blocked. Blocking ACBs might also restrict student access 

to legitimate websites. A future concern for colleges and universities will be whether code of 

conduct violation cases appear in student judicial affairs offices and how those cases will be 

handled. 
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Children have taken schoolyard bullying to an entirely new level by utilizing the electronic 
medium to bully.  Cyber-bullies use emails, text messaging, chat rooms, cellular and camera 
phones, websites, blogs and so on to spread derogatory and ostracizing comments about other 
students. Educators are struggling to keep pace with the technological growth and development 
while seeking resolutions to this modern pervasive problem, especially when students target 
other individuals or teachers off school grounds or from home devices. 
 
Findings from two current research projects provoked us to also examine the other end of the 
spectrum, or what we have termed "cyber-kindness".  Do students use technology in ways that 
communicate care and kindness to one another, or is it primarily used as a tool to hurt others?  
Our findings support the view that schools need to work collaboratively with parents and with 
students to develop policies and practices that proactively foster kindness, caring and 
compassion rather than merely attempting to prevent or curtail negative behaviour, such as 
cyber-bullying.  We also suggest that modeling and practice is key to fostering more positive 
exchanges online. 
 
This paper will focus on the results of the two surveys we developed and administered over the 
past five years to students in grades 6 to 9 and their parents, and interviews of educators from 
numerous school districts throughout the Lower Mainland of British Columbia.  We also 
compare parents' responses to particular questions asked of students in their survey: the 
amount of time students spend online; the frequency of cyber-bullying, and proposed solutions 
to cyber-bullying. 
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This panel examines cyber-bullying from three different perspectives: teachers, parents, and 
university students.  The presenters draw on research from three different studies, which took 
place over the past three years in British Columbia Canada. Teachers and parents of students 
in grades 6 to 9 were interviewed and/or surveyed about their experiences and perceptions of 
cyber-bullying. In a related study, university students were surveyed to determine if cyber-
bullying behaviour continued after high school; in other words, whether young people who 
participated in cyber-bullying in middle and high school continued to do so while at university.   
 
First, this presentation provides an account of what teachers, administrators, counselors and 
youth workers at two schools say is being done in their schools to address cyberbullying and to 
promote positive online practices. It further examines whether useful tools such as Wiki, 
Facebook, YouTube, podcasts and blogs are being used to achieve these ends.  
 
Second, we report the findings from a survey on cyber-bullying and cyber-kindness 
administered to 315 parents of students in Grades 6-9 at three schools in British Columbia, 
Canada. This study shows that parents are relatively unfamiliar with common forms of social 
networking, are unaware of the extent of cyber-bullying experienced by their children, and 
monitor their children’s computer use only superficially.  While some parents recommend 
punitive measures to curtail cyber-bullying, many recommend working collaboratively with 
schools to develop a culture that promotes kindness, caring and respect. Parents strongly 
support the need to teach youth the skills of positive communication and acknowledge the 
importance of modeling by adults and peers in fostering a more caring and respectful on-line 
environment.   
  
Last, we examine whether cyberbullying exists among university students, and compare these 
findings with results from a previous study with middle and high school students. We also seek 
to determine whether those who cyberbullied at the university level also bullied while in grade 
school. Further, we are interested in gender differences and other comparisons between the two 
samples.  Findings of note include the fact that over 50% of the university sample report having 
been cyberbullied, while almost 27.2 percent of males versus 19.3 percent of females admit to 
having cyberbullied online.  As well, 30% indicate they had cyberbullied their teaching 
authorities, from either grade school or university.  Other comparisons, including gender 
differences, were found between the two samples.  No definitive evidence, however, was found 
about whether cyberbullying in grade school continues on into university. 
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ABSTRACT 

The revealing aspects in the current study indicate that the conflicted at-risk adolescent in this 
sample is likely to have had a collection of attachment traumas in the previous year to include:  
1) family’s financial problems, 2) a death in the family and 3) the family moves, with family 
finances obtaining the highest path coefficient. And while the conflicted at-risk adolescent is  
impacted by anxiety related loss of control of their situation by moving frequently and/or the 
sudden or expected death of a loved one, the punctuated denouement in the combination of these 
variables is the loss of the parent’s competency to maintain material and financial consistency.   

 
 INTRODUCTION 

 
Two hundred Pacific island adolescents labeled “disruptive” and enrolled in an alternative school 
on the island of Guam were surveyed with the Family Crisis Scale (Kane, 2005) to reveal the 
prevalence of loss in their lives in the previous year.  These conflicted adolescents had displayed 
a previous pattern of oppositional or conduct disordered behaviors resulting in their placement. 
 
The Family Crisis Scale is a 9 item inventory listing attachment traumas or family losses and is 
rank ordered from #1, least severe, “a geographical move, but the entire family moves together” 
to most severe #9, “death of a family member”.  Death of a friend and other characteristics of 
loss such as “sudden” or “expected” were added to complete the variables of a path analysis in 
the development of oppositional and conduct disordered adolescents in this region of the world.  
 
Figure 1 on the next page shows the item descriptors of the main instrument used in this study 
which is the Family Crisis Scale, FCS by Kane.  The items in the FCS are considered attachment 
traumas because they all represent an interruption in the quality of the bond or the actual 
dissolution or loss of the family bond itself.  Part II of the FCS is focused on the kind of loss 
experienced by the family member, whether expected or sudden.  The degree of stress in the kind 
of loss experienced is reported as less stressful (1) to most stressful (5). 
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The Family Crisis Scale 

1. Family moved – all family members moved together 

2.  Someone in the family has worry, concern, problem creating psychological 
distress 

3. Someone in the family left for a while – temporary separation of family 
member –  deployment, job opportunity, going to college 

4. Family member loses job or status at work – change in socio‐economic status 
– threat to financial stability 

5. Threatening illness / injury to family member – but  will recover 

6. Terminal illness / injury which will result in death to immediate and extended 
family member 

7. Threatened dissolution of the family – threats of divorce, separation, 
abandonment.  Also indicates chronic conflict, sometimes violence and 
unharmonious atmosphere 

8. Separation – divorce – abandonment occurs sometimes including both 
geographical and emotional distancing 

9. Death of family member  

 

 

 

 

 

 

 

 

 

 

 

 
 

 
Figure 1:    Kane’s Family Crisis Scale

 
The causal connections between the independent variable ‘conflict status’ and the afore-
mentioned variables within the FCS are reported through the path analysis methodology.  The 
display of the path is discussed within the framework of Bowlby’s concept of anxious attachment 
to portray a pattern of embedded sorrow with the anticipation of oppositional and conduct 
disordered behavior for these troubled youths.    

METHODOLOGY: PATH ANALYSIS 

Path analysis is an extension of multiple regression (Bramwell, 2008). Its aim is to provide 
estimates of the magnitude and significance of hypothesized causal connections between sets of 
variables. The Results revealed a significant direct relationship between conflict - the predictor, 
and three dependent variables in the Family Crisis Scale (FCS): variable 4 (financial insecurity) 
variable 9 (death in the family) and variable 1 (family moves).  The same dependent variables 
were found to be highly correlated with degree of psychopathology and significant at the .01 
level of confidence.   

2 
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The path coefficients obtained in this study indicate the relatively strong relationship between 
conflict, degree of psychopathology and the dependent variables in the FCS. The path 
coefficients reported below are standardized beta coefficients from multiple regression analysis. 

Table 1:  Beta Coefficients with Conflicted Status as an Independent Variable 
 

Items Dependent Variables Regression Beta t 
4 Financial insecurity/instability 59.49** .307 7.713** 
9 Death in the family 28.39** .218 5.33** 
1 Family moves 27.48** .214 5.242** 

 ** p<.01 
 

Table 2:  Beta Coefficients with Degree of Psychopathology  
as Another Dependent Variable 

 
Items Dependent Variables Regression Beta t 

4 Financial insecurity/instability 40.87** .258 6.39** 
9 Death in the family 13.48** .152 3.67** 
1 Family moves 16.84** .169 4.10** 

 ** p<.01 

 

Conflict has a direct effect on #4 (financial insecurity), #9 (death in the family) and #1 (family 
moves).  Of these items, financial insecurity/instability obtained the highest path coefficient with 
a beta weight of .307.   Refer to Figure 2.  Results indicate that the more conflicted an individual 
is, the more likely he/she would have traumatic experiences when the family has financial 
problems, there is death in the family, and the family moves.  

Variables 4, 9 and 1 have a direct effect on another dependent variable, degree of 
psychopathology. The effect of variable 4 (financial instability) on degree of psychopathology 
obtained the highest path coefficient with a beta weight of .258. It is the same variable that is 
strongly affected by conflicted status.  The causal flow from variables 4, 9 and 1 to degree of 
psychopathology is unidirectional (no loops or reciprocal causes).  This recursive path analysis 
indicates that the more a conflicted adolescent experiences financial problems in the family, 
death in the family and moving, the more depressed he/she becomes.  

These conditions (4, 9 and 1) are directly associated with higher degree of psychopathology in 
conflicted adolescents (r=.777).  Conflicted status and degree of psychopathology levels have 
direct significant effects on each other, with F (869.22) and t (29.48) at the .01 level of 
confidence. 
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                                                                          .777                                     DEGREE OF 
              CONFLICT                                  PSYCHOPATHOLOGY 

    .214               .169 

4 

 

       #1 (moving out) 

                   .307             .258                        .116 

        #4 (financial insecurity) 

                                  .218            .152 

         #9 (death in a family)                             (sudden/expected) 

                .625 

Figure 2:  Path Analysis Diagram 

Variable 9 (death in the family) affects degree of psychopathology directly but also indirectly 
through another dependent variable, sudden/expected death. The correlation between variable 9 
and degree of psychopathology can be composed into two parts: direct effects and indirect 
effects. The sum of direct and indirect effects are considered the total effect. The correlation 
between variable 9 (death in the family) and suddenness is 0.625, which is significant at the .01 
level of confidence. This correlation reflects the direct effect. An increase in the frequency of 
suddenness is likely to increase the degree of psychopathology of individuals experiencing death 
in the family.  

The following diagram shows the means obtained for sudden and expected death and their 
significant difference. 
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Expected Sudden

 
 

 
  Figure 3:  Means of Expected and Sudden Death
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The mean of “expected” (2.66) and the mean of “sudden” (4.63) for stress specific to death are 
significantly different with a t value of15.38, p<.01.  The relationship between degree of 
psychopathology and stress and the variable of suddenness  are depicted in the path analysis 
below. 
 

             .152          . Degree of psychopathology 
          .625           .116   
Death in the family                             suddenness                      .939              .250 

     .826    Stress specific to death 

 

Figure 4:  Recursive Path Analysis Depicting Death, Suddenness and Stress 

The correlation between sudden death and stress specific to death reflects the direct effect of 
suddenness on stress related to death in the family, with a very high beta weight of .939.  The 
causal flow from death in the family to stress specific to death also obtained a high beta weight 
of .826.  The correlation between stress specific to death and the degree of psychopathology is 
substantial enough (.250) to merit statistical significance.   

DISCUSSION 

A troubled group of adolescents on Guam portraying conflicted oppositional and/or conduct 
disorders were surveyed for their experiences of attachment traumas in the previous year.  While 
establishing baseline prevalence of loss for this group, this study has likewise suggested that 
these patterns of loss be implicated or viewed as co-existing influencers on the path towards  
antisocial  involvement. 

A recent study by Kane and Ferrer (2009) pointed to the overrepresentation of the conflicted 
group’s experience of attachment traumas when compared with a  non-conflicted peer sample.  
They also reported the top three frequent attachment traumas, variables 4 (financial struggle), 3 
(family member with personal worry) and 9 (death of a family member).  Males and females of 
the conflicted group experienced the same top three frequencies but in different order. 

The current study employing a path analysis has revealed the key variables of loss for this 
conflicted group to include:  financial struggles, a death and frequent moving with the proviso 
that these adolescents were unable to restore or repair these familial insufficiencies or prevent the 
loss of the relationship.  Their lack of control over parental efforts to sustain material and 
geographical familiarity and coherence along with the loss of relationship reinforces the 
helplessness of their situations and completes the portrayal of an anxiously attached adolescent 
in an insecure family arrangement (Bowlby, 1988). 

5 
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These anxiously attached variables, parental incompetency, the sense of being uprooted and 
death of a loved one are all aligned with Bowlby’s (1988) conceptual framework of the 
anxiously attached family and are presented below in Table 3. 

Table 3:  Bowlby’s Anxious Family Constructs and the FCS Variables in the Path 

Bowlby’s Constructs FCS Variables 
Loss of Competency Variable 4:  Financial Struggles 
Loss of Relationship Variable 9:  Death of Family Member 

Variable 1: Family Moves 
Loss of Control Inability to Restore , Repair, or Prevent Losses 

 
 

A factor analysis of the Family Crisis Scale (Kane and Ferrer, in press) was likewise applied to 
complete the alignment of Bowlby’s conceptual framework of anxious attachment and is 
presented in Table 4 below. 
 

Table 4:  Bowlby’s Anxious Family Constructs, Factor Analysis of the FCS  
and the Path of Anti Social Involvement 

 
Bowlby’s Constructs Factor FCS Variables 

 
Loss of Competency 

 
A 

Variable 2:  Personal Worry 
Variable 4:  Financial Insecurity 
Variable 7:  Family Threats 

 
Loss of Relationship 

 
B 

Variable 1:  Family Moves 
Variable 6:  Terminal Illness 
Variable 9:  Death in the Family 

 
Loss of Control 

 
C 

Variable 3:  Temporary Separation 
Variable 5:  Threatening Illness 
Variable 8:  Separation, Divorce 

 
 
Altogether what is becoming increasingly clearer is that the path to antisocial involvement of 
these troubled youth on Guam is shaped by a compromise of their basic needs for material and 
geographical coherence and the preservation of loving, supportive relationships in their families.  
And while they are further compromised by an accumulation of remaining family crisis variables 
it is the “sudden” nature of the death of a family member that exacerbates their already anxious 
existence as indicated in the recursive path analysis.   
 
Finally, the root of the experience of these attachment traumas is sorrow, the normal response to 
loss which displays an adolescent who is overwhelmed and helpless, and who at this early 
adolescent stage of development is expected to articulate and make sense of his circumstances 
and emotions.   The translation of this embedded sorrow is suggested to be confused upon him as 
he struggles to make sense of his loss of connectedness to person and place and his witness to his 
parent(s) inability to maintain familial solvency. 
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CONCLUSION 
 
The aim of this study has been to establish baseline frequencies of loss as experienced by a 
conflicted group of adolescents on the island of Guam and to define the path of indicators most 
strongly associated with the likely development of antisocial involvement. 
 
While Rheingold, A., Smith, D., Ruggiero, K., Saunders, B., Kilpatrick, D., and Resnick, H.   
(2004) suggested that “very little is known about loss and its impact on the adolescent’s 
development” (p. 4) it would be insufficient to suggest that loss alone is responsible for 
antisocial paths. A case has been made instead to argue for strong co-existing influencers of loss 
to reinforce the development of antisocial involvement.  
 
A case is likewise made for 1) further research focusing on the suddenness, frequency and loss of 
control attendant to the experience of key attachment traumas occurring over a developmentally 
sensitive timeline, 2) responsive curriculum development for at risk learners in middle and high 
school and 3) an appreciation for the elevation and impact the family has in Asian and Pacific 
island cultures. 
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Introduction 

 
The national curriculum is a subject-based curriculum.  The compartmentalized treatment of the 
subjects in the curriculum has made students to believe that the learning from one field has 
nothing to do with the learning in another field.  The challenge to break this thinking has become 
the paramount concern of specialized program associations.  ACEI, a specialized program 
association for elementary education, is responsible for the program review process for 
institutions seeking national accreditation in elementary education. ACEI or Association of 
Childhood Education International is a global community of educators and advocates who unite 
knowledge, experience, and perspectives in order to exchange information, explore innovation 
and advocate for children (ACEI.org). One of its curriculum standards is concerned with making 
connections across the curriculum.   
 
 “Teacher candidates know, understand, and use the connections among concepts, 

procedures, and applications from content areas to motivate elementary students, 
build understanding, and encourage the application of knowledge, skills, tools, 
and ideas to real world issues.”  (Standard 2.8, ACEI) 

 
To carry out the afore-mentioned standard in the elementary education program, Project 
L.I.N.K.S. was set up.  The Project provides the experiences that teacher candidates need in 
working with the infrastructure for pedagogical and curricular responses to the problems of 
fragmentation that beset the elementary education system. The Project brings together the 
following courses:  L (Language Arts), I (Integrated areas of Fine Arts, such as music, dance, 
drama and the visual arts), N (Number study or Mathematics), K (Knowledge of Science), S 
(Social Studies).  The aim is to create a model of seamless learning for K-6 students. 
  
The project has three objectives to achieve: (1) To develop specific pedagogical connections 
among the courses in LINKS,  (2) To use these connections in developing lessons that require 
integrative teaching and learning, and (3) To determine the effectiveness of the integrated lessons 
on student outcomes.  These objectives have been translated into three research questions:   
 

(1) What lessons promote integrative learning?  
(2) How do teacher candidates perform in implementing integrative teaching? 
(3) How does integrative teaching impact elementary student outcomes academically? 
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Methodology 
 
Twenty-two teacher candidates in their last semester before student teaching participated in this 
project.  Working in pairs, they developed a work sample that made use of the following 
components suggested by Girod and Girod (2006) 
 

(1)  A description of the context in which the teacher candidate will be teaching, 
(2)  An articulation of the learning goals to be targeted, 
(3)  The rationale for the use of an integrated approach, 
(4)  Use of sound assessment practices 
(5) Assessment data analysis to determine impact of teaching on student learning, and 
(6) Reflections on the connections of teaching efforts, student learning, and professional 

growth. 
 
The teacher candidates worked in pairs as they executed each component in the cooperating 
schools and classes assigned to them.  They taught K-5 children in two elementary schools on 
Guam for 7 Saturdays, from 9-11 in the morning.  The lesson delivery rubric that is used in the 
Elementary Education Program was utilized to assess their teaching performance.  Written tests 
and performance-based assessments were used with their students to determine the impact of 
their teaching on student learning. 
 

Results and Discussion 
 
Lessons that Promote Integrative Learning 
 
Three approaches were used by the teacher candidates – interdisciplinary, connected model and 
the thematic approach.   
 
Two pairs of teacher candidates used the interdisciplinary approach where two subject areas 
were combined so that the learning in one area enhances the learning in another.  Teaching that 
utilizes the interdisciplinary approach focuses on a key topic where two subjects can be studied 
together (Wolfinger, 2000).  The topic on density was used for the interdisciplinary science and 
math.  The activities for this lesson included the use of the displacement method in science and 
the formula method of measuring volume in math, comparing densities of metals in science and 
calculating densities of different coins in math, and graphing densities of materials and 
interpreting results.  In another lesson carried out by another pair, science and social studies were 
combined purposefully in the study of Newton’s Laws of Motion.  The study of concepts related 
to these laws (mass, inertia, acceleration, force and motion) was expanded by considering the 
period of time in which Newton lived and developed these laws.  The lesson was further 
enhanced by a study of the applications of Newton’s Laws to daily life. 
 
The Connected Model was used by three pairs of teacher candidates.  In this model, the topics, 
concepts and skills in one subject area become the focus of the learning experience (Ferrer, 
2008).  The content and skill from other subject areas are used to enhance, extend or complement 
the learning experience.  The connections can be used at any stage of the lesson.  The first pair of 
teacher candidates used a lesson on patterns in the teaching of math, science and fine arts.  They 
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used unifix cubes to introduce the lesson in math, integrated it in the study of shapes and 
tessellations  within the same math discipline, extended the lesson in other disciplines - fine arts 
through weaving and making bracelet and necklace, and science in the study of life cycles where 
the element of repetition is emphasized.  The second pair used the model in the study of the 
characteristics of solids in science, and then integrating the lesson with math in the study of 
plane figures and space figures. For lesson closure, the candidates made the students construct 
toys utilizing the space figures studied and then write a brief description of their toy.  The lesson 
was reinforced by the afore-mentioned activities in fine arts and language arts.  The third pair 
taught the science lesson on plants, made students observe and measure the growth of plants and 
then graphing their measurements for math, discussed about plants on Guam and identified those 
that are used for specific purposes, and made cards with a plant part as decoration for fine arts. 
 
The other six pairs developed thematic units. The use of unifying themes as units of study 
enables students to see the big picture better and learn to make sense of the world (Ignatz, 2005). 
In a thematic approach, the subject matter areas are used to develop an understanding of the 
conceptual theme.  One of the six themes carried out by the teacher candidates is discussed in 
detail below.  The theme was derived from the science topic of fire and very appropriate for the 
school theme of the month – ‘Safety’ 
 

• In science, the students performed experiments on burning and extinguishing fires. 
• In language arts, they read newspaper clippings on fire prevention and summarized the 

information in their own words. 
• In math, they solved problems involving sales of fire extinguishers. 
• In fine arts, they created pictures of explosions as a result of fire. 
• In health, they discussed safety precautions with fire and the first aid treatment for burns 

and scalds. 
• In social studies, they discussed the significance of fire in religion, historical contexts. 

and in industry.  
 
The other themes used were pollution, global warming, microbes, culture, and transportation.  
Table 1 on the next page summarizes the activities for each of the subject areas that were 
integrated under these unifying themes.  
 
All the lessons were assessed using the lesson delivery rubric found on the succeeding page 
(Table 2).  The rubric has the three main elements required by NCATE (National Council for the 
Accreditation of Teacher Education).  The content knowledge element has two criteria – mastery 
of subject matter and making connections.  The pedagogical knowledge element has integration 
with student prior knowledge and linkage with social constructivism.  The professional 
knowledge element is concerned with classroom management and the alignment of assessment 
with lesson objectives.   
 
The performance of the candidates in the criteria with components of integration ranged from 3.6 
to 3.9 out of the total score of 4.0.  Refer to the highlighted components of the lesson delivery 
rubric.   
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Table 1:  Lessons and Activities for the Thematic Approach 

 
Unifying 
Themes 

L 
(Language 

Arts) 

I 
(Integrated 

Areas of Fine 
Arts) 

N 
(Number 
Study) 

K 
(Knowledge of 

Science) 

S 
(Social Studies) 

Pollution Reading a news 
item about 
sorting of trash 

Recycling of 
trash materials 

Measurement 
for the 
construction 
of trash bins 

Land pollution 
- Improper 
garbage 
disposal 

Community 
helpers who 
keep the 
environment 
clean 

Global 
warming 

Reading a story 
about ’The 
Green House’ 

Poster-making 
on tree 
conservation 

Measuring 
temperature 

The need for 
carbon dioxide 
by plants in 
photo-
synthesis 

Transportation- 
effects of carbon 
emission  

Microbes Reading about 
microbes: 
Outlining 
advantages/ 
disadvantages 

Making labels 
for a yoghurt 
drink 

Yoghurt-
making: 
measuring 
ingredients 

How microbes 
turn milk to 
yoghurt 

Yoghurt-making 
industry 

Culture: 
Fiesta 

Writing about 
fiesta 
celebration 

Making 
decorations for 
a fiesta 
celebration 

Calculating 
expenses for 
a fiesta 
celebration 

Preparing a 
balanced diet 
to serve during 
fiesta 

Fiesta: Then and 
now 

Transportation Sequencing 
events in the 
history of 
transportation 

Drawing 
different modes 
of 
transportation 

Using plane 
figures to 
make 
different 
transport 
systems 

Simple 
machines:  
What kind is 
represented by 
each 
transportation 
mode?  

The society’s 
need for 
transportation 

 
 
Candidates’ Performance in Implementing Integrative Teaching 
 
The teacher candidates  who used the thematic approach obtained a rating of ‘4’ or ‘very good’ 
in the lesson delivery rubric.  Those who used the connected model obtained a rating of ‘3’ or 
‘good’ followed by those who used the interdisciplinary model who just got ‘2’ or ‘fair’.  Their 
combined averages resulted to a numerical equivalent of 3.6. 
 
In terms of integration with prior knowledge, all 11 pairs but one obtained the highest rating of 
‘4’. The only pair who did not make it to the top used the KWL chart that was used only at the 
beginning and ending of the lessons.  Thus, the candidates’ overall average was only 3.9. 
 
While majority of the candidates used a variety of assessment strategies that are aligned with 
lesson objectives, there were still a few whose assessments were not well integrated with lesson 
objectives.  Their overall average was 3.8.  
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Table 2:  Lesson Delivery Rubric 

Elements Very Good  (4) Good  (3) Fair  (2) NI  (1) Ave 

 

 

Knowledge 
of Subject 
Matter 

Explains all the 
concepts very 
well. 

Explains most of 
the concepts well. 

Explains some 
concepts well. 

Explanations show 
lack of mastery of 
subject matter. 

3.8 

Integrates lesson 
with 4-5 subject 
areas in the 
curriculum. 

Integrates lesson 
with 3 subject 
areas in the 
curriculum. 

Integrates lesson 
with 2 subject 
areas in the 
curriculum. 

There is no 
evidence of 
integration. 

3.6 

 
 

 
Pedagogical 

Content 
Knowledge 

 

  

 
 
 

Uses students’ 
prior knowledge 
and experiences 
all the time – 
introduction, 
presentation, 
closure. 

Uses students’ 
prior knowledge 
and experiences 
most of the time 
(in two out of 
three stages of 
lesson 
development). 

Uses students’ 
prior knowledge 
and experiences in 
one out of three 
stages of lesson 
development. 

Does NOT use 
students’ prior 
knowledge and 
experiences at all. 

3.9 

Engages students 
in cooperative 
learning groups. 

Engages students 
in class 
discussions. 

Presents the 
concepts through 
lectures with 
minimal 
discussion from 
the students. 

Makes the 
students read the 
lesson from the 
textbook  followed 
by Q and A  

3.6 

 

 

General 
Pedagogical 
and 
Professional 
Knowledge 

 

Handles time and 
materials 
efficiently by 
having students 
assume  
management 
responsibility  

Handles time and 
materials 
efficiently without 
student 
involvement in 
management 
operation  

Handles time and 
materials less 
efficiently 
resulting to some 
loss of student 
attention 

Lacks an efficient 
system of  
handling time and 
materials  

4.0 

Uses a variety of 
assessment 
strategies that are 
integrated with 
lesson objectives 

Uses some 
assessment 
strategies. 

Uses assessment 
only at the end of 
the lesson. 

Does NOT use 
any assessment at 
all. 

3.8 
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The Impact of Integration on Student Outcomes 
 
To determine the effects of integration on student learning, pre- and post- tests were 
administered.  Tables 3 and 4 show the results of the assessments done with the students.    
 

Table 3:  Pre-Test Results 
 

Integration Pre1 Pre2 Pre3 Pre4 Pre5 Pre6 Pre7 PreX 
A 
 

4.00 3.60 3.00 4.00 3.20 3.50 3.50 3.50 
4.00 3.80 3.00 3.80 3.30 3.80 3.80 3.60 

 
B 

3.60 3.50 4.50 3.80 4.00 3.50 3.50 3.80 
3.00 3.20 3.60 4.00 3.30 4.00 3.80 3.60 
3.00 3.00 3.00 2.60 4.30 3.50 3.00 2.80 

 
 

C 

4.00 3.50 4.00 3.00 4.20 3.60 2.80 3.60 
4.00 3.00 3.50 3.80 3.50 3.70 3.50 3.60 
3.30 4.00 3.00 3.30 4.30 3.80 3.80 3.60 
3.50 3.30 3.80 3.30 5.50 3.80 3.50 3.80 
2.90 3.90 2.60 3.00 3.30 3.50 2.90 3.20 
3.20 3.30 4.00 3.20 3.60 3.80 2.70 3.40 

 
A – Interdisciplinary 
B – Connected 
C - Thematic 
 

Table 4:  Post-Test Results 
 

Integration Post1 Post2 Post3 Post4 Post5 Post6 Post7 PostX 
A 
 

7.00 7.50 7.50 8.00 6.50 6.00 7.00 7.10 
6.30 7.20 5.90 6.80 6.80 7.30 6.80 6.70 

 
B 

8.40 7.00 6.20 6.30 6.50 7.00 7.50 7.00 
7.10 6.80 6.80 7.20 6.90 6.70 7.00 6.90 
6.90 7.00 7.80 7.50 8.30 7.40 7.80 7.50 

 
 

C 

8.40 6.20 8.20 6.40 7.50 7.00 8.60 7.50 
8.00 7.50 8.00 6.30 7.20 8.00 8.40 7.60 
6.70 7.30 7.50 7.50 7.80 8.20 7.60 7.50 
7.10 7.30 7.30 6.80 7.00 8.10 8.00 7.40 
6.60 7.50 6.30 6.90 7.30 7.50 8.10 7.20 
7.10 7.60 8.10 6.50 6.40 7.90 5.90 7.10 

 
 
An independent t-test was used with the pre and post assessments of students’ performance in the 
seven lessons.  The results revealed a very significant difference between the two in favor of the 
post assessment results, indicating the effectiveness of the integrative approaches used by the 
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teacher candidates. Figure 1 below shows the means of the pre- and post-tests that are 
significantly different. 
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Figure 1:  Means of the Pre- and Post-Tests  
 
The difference between the means of the pre and post-test or mean gains are reported for each of 
the three integrative approaches used.  The graph below shows the mean gain per lesson covered.  
They indicate the extent of learning obtained from the use of the integrative approaches in 
teaching.  The learning derived from integrative teaching helped develop the students’ abilities to 
integrate their learning across contexts.    
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Figure 2:  Mean Gains in the 7 Lessons for Each of the 3 Integrated Approaches 

The three integrated approaches depicted in the graph as A (interdisciplinary), B (connected) and 
C (thematic) for each of the seven lessons obtained very large mean gains.  The results show that 
the students achieved a great deal from the integrated teaching used by the teacher candidates.  
The realization of the beneficial effects of providing opportunities for students to make 
purposeful connections made them see more the importance of fostering students’ abilities to 
integrate learning across disciplines.  The candidates’ reflections also pointed out that the 
program’s emphasis on integrative teaching helped them put together the fragmented pieces of 
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knowledge from their other courses in designing learning opportunities for students. And in the 
process they developed in themselves habits of mind that are important in making informed 
judgments in the conduct of their professional life.  

Concluding Statements 

Integrative teaching comes in many forms with the following essential ingredients: connecting 
knowledge from multiple disciplines; utilizing the process skills and cognitive skills from 
multiple sources and experiences; applying theory to practice in various settings; and aligning 
assessments with objectives and activities.  Whatever form is used, the academic benefits for 
students are countless. 
 
The capacity to connect is central to scholarship (Boyer, 1990) – whether focused on integrating 
and interpreting knowledge from different disciplines, applying knowledge through real-world 
engagements, or writing reflections.  According to Loacker, 2002   self-assessment may also 
serve powerful integrative purposes by making students more self-aware and self-directed 
learners.  Self-assessment through reflective writing is an approach that carries intentional or 
integrative learning to its logical conclusion (Huber and Hutchings, 2004). 
  
One of the great challenges in higher education is to foster students’ abilities to integrate their 
learning across contexts and over time (Huber and Hutchings, 2004).  L.I.N.K.S. is a response to 
this challenge.  This is a program of study that helps teacher candidates understand the nature 
and advantages of integrative teaching and learning and assist them in pursuing their professional 
development in more intentionally connected ways. The courses in L.I.N.K.S. are designed to 
build integrative skills that define pathways for interconnections within and across disciplines.  
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1. Introduction 

Learner motivation is a subject which concerns educators across 
virtually all levels and disciplines. It has been a particular concern to second 
and foreign language educators as studies have repeatedly linked language 
learning success with the intensity of a variety of motivational variables. 
Such findings have encouraged further inquiry into language learning 
motivation across an array of learning contexts, which in turn has yielded 
insights into the specificity of particular learning populations in terms of 
motivational profiles. This paper will present a preliminary study into 
language learning motivation in one such sub-population: Japanese 
engineering majors studying EFL (English as a Foreign Language). It will 
attempt to measure students’ EFL learning motivation over time with an 
instrument comprised of both open-ended and closed items. In tracing 
fluctuations in student motivation over the duration of their EFL learning 
histories, and analyzing these against the students’ own attributions for such 
changes, it is hoped that a preliminary sketch of this segment’s motivational 
characteristics can be ascertained, and that this data will aid in the 
development of a more detailed motivational survey.  
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2. An Overview of Relevant Literature 
2.1 Motivation in Language Learning 
 Language learning motivation emerged as a distinct field of research 
inquiry with the early work of Robert Gardner and his associate Wallace 
Lambert (Gardner & Lambert, 1959, 1972). Their research established a 
social-psychological approach to language learning motivation which 
instituted a theoretical distinction between integrative and instrumental 
motivational orientations (1972). Within this dichotomy, the integrative 
orientation represented the learner’s affinity toward, and desire to interact 
with, the target language (TL) community, while the instrumental 
orientation represented the degree to which language learning motivation 
was driven by pragmatic or utilitarian purposes (Gardner & Lambert, 1972). 
Integrative motivation was also seen as superior in terms of producing 
higher proficiency in the TL. A variety of summative rating scales were 
developed by Gardener and Lambert to measure these orientations, 
ultimately resulting with the publication of the Attitudes and Motivation 
Test Battery (AMTB) (Gardner, 1985a, 1985b). Due to its good psychometric 
properties, and high internal validity, the AMTB quickly became the 
standard measurement for language learning motivational research 
(Dornyei, 2001).  

However, despite its proven utility in producing reliable empirical 
data, a number of researchers grew increasingly dissatisfied by the 
limitations posed by the AMTB and the social-psychological approach. The 
integrative/instrumental dichotomy was first revealed to be insufficient by 
Ely (1986) who, in examining motivation in American university freshman 
studying Spanish, discovered the existence of a third motivational cluster, 
“requirement”, beyond the integrative/instrumental dichotomy. The 
superiority of the integrative motivational orientation was also challenged 
by Dornyei (1990), whose study of Hungarian EFL learners revealed that 
instrumentality can produce better language learning outcomes at particular 
proficiency levels. Skehan (1989), in investigating Individual Differences in 
language learning, challenged the practical value of the 
integrative/instrumental dichotomy, claiming it to be of little use in 
developing pedagogical interventions that would assist in increasing 
motivation in learners. Crookes and Schmidt (1991) captured, and expanded 
upon, many of these sentiments in a seminal article in which they identify 
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two problems with the socio-psychological approach: the narrowness of its 
scope (in terms of focusing mainly on attitudes towards the target language 
community), and its failure to distinguish between cognition, motivation and 
affect, areas of distinct focus in psychological and educational research. The 
authors argued that the dependency on a single research paradigm had left 
the issue of motivation in L2 learning still very much unresolved. They 
suggested a new approach that would draw upon research approaches from 
education and psychology, and that would focus on four areas: 1) the micro 
level (cognitive processing); 2) the classroom level (motivational techniques 
and activities); 3) the syllabus level (the interact between content and 
motivation); and 4) the informal level (comprising informal, out-of-class, and 
long-term learning considerations) (pg. 483). They offered a future research 
agenda which incorporates these factors, and was organized around a 
recursive process of description, analysis and theorizing. Subsequently, 
Oxford and Shearin (1994) and Dornyei (1994) similarly called for an 
expansion of L2 motivation research approaches. The former with a focus on 
integrating approaches from general, industrial, educational, and cognitive 
developmental psychology, and the later through the creation of a 
comprehensive motivational model which included language, learner and 
situational considerations. Both include consideration of intrinsic and 
extrinsic aspects of motivation which were adopted from Deci and Ryan’s 
(Deci & Ryan, 1985; Deci, Vallerand, Pelletier, & Ryan, 1991) 
self-determination theory, a theory which has since become ingrained in 
many language learning motivational theories and models. 
 
2.2. Motivation as a Dynamic Phenomenon 
 Accompanying the expansion of language learning motivation theory 
was a growing appreciation of the dynamic nature of motivation, and the 
need for this dynamism to be reflected in research (Crookes & Schmidt, 1991; 
Oxford & Shearin, 1994; Skehan, 1990). In particular, these authors 
observed that the cross-sectional nature of most social-psychological 
research resulted in motivation being represented as a static phenomenon. 
Responding to such criticisms, Gardner and MacIntyre (Gardner & 
MacIntyre, 1992; Gardner & MacIntyre, 1993) broadened the Gardnerian 
model to account for an ongoing dynamic flux between motivation and 
achievement, as they in turn stimulate, and are stimulated, by one another. 
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Gardner and associates (2004) later recognized that language instruction 
variables also result in changes in language learners’ attitudes, motivation, 
and anxiety over time. Ushioda (1996), employing an innovative longitudinal 
and qualitative approach, revealed ongoing changes in learner motivation as 
they interact with factors within, and outside, the L2 context. Williams and 
Burden’s (1997) social constructivist framework reflected and expanded upon 
Ushioda’s findings. In their tripartite model they distinguished between 
initiating and sustaining motivation as they interact with, and within, the 
broader social context. Many of the ideas represented in the above 
process-oriented L2 learning motivational inquiry were integrated into 
Dornyei and Otto’s “Process Model of L2 Motivation” (1998). With a 
pragmatic focus on developing motivational interventions, this model was 
comprehensive in focus, and demonstrated the motivational influences on 
the execution of goal-directed behavior. The model is comprised of two parts, 
an Action Sequence, consisting of preactional, actional, and postactionable 
phases, and Motivational Influences, consisting of five tables of motivational 
types. Due to its comprehensiveness and pragmatic utility this model 
represents a theoretically advanced and useful approach to language 
learning motivation. 
 
2.3 Japanese Learners and EFL Motivation 
 Research into EFL learning motivation in Japanese learners is 
reflective of the developments discussed in the literature above. A significant 
amount of research has been conducted into the major theoretical 
dichotomies (integrative/instrumental and intrinsic/extrinsic) (Berwick & 
Ross, 1989; J.D. Brown, Robson & Rosenkjar, 2001; Burden, 2002; Chihara & 
Oller, 1978; Hayashi, 2005; Kimura, Nakata, & Okumura, 2001; LoCastro, 
2001; Matsuda, 2004; O'Donnell, 2003; Sawaki, 1997; Warrington & Jeffery, 
2005; Yashima, 2002). However, despite the amount of attention these areas 
have received, research has tended to produce contradictory results. The 
conflicting nature of these findings reflects the complexity of motivation, 
particularly in terms of these dichotomies, and its specificity within both 
individuals and particular subgroups of learners.  
 One area of research which has produced more cohesive insight into 
Japanese EFL learner motivation involves motivational impediments 
resulting from past language learning experiences (Burden, 2002; Falout & 
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Maruyama, 2004; Matsuda, 2004; O'Donnell, 2003; Warrington & Jeffery, 
2005; Yamashiro, 2001). These studies reveal that many Japanese tertiary 
EFL learners suffer from language learning trauma arising out of negative 
language learning experiences in junior and senior high school, and that this 
trauma is carried forward into university study in the form of low 
self-esteem and negative self-appraisal. These negative experiences include 
being humiliated by teachers in the classroom, and suffering through 
grammar- and vocabulary-based pedagogies targeted at university entrance 
tests. Anxiety and demotivation have also been shown to arise from 
socio-cultural factors (R. A. Brown, 2004; Burden, 2002; McVeigh, 2001; 
O'Donnell, 2003). Japanese modesty norms, and a culturally-derived fear of 
making mistakes in front of others, have emerged as two cultural factors 
resulting in language learning anxiety and demotivation. Additionally, 
motivational issues are evident in student, and societal, perceptions of the 
importance of foreign language learning, and higher education in general. 
Both McVeigh (2001) and Burden (2002) observed that Japanese university 
students perceived Japanese higher education as having little value, and 
that these attitudes have resulted in student apathy (McVeigh 2001), as well 
as “fossilized learned helplessness” (Burden 2002). The modern Japanese 
social perception of higher education being a “holiday” between the 
competitive “examination-hell” of secondary education and rigorous careers, 
likely contributes to the formation of these attitudes and orientations 
(Aspinall, 2005). 
 
2.4 Japanese Learners and the Dynamic Nature of Language Learning  
 While most research into Japanese EFL learning motivation has 
been cross-sectional in nature, a number of studies provide insights into the 
changing nature of motivation over time in this segment of learners (Berwick 
& Ross, 1989; Hayashi, 2005; Matsuda, 2004; Sawyer, 2007). In these studies 
motivation was shown to peak in the third year of high school. This 
motivation is seen as instrumental in nature, and reflects students’ desire to 
perform well on university entrance tests in order to gain admittance into 
high-ranking universities, and eventually, to the expanded career options 
they represent. EFL learning motivation has been shown to be lowest in 
university, where, as discussed above, students exhibit anxiety, apathy, and 
learned helplessness. While motivational intensity remains low overall 
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throughout university, it has been show to rise prior to tests, and when 
students have the opportunity to interact with foreigners (Matsuda 2004). 
However, as Sawyer (2007) observed, the trauma stemming from negative 
language learning experiences may be difficult to overcome with some 
students, and may result in permanent in demotivation. 
 
3.1 The Study: Introduction and Goals  
 This study sets out to gather preliminary data on Japanese 
engineering students' EFL learning motivation. Specifically, it aims at 
gathering information on fluctuations in motivation in this segment of 
learners, and at describing reasons for these fluctuations with students’ own 
attributions. These goals will be pursued through the administration of a 
research instrument containing both open-ended and closed items. This 
study in not designed to provide a comprehensive longitudinal description of 
motivation in the sample, but rather provide some preliminary glimpses of 
areas that can be explored in subsequent research.  
 
3.2 Method and Instruments 
 This study was carried out using a variation of Sawyer's English 
Learning Motivational History (2007). This instrument consists of a series of 
closed items requiring participants to self-report their level of motivation at 
various stages of their English learning histories from junior high school 
through to the third year of university. Specifically, students are asked to 
identify their motivational level on a five point scale (very high - high - 
moderate - low - very low), and are asked to provide explanations/comments 
(if any) at each stage of inquiry. In Sawyer's original version, students were 
asked to report their motivation twice during each year, in March and in 
April. As this represents the beginning and end of the Japanese school year, 
it represents one logical approach to measuring motivational change over the 
year. However, in the modified version used in this study, the months were 
changed to April and December. This was done for two reasons. First, while 
measuring a single year from beginning to end provides insight into 
motivational change over that year, over a multi-year term the one-month 
differential between March and April represents a narrow window for 
motivational change to transpire. The author thought that motivation 
between March and April was unlikely to differ significantly in such a short 
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period, and would thus be better reflected with a longer interval. Secondly, 
this study wanted to reveal more specifically the influence of entrance exams 
on motivational change (as discussed above, this has been identified as a 
significant motivational variable in number of studies). As entrance exams 
for Japanese high schools and universities are administered in January or 
February, it was thought that the time prior to this period would provide a 
better reflection of how these tests impact motivational level.   
 
3.3 Participants 

This study was administered to a group of 75 engineering students at 
a public university in northern Japan. The participants were third-year 
students in three separate English communication classes that were divided 
according to engineering specialty (Materials Science, Electrical Engineering, 
and Mechanical Engineering). Despite having studied English for nine years, 
most of the students would be considered false-beginners, with 
high-beginner to low-intermediate knowledge of English grammar and 
vocabulary, but possessing little or no communicative competence. The 
communication class in which this study was administered represents the 
last of eight mandatory English credits the students are required to take as 
part of the humanities breadth requirements for their undergraduate 
engineering degrees, and as such, represents the last English course many 
will be required to take in their scholastic careers. 
 
3.4 Results 
 The results of the closed item portion of the study have been plotted 
in two descriptive graphs. Figure 1 depicts the frequency of responses in each 
category (very high, high, moderate, low, very low), while Figure 2 depicts 
the mean score of the whole sample (n=75) at each interval. 
 In Figure 1, instances of very high motivation can be observed 
peaking at J3-12, H3-12, and U3-4. High motivation increases similarly with 
peaks at U3-4, H3-4, J3-12 and J1-4. Moderate motivation is the most 
frequent response, characterizing the post-entrance exam years of early high 
school and university. Low motivation rises and is sustained between H1-4 
and H2-12, and again rises between U2-4 and U2-12. Very low motivation, 
while remaining low overall in terms of response frequency, peaked at J2-4, 
H3-12, and between U2-4 and U2-12.    
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Figure 1: Frequency of response in each motivational category  
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Figure 2 depicts the mean score at each interval. A five point scale 

has been assigned to responses as follows: very high (5), high (4), moderate 
(3), low (2) and very low (1). According to the graph, peaks in motivation 
occurred at J1-4, J3-12, H3-12, and U3-12, with J3-12 representing the mode 
at 3.5. Significant drops in motivation occurred approaching H1-12 and 
U2-12 intervals.   

In the open-ended portion of the questionnaire students were asked 
to comment on reasons behind their motivational levels at each interval. 
Responses were subjected to content-analysis and categorized into twelve 
groups. According to the analysis, students attributed their motivational 
level at particular times to the following: Entrance Tests (ET), tests required 
for entering high school and university; Insufficient Skills (IS), a 
self-assessed lack of proficiency in, or understanding of, English; No 
Interest/Dislike (NID), an overall lack of interest in, or dislike for, English; 
Negative Learning Environment (NLE), aspects of the learning environment 
such as the teacher or class content that negatively impacted motivation; 
Positive Learning Environment (PLE), aspects of the learning environment 
such as the teacher or class content that positively impacted motivation; 
New Situation (NS), a desire to work harder due to a new learning situation 
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such as entering junior high school or university; Success (SU): a 
self-assessed increase in proficiency, or external verification of learning (i.e.  
 
Figure 2: Self-reported level of motivation (mean) 
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positive test results); Standardized Test (ST), preparation for standardized 
tests such TOEIC or EIKEN; Credits (CR), a desire to study only to obtain 
credits; Future Career (FC), consideration of the necessity of English in 
future careers; Lack of Time (LT): demands on time from major (engineering) 
studies which leave little or no time for English study; Given Up (GU), a 
feeling of not wanting to give any more time or effort to learning English, or 
that further effort will not result in success; International Orientation (IO), a 
desire to use English to speak with foreigners, or travel overseas. The total 
frequency of these responses, and their occurrence at each interval, are 
summarized in Figure 3. 
 The results obtained in the closed item section of the questionnaire 
clearly show fluctuations in the motivational level of learners over the 
duration of their English learning histories. The results of the open-ended 
items provide some explanatory insight into why these changes occur. 
Despite a relatively high number of students claiming a lack of interest in, 
and poor understanding of, English in their first year of study in junior high 
school, the overall motivational level at this interval is relatively high. This 
can be explained by the high number of responses indicating students’ 
willingness to apply themselves in the new subject and learning 
environment, as well as the relatively high number of students who 
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appeared to have success in English at the early stages of learning.  
 
Figure 3: Summary of Response Categories 
 
 U3 U2 U1 H3 H2 H1 J3 J2 J1 Total 
ET    46 6 2 31 3  88 
IS 1 5 5 7 10 11 6 10 11 66 
NID  2 4 2 4 11 4 4 9 40 
NLE  9 6  9 7 2 3 2 38 
PLE 11 2 3 1 1 4 3 5 3 33 
NS   11   5   14 30 
SU 1    1 1 6 13 7 29 
ST 8 5 1 2 1  2 1 2 22 
CR 7 8 6       21 
FC 6 4 3       13 
LT 5 2  1 1 1    10 
GU 2 2 1 1 2   1  9 
IO 6 2 1       9 
 

It appears this early enthusiasm dissipates as motivation falls 
approaching J1-12 and stays low through to J2-12 (despite relatively high 
continued frequencies of success). The subsequent rise in motivation from 
J2-12 through to J3-12 appears to be driven by high school entrance exams 
(with ET at this interval receiving the second highest overall frequency).  
 Motivation drops following administration of entrance exams, and 
stays low until H2-12. In this period there is a marked increase in the 
number of students unsatisfied with aspects of the learning environment 
such as course content and teachers. There are also a significant number of 
students commenting that they had lost interest in English during this 
period. Motivation begins to rise again in H3-4 and peaks at H3-12, with a 
total of 46 responses claiming entrance exams as the main motivational 
factor in the third year of high school. 
 Motivational levels in university mirror trends in junior and senior 
high school with high levels of initial motivation rapidly decreasing into the 
middle years of study, and then subsequently rising at the end of the last 
year examined. Like junior and senior high school, these high levels of initial 
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motivation are attributed to students’ resolve to apply themselves in the new 
learning situation. The second year of study (U2) represents the lowest 
overall motivational level observed in the study, with students identifying 
negative aspects of the learning environment such as class content 
(particularly the study of grammar), and uninteresting pedagogical 
approaches, as demotivating. In the third year of university motivation rises 
again. However, in the absence of entrance tests, a range of other factors 
were identified as promoting motivation. These positive third-year factors 
included: a positive learning environment, particularly the opportunity to 
study English communication for the first time; studying for the TOEIC test; 
a realization of the utility of English in future careers; and a desire to use 
English for travel or study abroad, or for speaking with foreigners. 
 
4. Discussion 

The results of this study provide insights into the motivational 
characteristics of Japanese engineering students learning EFL, and serve to 
provide possible directions for future research. The most significant finding 
is the overwhelmingly instrumental/extrinsic nature of sample’s motivation. 
This orientation appears to be driven mainly by their desire to succeed at 
entrance exams at various stages in their scholastic careers, to take 
standardized tests such as TOEIC, for career preparation, and for the 
attainment of university credits. This extrinsic/instrumental orientation is 
consistent with other examinations of this segment of learners, particularly 
Kimura et al. (2001). The goal-directed nature of motivation in this segment 
suggests that goal-setting theories (Locke & Latham, 1990; Schunk, 2001) 
might provide a fruitful area for future research with this group. Additionally, 
the apparent absence of integrative/intrinsic motivation is also an important 
characteristic of this segment of learners. Researchers need to examine the 
nature of this absence, and/or whether or not these characteristics are tied 
up in a more complex model of motivation where intrinsic/integrative and 
extrinsic/instrumental orientations become blurred within new global 
conceptions of the individual, work and academia (Dornyei, Csiser, & 
Nemeth, 2006; Lamb, 2004, Ushioda, 2006). Considering the fact that these 
engineering students are completing an internationally accredited 
engineering program, such a notion seems reasonable to explore.     
 Another important characteristic of this set of learners evident in the 
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findings is the reoccurring emergence of demotivation over the course of 
their English-learning histories. According to student responses, these states 
emerge when they feel unsuccessful in their English studies, and when they 
evaluate the learning situation negatively. These findings mirror those of 
Falout and Maruyama (2004) who also revealed that low-proficiency 
Engineering students’ motivation was dependent on, among other variables, 
self-confidence, course content and teachers. Similarly, teachers were also 
found to be a demotivating factor in engineering students’ EFL learning by 
Kimura et al. (2001). In contrast, a positive learning environment, 
particularly communication classes and interesting teachers, were identified 
as promoting motivation, as was success in the classroom. The positive and 
negative influences of success, learning environment, and past educational 
experiences on learning all conspire to suggest that expectancy-value 
theories such as self-efficacy theory (Bandura, 1977) and attribution theory 
(Weiner, 1980, 1986) would be another worthwhile area to examine in these 
learners. These could also be explored in references to goal-setting theories 
(see Heimerdinger & Hinsz, 2008). Furthermore, the strong apparent 
influence of course content and teachers presents an opportunity for 
experimental research concerning the effects of materials and pedagogical 
approaches on motivation. Considering the sample’s strong 
extrinsic/instrumental orientation, a study comparing the effects of English 
for Specific Purposes materials and general EFL materials might provide 
further insights into the connection between class materials and motivation 
in these learners.     
 A further important finding in this study is the degree to which it 
reveals the dynamic nature of motivation in this segment. As Figure 2 
reveals, the nine years represented in the study were characterized by 
repeated instances of falling and rising motivation. Considering these results, 
it is clear that future research into the EFL learning motivation of this 
population of learners needs to account for its changing nature. The question, 
then, is how can this be achieved? Repeated administration of closed item 
instruments, such as questionnaires, is one approach. However, such 
instruments are limited to the variables delineated by the researcher. 
Open-ended items, on the other hand, might provide better insight into the 
full range of factors that might affect motivation over time. Long-term 
semi-structured interviews, such as those conducted by Ushioda (1996), 
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appear to present a means for collecting motivational data at a richness and 
depth unobtainable by other methods. The advantages and disadvantages of 
these various research approaches suggest that a mixed-method approach, 
one which, for example, combines both summative rating scales and 
interviews, might provide the best opportunity for depicting the complex 
nature of EFL learning motivation as it changes over time. 
 
5. Conclusion 
 In summary, this preliminary study revealed that EFL learning 
motivation in Japanese engineering students fluctuated over the course of 
their academic careers. These findings reflect other process accounts of 
motivation, and speak to the limitations of treating motivation as a static 
phenomenon. The variables leading to fluctuations in motivational intensity 
and the resulting characteristics of learners at various stages over their 
English learning histories provide numerous areas of potential focus for 
future research.  
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6. ABSTRACT 

This paper will discuss an ethnographic case study that investigated how literature circles 
provide a differentiated learning context for high-ability readers in one classroom. 
Specifically, the research focused on the connection between critical pedagogy and 
collaborative reading of texts pertaining to sociocultural issues. The research questions 
focused on the ways that literature circles provide differentiated learning opportunities 
for high-ability readers, how literature circles provide a context to consider multiple 
viewpoints, the types of new texts and identities that gifted students create, and the types 
of analytical reasoning and critical thinking skills gifted sixth-grader readers demonstrate 
in literature circle interactions. 
 

 
An Investigation of Literature Circles and Critical Literacy: Differentiated Learning 

Opportunities for High-Ability Students 

 Across the educational landscape, the role of exemplary curricula for gifted education is 

not without its critics. The field has been criticized for grouping practices viewed as 

contradictory to the current focus of inclusion (VanTassel-Baska, 1992). Furthermore, gifted 

education is considered unnecessary by some critics because current reform initiatives advocate 

pedagogy that involves higher-order thinking, inquiry, and cross-disciplinary curricula for all 

students, thereby the assumption is made that gifted students receive an appropriately 

challenging curriculum in their regular classrooms (VanTassel-Baska, 1998). 

However, many regular classroom teachers struggle today to meet the needs of their 

diverse learners. Given the current mantra of accountability and high-stakes testing, reports 
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indicate that many classroom teachers tailor instruction for low-performing students (Davis & 

Rimm, 1998). As a result, many students who are identified as gifted and talented are not 

challenged in classrooms today, and many schools that do offer specific program services for 

gifted and talented students are organized in ways that fail to translate into talent development 

for advanced learners. Some gifted students are educated in regular education classes, while 

other gifted students receive auxiliary services or set-aside programs (VanTassel-Baska, 1991). 

As concerns continue to mount on the status of today’s gifted education programs coupled with 

questions about meaningful settings for delivery, the nature and extent of student learning 

becomes the central concern.  

Recognizing the strong influence that differentiated instruction provides for the 

gifted learner and that literacy development for high-ability students is best achieved in 

literature-rich environments with opportunities for students to participate extensively in 

discussions, activate their consciousness, connect to prior experiences and knowledge, and elicit 

high-level cognitive responses (Matthews, 1992), this study investigated how literature circles 

provide an optimal differentiated learning context for high-ability (sixth-grade) readers. More 

specifically, this study investigated the connection between critical pedagogy and collaborative 

reading of sociocultural issues for gifted students. Subsequently, the focus of this study 

recognized the cognitive processes associated with constructing meaning from print, but 

expanded this view of reading to also include sociocultural and critical perspectives of literacy, 

highlighting that interaction between the learners, the use of multicultural texts, and the literacy 

context were critical factors for differentiating learning opportunities for high-end sixth-grade 

readers.  

 This natural inquiry was methodologically eclectic, having made use of full participant 

2010 HICE Proceedings - Page 2603



observation as teacher-researcher (Burnaford, Fischer, & Hobson, 2001; Hubbard & Power, 

1999; Spradley, 1980) and grounded theory development (Creswell, 1998; Glasser & Strauss, 

1967; Strauss & Corbin, 1997). In addition, the teacher-researcher used an ethnographic 

perspective as a logic-of-inquiry (Gee & Green, 1998; Putney, Green, Dixon, Duran & Yeager, 

2000) to describe the literacy events, the collection of data, and the narrative findings. To 

achieve this purpose, this research study was framed by two research traditions (social 

constructivism and critical theory), each with a set of assumptions about the nature of reality, 

knowledge, and the goals and aims of the research process. Transactional reading theories, as 

well as empirical research on multicultural literacy further informed this study.  

Based upon the purpose of the study and the conceptual framework which defined 

particular points-of-view and identified underlying assumptions, the following research questions 

guided this study: (1) How does the environment of literature circles provide differentiated 

learning opportunities for gifted middle school (sixth-grade) students?; (2) How does critical 

literacy help gifted middle school (sixth-grade) students understand viewpoints different from 

their own?, (3) What types of new texts and identities do gifted middle school (sixth-grade) 

students create from participation in literature circles? and (4) How does the environment of 

literature circles with the inclusion of a critical literacy perspective provide opportunities for 

gifted middle school (sixth-grade) students to demonstrate the use of analytical reasoning and 

critical thinking skills? 

The study was implemented from September through May and involved twenty-one 

sixth-grade students who were identified to receive service in a gifted reading program within a 

mid- size urban school district. At the beginning of the study, the participants were introduced to 

the concept of multicultural literature through teacher read-aloud. The teacher-researcher 
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explicitly taught effective strategies for engaging in complex literature discussions and critical 

literacy practices. The study continued with the enactment of teacher-led literature circles, using 

a fishbowl strategy to guide and model correct discussion and response techniques. During this 

time, the twenty-one participants were introduced to the multicultural texts to be read during 

student-led literature circles, various components of effective literature circle participation, and 

literature circle roles. As the study progressed, the teacher-researcher moved from teacher-

centered discussions (explicit instruction and modeling), to shared stances (scaffolding and 

coaching), to full student-centered stances (facilitating and participation) in which the 

participants assumed full responsibility and ownership of student-led discussions. Research 

fidelity was evaluated through the use of regularly scheduled meetings with the participants to 

gather feedback and to perform member checks. 

Data collection procedures included: (1) participant observation, (2) field notes, (3) 

anecdotal records, (4) formal and informal conversations with the student participants through 

interviews, (4) videotaping and audio-taping through electronic means, (5) analyses of student-

produced artifacts, such as student journal entries, surveys, and questionnaires, and (6) 

documents, such as student cumulative folders, student transcripts and standardized test reports, 

state objectives for reading and language arts for grade six, and the school’s policies for reading 

and writing curricula. 

In order to understand how the interaction between learners, the use of multicultural 

texts, and the literacy context with the infusion of critical literacy practices were critical factors 

when considering differentiated learning opportunities for high-end sixth-grade readers, the 

teacher-researcher utilized a hybrid of qualitative research approaches to analyze the data. 

Specifically, ethnographic coding and analysis (Gee & Green, 1998; Leininger, 1985; Schensul, 
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Schensul, & LeCompte, 1999), grounded theory (Strauss & Corbin, 1997), and discourse 

analysis (Fairclough, 1995; Gee, 1996, 1999; Gee & Green, 1998) were applied to the literacy 

activities and the social languages used to promote the literacy activities within the context of 

literature circle discussion.  

From data analysis, literature circles were found to be zones of opportunity (Soares, 

2009) for gifted middle school students where each reader became an active participant in the 

construction of meaning by drawing on both textual and contextual information as well as his or 

her own prior knowledge and experiences. Secondly, the study found that literature circles 

provided a forum for gifted readers to consider different points-of-view in regards to texts, 

issues, and situational contexts. In addition, the teacher-researcher discovered that gifted students 

create counter texts to reshape the unfair privileging of dominant groups and the injustices of 

privileging one group over another because of race, ethnicity, class, and gender. Finally, the 

teacher-researcher discovered that literature circles are forums in which gifted readers can apply 

their analytical reasoning and critical thinking skills by taking a critical stance, creating 

intertextual connections (Short, 1992), and resymbolizing (Sumara, 1998) the unfamiliar worlds 

in texts into understandable worlds through lived experiences.  

 Additionally, from the development of an ethnographic theme analysis (Leininger, 1985) 

informed by grounded theory (Strauss & Corbin, 1997) to understand how the interaction 

between learners, the use of multicultural texts, and the literacy context with the infusion of 

critical literacy practices were critical factors when considering differentiated learning 

opportunities for high-end sixth-grade readers, the following four themes emerged: (1) literature 

circles were sites from which the twenty-one participants enacted critical literacies, (2) 

multicultural texts became sites to use critical literacy and build multiple views, (3) classroom 
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language and literature promoted acting for justice, and (4) social action occurred in the 

classroom. The four themes account for the ways that the sixth-grade readers negotiated critical 

literacies, as well as the practices of connecting to larger contexts and creating texts to reshape 

their world. Supported by the findings of this study and classroom accounts of critical literacy 

practices (Christensen, 2000; Edelsky, 1999; O’Brien, 2001; Vasquez, 2000), the four themes 

provided a comprehensible framework for this study.  

 The significance of this study lies on the assumption that being a member of a particular 

learning community leads to the development of a particular way of being a student, to the 

construction and development of particular types of knowledge and competencies, and to 

reshaping literacy experiences for high-ability readers. From this stance, the development of 

critical literacy, including the responses of readers and contextual practices that facilitated it, and 

the influence of the multicultural text that evoked the responses from a sociocultural perspective 

adds a new dimension to the field of gifted literacy and gives high-ability readers a fresh 

alternative to literacy appropriation. Further, this study adds to the argument that a greater 

understanding of diverse people and cultures is critical for establishing social justice awareness 

(Ford & Harris, 1999) and while critical pedagogy works in marginalized contexts, critical 

literacy is an important approach to teaching high-ability, privileged students, based on the 

assumption that developing critical consciousness is personally liberating to all, and on the 

premise that the world needs more privileged people to develop a passion for social change. 

More specifically, it extends sociocultural theory to the field of gifted education by having 

proposed a new lens for not only expanding the responsibilities of the field in terms of meeting 

the needs of gifted students, but by offering the ability to properly identify gifted students and for 

educating new teachers of the gifted. 
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While this research supports the importance of high-powered curricula in creating 

defensible programs for gifted learners in schools, additional research is needed to examine how 

gifted students respond to sociocultural issues that require them to scrutinize the purveyors of 

knowledge and in whose interests (Banks, 1996), to identify assumptions of knowledge, to view 

knowledge from varied and cultural perspectives, and to use knowledge to guide action that will 

create a humane and just world (Freire, 1970). The value of creating “culturally responsive” 

classrooms has been determined (Au & Raphael, 2000; Ladson-Billings, 1990). However, the 

need for research that examines the connection between critical pedagogy and collaborative 

reading of sociocultural issues for gifted students should be further addressed.  
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Educational Leadership at High Performing Schools 
Success Leaves Clues 

 
 
Educational leadership success is not a random phenomenon; success leaves clues and you can 
find them.  Like Hansel and Gretel leaving breadcrumbs through the forest, these clues lead to a 
desired destination—higher student achievement.   
 
Study educational leaders who have succeeded at the things you want to do well.  Successful 
leaders are successful because they are committed to doing whatever it takes to achieve their 
goals.  Be a success detective; look for the clues that result in higher achievement for all 
students. 
 
If I see anyone in this world producing a result I desire, I can produce the same result if I am 
willing to pay the price of time and effort.  If you want to achieve success, all you need to do is 
find a way to model those who have already succeeded. You cannot be a clone of anyone else; 
you can build on your own experiences and strengths with proven strategies.  There is no secret 
sauce!  There are no secret strategies or magic bullets.   There is knowing—knowing for sure 
what has proven over and over again to produce desired outcomes and implementing what 
works. 
 
 Dr. Richard DuFour (2008) gathered the research conducted over the last four decades into an 
excellent summary that is shared throughout his presentations.  He cited that proven strategies 
began to be identified in the 1970’s by Ron Edmonds, Larry Lezotte, and others.  Lezotte (1991) 
developed a list of seven factors that are correlated with effective schools.  The Center on 
Organization and Restructuring of Schools reported on a five‐year study in the 1990’s of more 
than 1500 K‐12 schools that had improved student learning using specific improvement 
initiatives.  Robert Marzano (2003) examined research conducted over 35 years and identified 
five school based factors that positively impact student achievement.   Doug Reeves (2006) 
noted that improving schools and districts share at least six characteristics. 
Ken Blanchard (2007) captured the lessons learned from his 25 years of consulting and found 
that the most effective organizations attend to six basic areas. 
 
When examining decades of research regarding the best of educational leadership strategies 
there are critical factors that are evident in the most productive schools.  Success truly does 
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leave clues; five clues are consistently evident, to the degree that all five elements are obvious 
in a high performing school: 
 
Clue 1:  Instructional Leadership:  The principal knows his/her role is that of the instructional 
leader who communicates the school’s vision and goals to staff, students, parents and 
community.  He/she knows how to work hard and measures his/her success through the lens of 
student achievement.   The principal is a coach, partner and cheerleader under the arc of 
instructional leader. 
 
Clue 2.  A Safe, Orderly Environment: Clear school wide rules and procedures are in place 
regarding behaviors, with consistent consequences for violation of rules.  There is an 
understanding, ‘we are in the business of teaching/learning’.  This premise is communicated to 
staff, students, and parents from day one and re‐enforced in classroom procedures and 
activities. 
 
Clue 3.   An Agreed ‐Upon Vision: There is a compelling vision that paints a clear picture of what 
we expect students to learn.  Curriculum, instruction, measurements of teaching and learning, 
and interventions are the vision in action.   
 
Clue 4.  Timely Monitoring of Student Progress:  Student progress is measured frequently 
against the guaranteed curriculum; teachers gather evidence of student learning and use the 
results to make data informed decisions.   Student achievement data is openly shared among 
teachers to improve their individual and collective performance. 
 
Clue 5:  Professional Learning Communities:  Shared power and decision‐making are evident 
among staff.  Collaboration and teamwork are based on a shared set of beliefs and values.  
There is a school wide belief that all students will learn.   Failure is not an option.   
 
 Each clue is critical; implementation requires patience, persistence, a dedicated focus and 
celebrations of success along the way.   
 
Please share your successes and leave your own clues.  You will be amazed at who will follow. 
 
   
 
 
 
 
 
 
 
 
 
 

2010 HICE Proceedings - Page 2613



 
  
 
 
 
 
 
 

 
 
 
 
 
 
 

2010 HICE Proceedings - Page 2614



1.Title of the submission. 
Text to Speech Tools:  Review of Features, Applications, and Research 

2. Name(s) of the author(s) and 3. Affiliation(s) of the author(s)   
Jinghong Tian 
New York University 

 
4. Address(es) of the author(s)  and 5. E-mail address(es) of the author(s) 

 
Jinghong Tian, Center for Research on Teaching and Learning, Pless Hall, 28 
Washington Place, 7th Floor, New York University, New York, NY 10003, 
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6. Abstract and/or full paper.  

Technology offers potentially powerful solutions for helping all students meet 

content-area expectations in the general education classroom.  Technology-based 

instructional programs can provide the extra practice and individualized instruction that 

students with disabilities often need to master basic skills.  Use of computers and other 

technologies often proves very motivating to students who have struggled in the 

classroom.  However, one of the greatest benefits technology offers is its ability to 

transform text.  Digital texts can be read by free text reader software, such as Microsoft 

Reader (www.microsoft.com/reader) and, increasingly, by text-to-speech tools built into 

a computer’s operating system.  Text-to-speech tools are improving continually, offering 

a wider range of voice options and more sophisticated rules for making speech output 

more pleasing and accurate.  

The burgeoning number of TTS tools is both a blessing and a curse.  Educators, 

parents, and consumers have more options, but have minimal guidance to assist them in 

selecting tools to meet the needs of individual students and tasks.  This paper is designed 

to offer guidance by discussing types of TTS tools and features, the ways in which TTS 

has been used during instruction, and the results of studies of TTS use. 
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Text to Speech Tools  2

 
(The research reported in this paper has been supported by the National Center for 

Supported Electronic Text under funding from the U.S. Department of Education, Office 

of Special Education Programs (Award # H327R050005). This research was done while 

the author was at Michigan State University.) 
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6.  Abstract and/or full paper 

This study investigates a Korean-English bilingual pastor’s code-switching and code-
mixing behaviors in his sermons and public lectures and analyzes (1) what syntactic 
elements are mixed most frequently in his speech discourse, (2) why he code-switches 
and code-mixes, and (3) whether the different types of speeches and different audience 
settings resulted in differences in code-switching and code-mixing. The study employed 
two research methods for data collection: observation and an interview. The data were 
collected from the O church website (www.cgntv.net), and all of the data were 
transcribed in Korean or English by observing his sermon and lecture videos. An 
interview was used to gather the pastor’s background information and his feelings about 
being a bilingual and about code-switching and code-mixing. The entire data set was 
examined with sub-criteria related to Becker’s (1997) three categories: structural 
linguistic, internal psycholinguistic and external social factors. The results show that 
nouns and compound nouns were the most commonly mixed elements in his code-mixing 
speech. Also, it is found that triggering, the ‘most available word’ phenomenon, and 
discourse content affect code-switching and code-mixing in his speech most in a Korean 
setting. In addition, he code-switches and code-mixes almost as often when he preaches 
as when he gives lectures, and a mixed congregation in the Korean ministry affects code-
switching and code-mixing the most.  

 

 
  

2010 HICE Proceedings - Page 2617

mailto:tgilj1980@yahoo.ca


     Proceedings submissions 

1. Title of the submission: Language choice, acculturation, and identity in intercultural           
relationships 

2. Name of the author: Eunhee Buettner 
3. Affiliation of the author: University of Manitoba 
4. Address of the author: 922 Dominion Street, Winnipeg, Manitoba, Canada, R3G 2N8 
5. E-mail address of the author: tgilj1980@yahoo.ca  
6. Abstract and full paper: 

 
Abstract 

Most countries all over the world have undergone globalization and it seems to affect marriage 
patterns as there are more international, intercultural and bilingual couples in the present than in 
the past. In other words, there are people who live with more than two languages and two 
cultures in one family due to these international and intercultural marriages. This study examines 
language choice, acculturation, and identity in three Korean women who have a Canadian 
husband and immigrated to Canada. More specifically, the study indicates 1) which linguistic 
choices these Korean women make under what circumstances, 2) what are their attitudes toward 
their acculturation, 3) how, if at all, their partners’ language and culture affected their identity, 
and 4) how their linguistic choices, acculturation and identity shift or maintenance affect their 
relationship if at all. This study also provides insights into how these Korean immigrant women 
will deal with their children’s language, culture and identity in Canada. The study employed an 
ethnography study, one of the qualitative research methods to obtain an in-depth and holistic 
understanding of these Korean women’s experiences of living with two languages and cultures in 
Canada.  For data collection, in-depth one-on-one interviews were employed. The interviews 
were conducted in Korean and transcribed in Korean. Afterward, the Korean transcripts were 
translated into English. The data were analyzed based on the four research questions, thus, the 
emergent themes were categorized such as language, acculturation, identity, relationship and 
their children’s Korean language, culture and identity. Through this study, it is found that they 
have established a small multicultural society in their relationships and they would like to 
continue to establish the small multicultural society with their future children as they try to pass 
Korean heritage language, culture and identity onto their child and children-to-be. 
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City Centre Education Project Pre-kindergarten:  
A Synthesis of Findings from the 2001/02 to 2005/06 Cohorts 

 
 

Formal pre-kindergarten or junior kindergarten programs for children aged 3 and 4 years 
of age are available in various jurisdictions throughout the world, including Canada. United 
States Department of Education data gathered in 2004 demonstrate that 1,583,000 three year-olds 
(38.7% of the total population of three year-olds) and 2,969,000 four year-olds (68.4% of the 
total population of four year-olds) attended some form of public or private nursery/pre-
kindergarten/junior kindergarten program (National Center for Educational Statistics, 2008). Of 
these slightly fewer than half attended publicly funded early childhood education programs. 
These programs were funded in various ways including: (a) the Individuals with Disabilities 
Education Act, (b) Headstart, (c) Title I of the Elementary and Secondary Education Act 
(funding directed towards high-poverty areas), and (d) a variety of state level programs.  
Availability of pre-kindergarten in Canada varies by province and by school jurisdiction. 

 
It is an ideal of the school system that all children should be ready to enter school and 

succeed. In fact, school—specifically kindergarten—readiness is the overarching goal of Head 
Start and programs like it. It is generally agreed that readiness is characterized by competence in 
both emergent literacy as well as social function. Children who are “on target” with language 
development (particularly phonemic awareness), emotional self-control, and social skills tend to 
be successful in their first school year. 

 
However, there is no consensus on how to measure a child’s readiness for kindergarten 

(Parker, Boak, Griffin, Ripple & Paey, 1999), but there is some consensus around the general 
impact around early childhood programming effect on children’s readiness for learning in 
school. Even a cursory glance at the large yet scattered body of American literature on early 
childhood education reveals that early educational programs such as Head Start and Success by 
Six (both for children aged 3-5) have profound positive effects for children’s later success in 
school and life. This proposition has been concretized over approximately 40 years of 
quantitative data from various states’ educational boards’ research comparing young children’s 
pre- and post-test scores on rudimentary literacy and numeracy skills assessments. Considered in 
its totality, this literature is, indeed, convincing. Broadly speaking, children engaged in pre-
kindergarten or junior kindergarten programs enter elementary school better equipped for 
developing literacy, numeracy, and social skills (e.g. Administration on Children, 2001; Barnett, 
1995; Pascal, 2009). Emergent literacy and achieving later on in reading are positively correlated 
and longitudinally continuous (Whitehurst et al, 1999). This effect is most remarkable in students 
from low-income families (traditionally disadvantaged due to many factors, from parent 
absenteeism to parents reading less to them at home due to working long hours) in that they seem 
to show the most improvement in their budding abilities. Further, longitudinal studies have 
drawn the connection between high-quality early childhood education initiatives for children 
from low-income families and higher secondary school graduation rates (50% vs. 39%, 
Reynolds, Temple, Robertson, & Mann, 2001), lower rates of juvenile arrest (17% vs. 25%, 
Reynolds, et al, 2001) and adult criminality (0.54 vs. 1.41 convictions per person; Oden, 
Schweinhart, & Weikart, 2000). Students in these programs had higher post-secondary school 
attendance and completion (e.g., Administration on Children, 2001; Garces, Thomas, & Currie, 
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2000). Quality early childhood education is also connected to future success in forming and 
maintaining social relationships (e.g. Kagan, Moore, & Bredekamp, 1995). Social and 
behavioural problems before 5 years of age have been shown to be connected to mental health 
problems later in life, let alone truancy and delinquency during school years (Webster-Stratton, 
1998). 

 
 

Scope of the Present Study 

The development of literacy skills is but one part of what children are expected to 
accomplish as part of their schooling experiences, another very important purpose of school is to 
help children develop emotional maturity and social competence. Although children are born 
ready to learn, the complexity of the tasks with which they can experience mastery is related to 
their level of maturity. Since school is a social enterprise, children must develop fairly 
sophisticated social competencies in order to be able to learn from their teachers and their peers. 

 
Interestingly, in a longitudinal study following 183 children from pre-kindergarten to 

grade four, Marcon (2002) found that a positive relationship exists between students’ success 
later in elementary school and pre-kindergarten programming offering child centred learning 
experiences. Marcon speculates that children who received “overly academic preschool 
experiences with formalized learning approaches” in pre-kindergarten may have had their 
progress slowed significantly because of the passivity required on the part of the learner. Given 
this caveat, of specific interest in the present study were the social and academic effects of a 
child-centred half-day (475 hours per academic year) pre-kindergarten (i.e., for children aged 3.5 
to 4.5 in September of each school year from 2001 to 2006) program having an educational 
orientation for the children enrolled in the program. 

 
 

Method 
 

 This research drew on several quantitative and several qualitative data sources.  The 
analysis of the quantitative data conformed to the causal-comparative research approach (Gall, 
Gall, & Borg, 2006). Analysis of the qualitative data follow the constant comparative approach 
to thematic analysis (Patton, 1990). 
 
 
Data Sources 

Data sources utilized over the past 5 years have probed various aspects of the pre-
kindergarten programming at the school. These have included: (a) pre- and post-test 
administrations of the Early Development Instrument (EDI), a school readiness to learn 
assessment instrument; (b) pre- and post-test administrations of The Renfrew Bus Story, a 
language acquisition test (administered to pre-kindergarten children in the 2001/02 and 2002/03 
academic years); and (c) pre- and post-test administrations of children’s knowledge of print 
concepts and letter identification skills as measured by two sub-tests of Clay’s Observation 
Survey – these included (a) knowledge of print concepts using the letter identification and (b) 
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knowledge of concepts about print – an assessment tool designed to measure emergent reader’s 
reading and writing skills. Pre-kindergarten student knowledge of print concepts performance at 
the end of the each school year was also compared with, corresponding by year of enrolment, 
groups of kindergarten age students (from the same district and representing high, middle, and 
low SES) from whom data had been collected at the beginning of each school year. Informal 
observation and interactions with teachers also informed this study by allowing the primary 
author to develop a sense of the nuances of the classrooms and the program at each school. 

 
 In late spring of 2006 an additional source of data was utilized in this research; namely, 
parents of pre-kindergarten age children were interviewed either through a semi-structured focus 
group approach or through telephone interviews. The central purpose of these interviews was to 
draw out parents’ perceptions of the pre-kindergarten program with respect to their own children. 
Data sources utilized by year are provided in table 1. 
 

Table 1 
Data sources utilized by year 

Year 
Clay’s 

Observation 
Sub-scales 

EDI Refrew Bus 
Story 

Informal 
observation and 

interaction 

Parent focus 
group 

interviews 
2001/02 yes yes yes yes no 
2002/03 yes yes yes yes no 
2003/04 yes yes no yes no 
2004/05 yes no no yes no 
2005/06 yes no  no yes yes 
 

 Early Development Instrument. To assess the group’s readiness to learn each teacher 
was asked to complete Janus and Offord’s (1999, 2001, 2007) EDI. This survey consists of five 
subscales, namely: (a) physical well being (i.e., gross and fine motor skills, independence in 
looking after their own needs), (b) social competence, (c) emotional maturity, (d) language and 
cognitive development, and (e) communication and general knowledge. The  survey is completed 
by the classroom teacher after having worked with each child for a minimum of one month. The 
internal reliability of the five scales was found by the authors to be very high (Cronbach’s alpha 
ranged from 0.84 to 0.96). The test-retest reliability of the sub-scales was similarly also very 
high (Pearson r ranging from 0.82 to 0.94). The results of this instrument provide a “snapshot” of 
how ready to learn the group of children being assessed was, it does not provide information 
about individual children.  The teachers were asked to complete the scale during the last week of 
October after having worked with the children for a period of eight weeks. The teachers were 
asked to complete the same scale a second time during the first week of June to provide data for 
estimating the relative growth of the group over the school year. 
 

Renfrew Bus Story. Pre-kindergarten students’ language development and narrative skills 
were assessed near the end of October and the beginning of November and again between the 
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end of May and the beginning of June in each of the two years in which Renfrew Bus Story data 
were gathered (Cowley & Glasgow, 1994). This standardized test was administered by a group 
of speech-language pathology graduate students completing their Master’s degrees at the 
University of Alberta and a Speech Language Pathologist employed by the local health authority. 
 
 The Renfrew Bus Story (Cowley & Glasgow, 1994) is a screening tool used to identify 
young individuals with language delays. It is a one-on-one test consisting of a short story read 
aloud to a child who follows the story line in a series of twelve colour pictures. Once the tester 
has finished telling the story, he or she asks the child to retell the story.  The child’s rendition of 
the story is recorded on audiotape, transcribed, analyzed, and scored using standardized criteria. 
In their description of the test, Cowley and Glasgow (1994) state 
 

This screening measures a child’s ability to retell relevant information about a story. Many 
of the details of the story are presented verbally but don’t appear in the pictures. Each 
child’s performance depends on the integration of many skills and abilities including the 
co-ordination of auditory and visual input, attention, listening, comprehension, memory, 
sentence formulation, and narrative schema understanding. (p. 1) 
 

 The content of the child’s Renfrew Bus Story transcript is assessed on a variety of criteria. These 
include (a) information (i.e., the content provided by the child during the retelling of the story, 
(b) sentence length (i.e., the five longest sentences are selected and an average word count is 
determined), (c) complexity (i.e., sentences containing subordinate or relative clauses are 
identified), and (d) independence (i.e., an assessment is made of the number and type of prompts 
required by the child to retell the story). Pre-test and post-test reliability coefficients were 
determined by the authors using a sample of children ranging in age from 4 years-5 months to 6 
years-11 months. On tests administered 4 weeks apart the authors found the test-retest reliability 
coefficients to be as follows: (a) information (r = 0.79), (b) sentence length (r = 0.73), and (c) 
complexity (r = 0.58) (Cowley & Glasgow, 1994). Inter-rater reliability coefficients were also 
obtained by Cowley and Glasgow (1994) for the same three sub-scales and reported to range 
from (a) 0.70 to 0.92 on the information sub-scale,  (b) 0.79 to 0.83 on the sentence length sub-
scale, and (c) 0.22 to 0.60 on the complexity sub-scale.  

 
The authors, for the information and sentence length assessment criteria, have developed 

age specific norms for children aged 3 years-6 months to 6 years-11 months (Cowley & 
Glasgow, 1994). It is these norms that the children in the present study were compared to on the 
basis of the Renfrew Bus Story results.  

 
In the third and subsequent years of this study, use of the Renfrew Bus Story was 

discontinued because of the considerable overlap between the findings obtained with this 
instrument and the “language and cognitive development” subscale of the EDI. Reducing the 
amount of testing was consistent with the researchers’ and the school jurisdiction’s goals of 
minimizing the interruptions to students’ instructional time. 

 
 Clay’s Observation Survey. To assess pre-kindergarten student knowledge development 
of print concepts, data were collected using two of Clay’s (1993) Observation Survey sub-tests. 
Early Childhood Specialist district consultants collected Clay’s Observation Survey sub-test data 

2010 HICE Proceedings - Page 2623



in late October and in early June of each year from all students who had completed the full year 
in the program.  
 

The Clay (1993) Observation Survey is an internationally recognized instrument for 
assessing the development of non-readers and emergent-readers. This survey places emphasis on 
the operations and strategies used by emergent readers to obtain messages from text and to place 
messages into text. The two Observation Survey sub-scales used in the present study were: (a) 
Letter Identification (split-half r = 0.97, validity–correlation with Word reading r = 0.85), (b) 
Concepts About Print (test-retest r = 0.73 to 0.95, validity–correlation with Word reading r = 
0.79). 

 
 The letter identification sub-scale of Clay’s Observation Survey assesses the extent to 
which a reader recognizes upper and lower case letters in Times Roman and Century Gothic type 
fonts. Readers are presented with a single sheet containing (a) all of the letters of the alphabet in 
upper and lower case using a Times Roman font and (b) the lower case letters “a” and “g” in 
Century Gothic font. The reader is asked to read the letters, which are presented in random order, 
by the teacher or researcher. A reader who is unable to identify particular letters is asked one or 
more of a series of questions to help the child recall, these include: (a) Do you know its name? 
(b) What sound does it make? and (c) Do you know a word that starts like that? 
 
 Clay’s concepts about print sub-scale assesses the extent to which emergent readers 
understand how Western languages are printed. The concepts that are assessed include 
identifying  
 

the front of the book; that print (not the picture) tells the story; that there are letters, and 
clusters of letters called words; that there are first letters and last letters in words; that you 
[sic] can choose upper or lower case letters; that spaces are there for a reason; and that 
different punctuation marks have meanings (full stop, question mark, talking marks). 
(Clay, 1993, p. 47) 

 
 
Respondent Group  
 
 In 2001/02 only one school offered a pre-kindergarten opportunity to families with young 
children; the following year, a second school added pre-kindergarten to its program offerings. 
Since the 2003/04 school year, three schools in the CCEP have been offered pre-kindergarten 
programming to children. The criteria for admission to the pre-kindergarten program at all three 
schools since its inception have consisted of the following: (a) children must be between 3.5 to 
4.5 years old on September 1 of the year of program enrolment; (b) children must be toilet 
trained; (c) space had to be available in the classroom (the maximum intake capped at 15 
children per class). All analyses are based on data gathered from children who were in 
attendance at minimum from the beginning of October to the end of May in a given school year. 
Numbers of children meeting this criterion are provided in table 2. 
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Table 2 
Numbers of participants and schools by year 

Year Number of Schools Number of students 
starting in September 

Number of students in 
attendance the entire year 

2001/02 1 15 11 
2002/03 2 30 21 
2003/04 3 41 39 
2004/05 3 44 35 
2005/06 3 38 32 

 

 At the end of the 2005/06 school year, pre-kindergarten parents at each of the schools 
were invited to share their thoughts about the program with the researchers. Parents were invited 
to participate in focus group interviews at each of the three schools. In total five parents were 
interviewed through a combination of a focus group interview and individual telephone 
interviews.  
 
 
Data Analysis  

 Since the main goal of this study was to describe the growth of the pre-kindergarten 
children over the course of their first formal schooling experience, the analyses conducted are 
descriptive and inferential in nature. Effect size coefficients (Cohen’s d) are reported for 
comparing the pre-test and post-test data. The effect size statistic also provides the reader with a 
sense of the potential importance of the findings. Whenever possible, effect size coefficients 
were also reported when drawing comparisons between the pre-kindergarten group and other 
reference groups. 
 

Cohen’s d is calculated by obtaining the difference between the mean scores obtained 
from the two experimental groups, then dividing the result by the pooled standard deviation of 
the two groups. Cohen (1988, 1994) and many other educational researchers (e.g., Glass, 
McGaw, & Smith, 1981; Hattie, 1992; Hattie, Biggs, & Purdie, 1996) have suggested that 
specific values be used to represent “small,” “medium,” and “large” effect sizes (ES) in social 
sciences and educational research. Effect size conventions are as follows: 

 
 small: ES less than or equal to 0.25 
 medium: ES from 0.26 to 0.55 
 large: ES greater than or equal to 0.56 
 
The ES should represent the smallest effect that is of practical or educational significance. The 
suggested values, provided above, for “small,” “medium,” and “large” ES can be used as a 
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reality-check for the researcher or policy analyst attempting to interpret and make sense of “the 
numbers.” 
 

The pre- and post-test data collected using the EDI are presented to show the growth over 
the academic year and to compare the pre-kindergarten group to the McMaster University 
2002/03 EDI reference group consisting of 7619 children (with an average age of  4.7 years and 
a standard deviation of 0.3) from communities across Canada (including communities in British 
Columbia, Alberta, Saskatchewan, Ontario, New Brunswick, and Nova Scotia). Comparisons 
between the McMaster University reference group and the pre-kindergarten pre-test EDI results 
and the post-test EDI results on all five subscales are compared using simple t-tests. 

 
Pre-test and post-test data collected using the Renfrew Bus Story are also primarily 

analyzed to show growth over the academic year. Since age appropriate norms are available, how 
the children compare to the norm reference group at both the pre-test and the post-test is 
provided.  

 
Data collected using the two sub-scales of Clay’s Observation Survey are treated 

similarly to the other data collected in this study. Pre-test and post-test data are analyzed using t-
test comparisons to show growth over the academic year. The pre-kindergarten post-test data are 
also compared with pre-test data collected from 28 kindergarten (these are children aged 4.5 to 
5.5 years) classrooms in 26 schools from Edmonton Public Schools (EPS) to ascertain how the 
children completing the pre-kindergarten program compare, on the basis of their knowledge of 
print concepts, to children from various Edmonton communities (i.e., the overall community – 
including high needs communities and low needs communities) entering their kindergarten year. 

 
 

Findings 

School Context 

  Student enrolments at each of the three schools have remained fairly consistent over the 
duration of this study. One school has had a total enrolment ranging from approximately 150 to 
200 students and catered to pupils of various ethnic backgrounds in pre-kindergarten to grade 
six. Between eleven and thirteen credentialed teaching staff provided programming in the school. 
The two other schools have had a total enrolment of approximately 275 to 350 students and, as 
with the first school, both cater to pupils of various ethnic backgrounds in pre-kindergarten to 
grade six for one school and pre-kindergarten to grade nine in the other school. These schools 
have had between 16 and 20 credentialed staff providing instruction. The three schools are 
located in the inner city area of a large Western Canadian metropolitan city. Relative to other 
schools in the district, these schools serve a high socio-economic needs communities and, of 190 
schools, all have ranked among the top 5% of the neediest schools in the district during the past 
five years. Almost half of the students attending the schools bring with them some 
developmental gaps in their learning (i.e., academic, social, or language acquisition). The 
demographic profile of the local community shows high proportions of single adult households 
and single males. Many individuals and families living in the schools’ catchment area are 
transient resulting in a high turnover rate of the student population. 
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 The children at these schools are provided with morning recess snacks, while the children 
at one of the three schools were provided with a hot lunch program as well. It is believed by all 
staff at the schools that learning can only take place once this most basic need has been met. The 
three schools emphasize literacy and numeracy as the centre of their mandates. Children in 
kindergarten are provided with full-day, every day play-based academically focused experience. 
Children in the lower elementary grades at the school are provided with balanced literacy 
programming, reading recovery programming, and other academic supports. Children at the 
schools have access to a variety of community resources including a health nurse, a 
psychologist/family therapist, and adult mentors. The schools have put into place various 
partnership strategies encompassing parents, school, and community to benefit student learning.  
 
 Children in the pre-kindergarten programs at the three schools were also given access to 
all school resources including: (a) 100 minutes per week with a district music specialist who 
provided students with a wide array of musical instruments, (b) an excellent collection of books 
in the schools’ libraries, (c) school computer laboratories, (d) part-time family therapist (i.e., 
helps children deal with anger management and control issues), (e) part-time nurse (i.e., vision 
testing), (f) school assemblies and special presentations (e.g., children’s festival entertainers), 
and (g) jurisdiction consultants for programming needs (e.g., academic assessment, speech 
pathology). All pre-kindergarten children at one of the schools have also consistently 
participated in the school’s mentorship program. The children were paired with adult mentors 
who came into the school for approximately 1 hour per week. These mentors typically engaged 
in activities that were literacy based. The pre-kindergarten students were also given opportunities 
to collaborate with the children in the kindergarten class to help them prepare for the following 
year’s kindergarten experience. To help with the children’s home environments, parents of the 
pre-kindergarten children experiencing difficulties were given confidential access to support 
workers at no cost. In addition, many parents participated in a variety of evening sessions 
focussing on enhancing literacy ideas for their children with the Centre for Family Literacy. 
 
 
Classroom Context  

Students in the three pre-kindergarten classes had fully credentialed teachers as their 
instructors. Teaching experience of the teachers in the pre-kindergarten program ranged from 
one year to more than ten years. During the course of this study one school has had the same pre-
kindergarten teacher, another school has had two pre-kindergarten teachers, and the third has had 
four teachers. This is not a reflection on the status of teaching pre-kindergarten, rather it is a 
reflection of the tenuous nature of the funding for the program and the resulting instability of not 
knowing whether the teaching position would exist the following year.  

 
Teacher assistants were also part of the learning environments in the three classrooms. In 

all classes, the teacher and teaching assistant had developed their curricula with the needs 
children would face in kindergarten in mind. Extensive collaboration between the pre-
kindergarten teacher and the kindergarten teacher occurred through out the year in each of the 
three schools over the entire period of the study. Furthermore, the teachers from the three pre-
kindergarten classes at the three schools had also collaborated extensively throughout the school 
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year on various curriculum development projects for their classes. In keeping with the school 
literacy and numeracy focus, the pre-kindergarten had the same emphasis with age-appropriate 
materials and activities. 

 
Over the course of the school year, children were exposed to a variety of centres in each 

of the classrooms. These included activities such as: puppets, computers (i.e., current equipment 
with a wide variety of age appropriate software, access to Internet, and printers), sand table, 
water table, fine motor skills (e.g., cutting and beading), art (e.g., painting, drawing, collage), 
shared writing, counting with manipulatives, patterning with manipulatives, printing, poetry 
(e.g., with sentence strips), reading. As the year progressed the centres changed to meet the 
children’s differing needs. Near the beginning of the school year the centres were more based on 
“free play” and “exploration” activities. Toward the end of the school year the centres became 
more focused on reading and printing (e.g., “ABCs, reading and writing own name and names of 
other children, reading and writing elementary words), mathematics, and science. 

 
Activities in the pre-kindergarten program were thematically based. In each classroom, 

most of the themes emerged from the literature shared with the children by their teacher. Themes 
were selected by the teacher with the needs of the children in mind. The expectation was that the 
themes selected would impart excitement and curiosity in the children. Activity centres were 
structured to reinforce the themes being addressed. Students were so excited about the reading 
experience they received at school that they all participated in the school home reading program 
with their parents. 

 
Typical days near the beginning of the school year began with a calendar activity 

followed by a short story (usually no more than 10 minutes) being read to the children. Children 
were then given a snack, followed by a craft activity (again, usually no more than 10 minutes in 
duration). This craft activity was followed by unstructured play with child selected classroom 
materials. Children were also given a 15-minute “recess” during which they would play with the 
school’s playground equipment. After the recess break, children would return to the classroom to 
engage in a printing activity (i.e., letter focus) for approximately 10 minutes. This was followed 
by more unstructured play in the classroom with teacher selected manipulatives.  

 
Toward the end of the school year a typical day involved beginning with approximately 

15 minutes of independent or shared reading followed by the “morning message” activity (i.e., as 
a group children identify missing letters and words in a morning message), and the calendar 
activity. Children were read a story that they would retell (i.e., to develop the conception that 
stories have a beginning, a middle, and an end). Students would then move to the activities 
centres that had become much more literature based in nature and often involved shared writing. 
As a group students were then expected to participate in printing activities prior to their “recess” 
break. After recess break, students would return to the classroom for a math or science activity 
that was followed by approximately 25 minutes of unstructured play. 
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Student Demographics 
 

Over the course of the study, the gender split in the group of children who have attended 
pre-kindergarten has been approximately 50% male and 50% female (see table 3 for gender and 
age breakdown by year).  
 

Table 3 
Gender and age data for students who were in attendance for the pre- and post-tests in this study

Year N Male 
n (%) 

Female 
n (%) 

Avg. age at 
entry 

Std dev. of 
age at entry 

ESL 
n (%) 

2001/02 11 7 (64%) 7 (36%) 4.1 years 0.32 6 (55%) 
2002/03 21 11 (52%) 10 (48%) 4.1years 0.26 8 (38%) 
2003/04 35 20 (57%) 15 (43%) 4.1 years 0.31 11 (31%) 
2004/05 36 18 (50%) 18 (50%) 4.2 years 0.26 13 (36%) 
2005/06 32 11 (34%) 21 (66%) 4.3 years 0.30 7 (22%) 

Total 135 67 (50%) 68 (50%) 4.2 years 0.29 45 (33%) 
 

As noted above, a total of 135 students (68 female and 67 male) completed the entire pre-
kindergarten program at their respective schools from 2001/02 to 2005/06. Overall, upon entry to 
the program in September of each year, children’s ages average  4 years-2 months (std. dev. = 
0.29 years). Only two-thirds of the students who have completed the CCEP pre-kindergarten 
program came from homes in which English was the first language spoken. The remaining 45 
students were all considered to have learned English as a second language. 

 

Teachers’ Instructional Beliefs 
 

  Through informal conversations with the pre-kindergarten teachers in the three schools, it 
was very clear that each articulated very strong child centered beliefs regarding how best to teach 
and interact with small children. The various teachers who each had instructed in the pre-
kindergarten classes since the beginning of this study all believed that children should feel safe, 
secure, and successful in what they did at school. Every accomplishment, regardless of how 
small, was authentically celebrated in their classes. The teachers all tried, to the best of their 
abilities, to honor the accomplishments of every child, every day. The teachers believed that the 
best way to nurture confidence in the children was to provide them with environments that 
allowed them to experience meaningful success often. 

 
Underlying the development of the classroom curriculum were three goals. By the end of 

the school year the every child was to (a) be able to recognize and write his or her name, (b) 
know both upper-case and lower-case letters, and (c) know numbers up to 20. These goals were 
consistent across the three schools and over time. 
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Parent Perceptions of the Pre-kindergarten Program 

 Parents of pre-school children were provided with the opportunity to comment on their 
perceptions of the pre-kindergarten program, particularly as it related to their own children. Four 
open-ended questions were posed to parents, namely: 

 
1. What kinds of expectations did you have of pre-kindergarten when you enrolled your 

child?  Were these met? 
 

2. Was there anything you didn’t expect, but are sure it was the result of the pre-
kindergarten experience? 

 
3. What changes have you noticed in your child (e.g., academic or social) over the course of 

the year that you might attribute to pre-kindergarten? 
 

4. What would you like to see done differently in pre-kindergarten that would have 
improved your child’s experience? 

 
Expectations held by parents of what the pre-kindergarten program would accomplish for 

their children were varied. Some parents expected only a playschool environment in which 
children would gain “experience with colouring, group work and so on.” Most talked about the 
importance of being able to socialize with others. One parent remarked, “I expected the teaching 
style to include learning through play”; while another stated, “I had few expectations other than 
to have my child develop an appreciation for other children, socialization of my child.” 

 
Positive outcomes parents associated with the pre-kindergarten program included gaining 

exposure and expertise with computers – “my child can use computer paint programs now, we 
didn’t have a computer to teach her this before this spring” – as well as literacy outcomes – “my 
child can identify words in books and the environment” and another articulated that, “my son is 
writing names of the family pet, printing, and manuscript writing.” The majority of parents 
interviewed shared comments along the following tenor: “Yes, my child is able to socialize with 
others, is socializing with the staff and participating in learning. Even my younger children are 
benefiting from my child’s positive behaviours at home!” 

 
Changes parents saw in their children over the course of the pre-kindergarten year 

focused on the development of social skills as well as on literacy and numeracy. Comments to 
this effect included: 

 
Social independence, my child is showing greater confidence in making friends and 
interacting with other children. This is a marked improvement from September when she 
was shy and quiet. 
 
Math skills.  Recognition of math concepts.  My child is frequently after me to play the 
“equals game” where one plus one equals and so on.  He also recognizes patterns when 
we are driving or at home and is able to reproduce patterns he sees in his environment. 
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Can write, print knows letters, interactions with other children, sharing, rules. 
 
When parents were asked the final question, regarding what changes they would like to 

see to the pre-kindergarten program, the responses were unanimous: “Nothing, I was quite 
impressed with the program. The only suggestion made did not address pedagogy, rather the 
focus of this parent’s comment was for government:  

 
I would not change anything for the program, however I would like to see the 
government funding for the program to be in place for next year on time.  This year the 
program started two-weeks late in September due to funding delays.  The program started 
on September 14th and I have to wonder how much further the children would have been 
with that extra two weeks of classes.  We need proper funding from whatever level of 
government is responsible for funding the program. 

 

Readiness to Learn 

As described above, the measure for assessing children’s readiness to learn was the 
teacher completed EDI. The teachers completed all five of this instrument’s sub-scales at the end 
of October or very early November and again at the end of May or early June of each school 
year. As can be seen from tables 4 and 5, the results obtained suggest that the pre-kindergarten 
children developed socially and emotionally over the course of the year. Noteworthy in table 4 is 
the fact that all of the significant differences between the CCEP pre-kindergarten groups and the 
national EDI cohort were due to the CCEP group being assessed lower in the EDI sub-scales. An 
examination of table 5 demonstrates that by the end of the school year, the CCEP pre-
kindergarten group had caught up to, and in many cases surpassed significantly, the national 
cohort. Growth is to be expected simply as a result of increased maturity due to age. However, 
when these data are compared to the McMaster University EDI national cohort (using the junior 
kindergarten norms – age 4.71, std dev. of 0.32), it is clear that the experience students received 
in the pre-kindergarten programs in the three schools was of great benefit. 

 
 

Students’ Language Development and Narrative Skills 

Data collected using the Renfrew Bus Story in late October and early November, of the 
2001/02 and 2002/03 school years and in late May and early June of the same school years are 
particularly useful in assessing the literacy effects of the pre-kindergarten program on the 
students. These data are also useful for corroborating the strong language gains demonstrated by 
students with the EDI. Table 6 shows the standardized scores and the number of students 
performing at or below the 10th percentile for the sentence length and the information sub-scales 
of the Renfrew Bus Story. The norm reference group, developed by Cowley and Glasgow 
(1994), takes into account development due to age maturation. 
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Table 4 
Comparisons of the pre-test pre-kindergarten EDI readiness to learn subscale with the age 
appropriate McMasterUniversity EDI national cohort. 

 

 
McMaster 
JK cohort 
n = 7619 

 
mean 

(std dev) 

Pre-test 
2001/02 

CCEP Pre-
K 

n = 14 
  

mean 
(std dev) 

Pre-test 
2002/03 

CCEP Pre-
K 

n = 30 
 

mean 
(std dev) 

Pre-test 
2003/04 

CCEP Pre-
K 

n = 39 
 

mean 
(std dev) 

Pre-test 
2004/05CC
EP Pre-K 

 
 

mean 
(std dev) 

Pre-test 
2005/06CC
EP Pre-K 

 
 

mean 
(std dev) 

Physical well-
being 

8.55  
(1.10) 

8.10* 
(0.98) 

8.03* 
(1.159) 

8.13* 
(1.29) 

Not 
available 

Not 
available 

Social 
competence 

7.95 
(1.91) 

7.59  
(2.35) 

6.78* 
(1.70) 

6.58* 
(1.91) 

Not 
available 

Not 
available 

Emotional 
maturity 

7.66 
(1.58) 

7.40  
(2.41) 

7.82 
(1.23) 

7.04* 
(1.70) 

Not 
available 

Not 
available 

Language and 
cognitive 
development 

6.68 
(2.28) 

5.55*  
(1.64) 

5.59* 
(1.80) 

3.90* 
(2.20) 

Not 
available 

Not 
available 

Communication 
skills and 
general 
knowledge 

7.42 
(2.00) 

6.42* 
(2.27) 

6.67  
(1.90) 

6.54* 
(2.35) 

Not 
available 

Not 
available 

* significant at α = 0.05 
 

 
With only a handful of exceptions, the children all increased substantially in their 

percentile rankings as compared to the norm reference group; climbing an average of 12 
percentiles on the information sub-scale and an average of just under 7 percentiles on the 
sentence length sub-scale. Furthermore, in both years in which the Renfrew Bus Story was 
administered, students progressed in their language acquisition skills at a rate that outpaced their 
peers. This can be noted in the reduced number of students achieving at the 10th percentile or 
lower which identifies those children most at risk of language development delays. The jumps in 
percentile rankings of the vast majority of children can be attributed to their experiences in the 
pre-kindergarten program since any growth attributed to maturation has been partialled out by 
adjusting for age at the beginning and then at the end of the school year. 
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Table 5 
Comparisons of the post-test pre-kindergarten EDI readiness to learn subscale with the age 
appropriate McMasterUniversity EDI national cohort. 

 

 
McMaster 
JK cohort 
n = 7619 

 
mean 

(std dev) 

Pre-test 
2001/02 
CCEP 
Pre-K 
n = 11 

  
mean 

(std dev) 

Pre-test 
2002/03 
CCEP 
Pre-K 
n = 21 

 
mean 

(std dev) 

Pre-test 
2003/04 
CCEP 
Pre-K 
n = 35 

 
mean 

(std dev) 

Pre-test 
2004/05 
CCEP 
Pre-K 

 
 

Pre-test 
2005/06 
CCEP 
Pre-K 

 
 

Physical well-
being 

8.55  
(1.10) 

8.27 
(1.02) 

8.95  
(0.91) 

8.27 
(1.32) 

Not 
available 

Not 
available 

Social 
competence 

7.95 
(1.91) 

8.59 
(1.62) 

8.64 
(1.63) 

7.52 
(2.18) 

Not 
available 

Not 
available 

Emotional 
maturity 

7.66 
(1.58) 

8.35 
(1.53) 

8.79* 
(1.30) 

7.43 
(1.86) 

Not 
available 

Not 
available 

Language and 
cognitive 
development 

6.68 
(2.28) 

8.53* 
(1.15) 

7.86* 
(1.44) 

7.39* 
(0.69) 

Not 
available 

Not 
available 

Communication 
skills and 
general 
knowledge 

7.42 
(2.00) 

7.58 
(2.29) 

7.97  
(1.67) 

7.22 
(1.93) 

Not 
available 

Not 
available 

* significant at α = 0.05  
 

Clay’s Observation Survey 
 

Two sets of comparisons were made using Clay’s Observation Survey data for. First, pre-
test and post-test data were compared for the pre-kindergarten group, by year, to assess student 
growth over the year. Second, Clay’s Observation Survey data collected at the end of the school 
year from the pre-kindergarten program were compared to Clay’s Observation Survey data 
collected from kindergarten students representing low, medium, and high socio-economic status 
communities throughout the school jurisdiction. This was done to explore how the pre-
kindergarten children (at the end of their program) compared to children entering kindergarten 
(with six to eight weeks of kindergarten exposure) at the beginning of the school year. 
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Table 6 
Pre-test/post-test comparisons, by year, of the Renfrew Bus Story: Sentence Length and 
Information sub-scales. 

Year N
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2001/02 11 50.5 
(48.8) 

8 
(73%) 

89.5 
(18.1) 

4 
(36%)  47.18 

(46.16)
8 

(73%) 
82.64 

(13.34)
4 

(36%) 

2002/03 21 83.7 
(34.8) 

6 
(29%) 

97.1 
(20.2) 

4 
(19%)  78.3 

(29.9) 
4 

(19%) 
94.0 

(16.0) 
5 

(24%) 

Total 32  14 
(44%)  8 

(25%)   12 
(38%)  9 

(28%) 
  
 
From 2000/01 to 2002/03 comparable Clay’s Observation Survey data have been 

gathered from children attending full-day and half-day kindergarten programs from throughout 
the school jurisdiction (i.e., low through high SES communities are represented). These data 
have been gathered in mid-October of each year from approximately 554, 532, and 525 
kindergarten children in each respective year and thus form a useful comparative on which to 
judge the literacy skills gained by the pre-kindergarten children over the course of the year (see 
da Costa, 2006). 

 
Using two simple t-test comparisons and determining corresponding effect-size 

coefficients, the pre-kindergarten end-of-year results on the Clay’s Observation Survey Letter 
Identification and Concepts About Print sub-scales were compared to the beginning of year 
results obtained by 2001/02 kindergarten students as described above. This group was chosen 
since its pre-test scores on the letter identification and concepts about print subscales were the 
highest overall of the three kindergarten groups reported by da Costa (2006). 
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Table 7 
Pre-test/post-test comparisons, by year, using Clay’s Observation Survey subscales for assessing 
letter identification. 

Year 
N  

(at the end 
of each year) 

Pre-test 
Letter ID 

mean  
(std dev) 

Post-test 
Letter ID 
mean (std 

dev) 

t-observed 
(df) 

t-test 
p = 

 
* sig at  
α = 0.05 

Cohen’s d 
Effect Size 

2001/02 11 10.27 
(19.04) 

37.09 
(14.00) 

5.327 
(20) p < 0.001* 1.62 

2002/03 21 7.38 
(11.18) 

36.95 
(17.15) 

6.620 
(40) p < 0.001* 2.08 

2003/04 35 11.54 
(11.88) 

29.86 
(16.67) 

3.825 
(68) p < 0.001* 1.28 

2004/05 36 11.31 
(10.20) 

29.97 
(16.13) 

8.198 
(70) p < 0.001* 1.42 

2005/06 32 13.00 
(13.00) 

29.00 
(16.28) 

4.345 
(62) p < 0.001* 1.09 

 
 

 
Student growth in the areas of letter identification and their concepts about Western print 

were assessed using the corresponding sub-scales from the Clay’s Observation Survey. The 
effect size coefficients representing the growth over slightly less than 8 months (late October, to 
early June of each school year) are extremely large for students’ growth in letter identification 
abilities (see table 7) and their concepts about Western print (see table 8). Even with the 
relatively small sample size, paired t-tests comparing the pre-test measures with the post-test 
measures for letter identification and concepts about print show significant differences (α = 0.05 
for both comparisons). 

 
As can be seen from tables 9 and 10, the children who attended pre-kindergarten in all 

years were able to achieve significantly higher on the letter identification sub-scale of the Clay’s 
Observation Survey than children in kindergarten. While the results are not as graphic for the 
concepts about print sub-scale of the Clay’s Observation Survey, the 2000/01 and 2001/02 pre-
kindergarten group did significantly outperform the older kindergarten group on the same test. 
While the three other pre-kindergarten cohorts consistently scored higher on their concepts about 
print post-test, the difference was not sufficiently large to be significant. The reader does need to 
keep in mind the nature of the pre-kindergarten group, the three schools predominantly serve 
educationally impoverished communities, approximately one-third of these students did not learn 
English as their first language at home, while the comparison group consists of children who 
have had the benefit of 6 to 8 weeks of kindergarten and who represent all socio-economic levels 
in Edmonton. Clearly, the pre-kindergarten student performance relative to the kindergarten 
students is stellar! 
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Table 8 
Pre-test/post-test comparisons, by year, using Clay’s Observation Survey subscales for assessing 
emergent readers’ concepts about print. 

Year 
N  

(at the end 
of each year) 

Pre-test 
Letter ID 

mean  
(std dev) 

Post-test 
Letter ID 
mean (std 

dev) 

t-observed 
(df) 

t-test 
p = 

 
* sig at 
α = 0.05 

Cohen’s d 
Effect Size 

2001/02 11 3.27 
(3.23) 

11.18  
(4.19) 

8.211 
(20) p < 0.001* 2.13 

2002/03 21 3.62 
(2.38) 

9.48 
(4.01) 

5.760 
(40) p < 0.001* 1.84 

2003/04 35 3.54 
(2.49) 

9.34 
(3.01) 

11.155 
(68) p < 0.001* 2.11 

2004/05 36 3.94 
(2.40) 

9.06 
(2.87) 

5.869 
(70) p < 0.001* 1.94 

2005/06 32 4.78 
(2.34) 

8.47 
(2.83) 

2.709 
(62) p = 0.004* 1.43 

 

 
Table 9 
Inferential t-test comparisons of the pre-kindergarten post-test achievement on the Clay’s 
Observation Survey letter identification subscale with the kindergarten pre-test achievement on 
the same subscale. 

Year 

Pre-k 
sample at 
the end of 
each year 

 
N 

Pre-k 
Post-test 
Letter ID 

mean  
(std dev) 

2001/02 
Kinder-
garten 
sample  

 
N 

Kinder-
garten 

Pre-test 
Letter ID 

Mean 
(std dev) 

t-observed 
(df) 

t-test 
p = 

 
* sig at 
α=0.05 

Cohen’s d 
Effect Size

2001/02 11 37.09 
(14.00) 532 24.74 

(17.90) 
2.877 
(541) p = 0.002* 0.77 

2002/03 21 36.95 
(17.15) 532 24.74 

(17.90) 
3.195 
(551) p = 0.001* 0.70 

2003/04 35 29.86 
(16.67) 532 24.74 

(17.90) 
1.752 
(565) p = 0.040* 0.30 

2004/05 36 29.97 
(16.13) 532 24.74 

(17.90) 
1.869 
(566) p = 0.031* 0.31 

2005/06 32 29.00 
(16.28) 532 24.74 

(17.90) 
1.429 
(562) p = 0.077 0.25 
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Table 10 
Inferential t-test comparisons of the pre-kindergarten post-test achievement on the Clay’s 
Observation Survey concepts about print subscale with the 2001/02 kindergarten pre-test 
achievement on the same subscale. 

Year 

Pre-k 
sample at 
the end of 
each year 

 
N 

Pre-k 
Post-test 
Concepts 

about Print 
mean  

(std dev) 

2001/02 
Kinder-
garten 
sample  

 
N  
 

Kinder-
garten 

Pre-test 
Concepts 

about Print
Mean 

(std dev) 

t-observed 
(df) 

t-test 
p = 

 
* sig at 
α=0.05 

Cohen’s d 
Effect Size

2001/02 11 11.18  
(4.19) 532 7.58 

(4.34) 
2.818 
(541) p = 0.003* 0.84 

2002/03 21 9.48 
(4.01) 532 7.58 

(4.34) 
2.123 
(551) p = 0.017* 0.46 

2003/04 35 9.34 
(3.01) 532 7.58 

(4.34) 
3.244 
(565) p = 0.001* 0.48 

2004/05 36 9.06 
(2.87) 532 7.58 

(4.34) 
2.879 
(566) p = 0.002* 0.41 

2005/06 32 8.47 
(2.83) 532 7.58 

(4.34) 
1.665 
(562) p = 0.048* 0.25 

 

 

Discussion, Conclusions, and Recommendations 

From informal discussion with the teachers and informal observations of the classrooms,  
as well as the interviews with parents, it was clear that the pre-kindergarten program drew 
heavily on a play-based child-centred academically focused philosophy in which the heart of the 
program was on the whole child. As much as possible, children in this program were exposed to 
and placed in the social context of the classroom, school, and community. Pupils were sensitized 
regarding how they fit into their social and physical world. This philosophy has permeated the 
program at each of the three schools since its inception. These notions are in keeping with Corter 
and Park’s (1993) description of principles exhibited by exemplary kindergarten programs. 
Corter and Park (1993) found agreement among teachers, principals, consultants, and parents 
regarding what constituted exemplary kindergarten practice; they noted six principles exhibited 
by exemplary programs:  

1. underpinning the kindergarten program of studies should be a play-based child-centred 
philosophy; 

2. the focus of the program should be on the whole child; 
3. the child should be placed in the social context; 
4. parents and administrators should recognize and support the teacher; 
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5. all interest groups should work towards structured and balanced programs; and 
6. schools and society in general should provide support for kindergarten. 

Given the impoverished community from which these students came and the high 
incidence of ESL (33% of the pre-kindergarten children in this study), there is little reason to 
believe that the inner city children forming the cohort for this study are very different from those 
described by Adams (1990), Crain-Thoreson and Dale (1992), Rowe (1991), and many others 
before them. If what these researchers argue is true, without early intervention the future 
prospects of the children in the pre-kindergarten class reported on here would have been, and 
may still be if further support is not provided over the coming formative years, very bleak. 
Examination of the EDI subscale scores show that these students are well below their peers from 
across the nation in their readiness to learn when they first arrived at school at the beginning of 
the pre-kindergarten experience on all scales but one (although not significantly, see table 1): 
emotional maturity. Furthermore, the scale on which there were significant differences showed 
the McMaster University national cohort as being significantly more socially competent than the 
pre-kindergarten group studied here (see table 1).  Similar examinations of the pre-kindergarten 
students’ initial Renfrew Bus Story scores showed their speech skills were limited at best with 10 
of the 21 students remaining at the end of the school year falling below the 30th percentile on 
both subscales. The literature (e.g., Kerbow, 1996) suggests that students who change schools the 
most are also those who experience the most difficulty in school. This suggests that the 
participants who began in the pre-kindergarten classrooms, but did not finish there, are even 
more at risk of not acquiring the pre-requisite literacy and social skills to experience success in 
school later.  

 
The improvements exhibited by the students in all post-testing suggests that they will be 

well equipped to move into kindergarten and the lower grades of elementary school. Anecdotal 
evidence from teachers of students (i.e., kindergarten and grade one teachers) who had 
experienced pre-kindergarten at the three CCEP school sites in previous years seems to support 
this assertion. Furthermore, in terms of preparation specifically for kindergarten, the low SES 
pre-kindergarten graduates were, at the end of their school year, well ahead of the comparison 
group of kindergarten children who were already more than six weeks into their kindergarten 
year. The pre-kindergarten children, coming from low SES communities, have experienced, in 
the pre-kindergarten classroom, many of the same social and literacy opportunities that typical 
middle and high SES children often experience in their homes prior to arriving in kindergarten. 
Given the access to all school programs and facilities that the pre-kindergarten children were 
afforded, it is safe to say that these children were frequently exposed to a far greater range of 
learning experiences by their credentialed teacher than most children would typically receive in a 
home environment, and perhaps in other pre-kindergarten programs without a credentialed 
teacher, regardless of SES. 

 
Given the very positive findings of the present study, it appears prudent to continue to 

fund the CCEP pre-kindergarten programs in the future and expand this program to other schools 
serving low SES/high needs communities or those communities with large numbers of families 
having educationally disadvantaged backgrounds. It appears that pupils coming from these sorts 
of social or economic conditions have the most to gain in order to be prepared for success in 
school.  

2010 HICE Proceedings - Page 2638



 
 Care must be taken in how the pre-kindergarten programs are delivered. The success 
observed across 135 pupils is the result of many factors being put into place. The following 
findings are those which have consistently emerged over the past 6 years of data collection from 
12 different pre-kindergarten classes. This number represents those students who were present 
for the entire pre-kindergarten school year; students who left or enrolled in the program part-way 
through the school year are not included in the data analysis. 
 

1. Having a credentialed teacher (i.e., a pedagogical and developmental expert) design and 
deliver the educational experience to 3.5 to 4.5 year-old children enables the individual 
learning needs of the children to be taken into account to help develop and reinforce the 
essential skills, knowledge, and attributes necessary for children to be successful in 
kindergarten and throughout lower elementary school. A credentialed teacher holding a 
bachelor of education degree with a specialization in elementary education who is 
committed to professional development and to coordinating her or his program with the 
kindergarten program is a critical aspect of a literacy and numeracy based pre-
kindergarten program. 

 
2. Pre-kindergarten students must have regular and frequent access to school resources used 

by children in kindergarten to grade 6 (e.g., library, computer laboratory, centres room, 
playground with older children present). Such access ensures that children become part of 
and are essential to the culture of the school community.  

 
3. The benefits of supporting interactions with people from the local community who 

volunteer to mentor in the schools on a regular, weekly basis cannot be over-stressed. 
These interactions are particularly important for children who come from educationally 
disadvantaged family backgrounds. 

 
4. In order to begin to address the prevalence of developmental, health, and relational 

issues, children of pre-kindergarten age must be provided access to the following 
resource people: school nurse, school psychologist, language pathologist, family 
therapist. Typically, the work of these resource people must include family members 
(e.g., parents, guardians, siblings) in order to best promote the physical, behavioural, and 
academic development of the children. 

 
5. Parents should continue to be provided with opportunities (e.g., literacy training, 

parenting skills) to refine skills (in some cases, acquire skills) for enabling their children 
to practice the social and academic learnings foundational to being a successful learner as 
well as a well-adjusted member of a social group. 

 
6. Children seem to learn best through child-centred, play activities. Through play the child 

practices the academic, social, and physical skills modelled in class to the point where 
these skills become second nature and are not readily forgotten by the child. Play is not a 
frivolous activity used to fill time between “learning” activities; it is the foundation of 
social, academic, and physical learning.  
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7. The foundation of academic and social success can be profoundly shaped at the pre-
kindergarten stage. Children who experience success learning are much more likely to 
attempt and enjoy the challenge of learning more difficult tasks. The development of a 
strong sense of self-efficacy is a critical element requiring the guidance of a skilled, 
credentialed teacher. A pre-kindergarten program (physically located in an elementary 
school and taught by a credentialed teacher) with a basic literacy and numeracy focus, 
addressed through child centred play based activities offers young children the very best 
opportunities for success in elementary school. 

 
8. The Early Development Instrument (EDI) data gathered since the 2000/01 school year 

demonstrate the same patterns from year to year. The Children in the inner city schools 
consistently score significantly below the national norms on all scales of the EDI 
(physical well being, social competence, emotional maturity, language and cognitive 
development, communication and general knowledge) upon entry to pre-kindergarten; by 
the end of the school year these same children consistently score significantly above the 
national norms on all sub-scales except physical well-being.  

 
9. All children since 2000 have also been tested (pre- and post-tests) using the letter 

identification and the concepts about Western print sub-tests of the Clay’s Observation 
Survey. Consistently, children in this group have entered with virtually no knowledge of 
the alphabet and very little knowledge of the concepts of Western print; by the end of the 
school year these same children are consistently scoring, on these two literacy sub-tests, 
at levels normally observed in children after a half year of kindergarten experience. 

 
 

Given the superb results obtained by the pre-kindergarten teachers over the past 6 years, 
it is clear that this program greatly benefits children from low income inner city environments. 
The educational enrichment these children receive is critical to enable them to achieve and 
develop at par with their higher socio-economic status peers whose families are educationally 
advantaged. This is a societal issue which should be addressed by government.  
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Abstract 

Over more than 30 years, research in Higher Education has explored the idea that student beliefs 

about teaching, learning and knowledge affect their approaches to study, and therefore their learning 

outcomes. Parallel Higher Education research with teaching academics has found that their beliefs 

affect both what they teach and how they teach it. However to date little research appears to have been 

carried out to explore how students make sense of what they hear in lectures and how that relates to 

what lecturers think they are saying. The paper will present case studies of two students taking part in 

the same lectures, given by different lecturers. It will outline the different inferential experiences of 

these students and compare these with each lecturer’s self-described intention, and seek to explain 

similarities and differences between the experiences of each participant in relation to individual 

beliefs about the subject, teaching and learning. 

Keywords: Communication; Learning; Teaching; Lectures 

 

Introduction 

For more than thirty years, higher education research has offered important insights into the 

experiences of students and their teachers in tertiary education. This research has informed the 

practice of academic teaching staff, academic developers and student learning advisors seeking to 

improve learning and teaching in their institutions. Of particular influence in Australia has been the 

work related to deep and surface approaches to learning and conceptions of learning (for example 

(Marton and Saljo 1976; Ramsden 1992; Biggs 1999; Biggs 2003; Ramsden 2003). 

Research concerning university teaching experiences has been of similar value,  especially that related 

to student- and teacher-centred teaching (Kember 1997), orientations towards teaching (Samuelowicz 

and Bain 1992; Samuelowicz and Bain 2001), and conceptions of teaching (Martin and Balla 1993; 
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Entwistle and Walker 2000). Related to this, research on “focus” and “awareness” (Marton and Booth 

1997; Marton and Tsui 2004) has shown that what students learn relates to the aspects of an object of 

learning that they discern and focus on, so that as teachers we need to vary “critical aspects” of that 

object of learning in order to focus student attention in intended ways. 

At the same time, higher education research appears to be a divided field (Knewstubb and Bond 2009)  

On one side there is an increasing body of knowledge about how, what and why students learn, and on 

the other a parallel body of literature concerning higher education teachers, how they practise and 

conceptualise their teaching, subject area and teaching context (both academic and political).  The few 

studies that have researched students and lecturers in the same setting (Gow and Kember 1993; 

Trigwell, Prosser et al. 1999) have focused on self-reported approaches (whether students take a deep 

or surface approach compared with lecturers taking a teacher- or learner-centred approach) without 

reference to what is taught or learned, and how this is constructed. This is despite the fact that 

teaching and learning are believed by researchers to be “fundamentally related” (Prosser and Trigwell, 

1999, p. 11), particularly played out in “conversation” (Laurillard 1993; Ballantyne, Bain et al. 1999; 

Laurillard 2002; Ramsden 2003). 

Based on this research, researchers have developed models that link learning and teaching (for 

example, (Laurillard 2002; Wulff 2005).  Laurillard’s ( 2002) conversational framework has been 

particularly influential in the growing field of e-learning.  However, these models focus on the turn-

taking aspect of conversations (who does what) rather than its sense-making (what is meant, and how 

the teacher and learner understand one another). Such approaches may imply firstly that it is not the 

teacher that a student tries (and sometimes fails) to understand but the subject content – subject and 

teacher are divorced from one another. In this case the teacher is portrayed as a tool for learning, an 

embodied textbook, rather than a communicative partner in a learning-teaching experience. 

Alternately teacher and student may be described as being  engaged in ‘conversation’ but it is 

assumed that what causes conversation to break down is differences in conceptions of and approaches 

to learning – where students and their teachers see teaching and learning in similar ways, it must be 

assumed, based on the models we have, that students will understand not only the subject content, but 

also what the teacher intends students to understand as a result of particular teaching-learning events. 

The overarching project 

The project on which this paper is based seeks to extend the ways in which we think about the 

teaching-learning relationship, by focusing attention on the communicative relationship that exists 

between a teacher and a learner in a given “space of learning” (Marton and Tsui, 2004). It attempts to 

bring together approaches from higher education  (Marton and Booth 1997; Bond 2000; Marton and 

Tsui 2004)  and linguistic pragmatics (Specifically (Sperber and Wilson 1995; LaPolla 2003) to 
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explore the relationship between the ways in which university teachers and students experience 

teaching and learning conceptually, and the ways in which they understand each other as 

communicative partners – their “communicative alignment” (Knewstubb and Bond, 2009).   Such an 

approach focuses not only on experiences of teachers and learners in individual “experiential fields” 

(Bond, 2000), but also compares intended and perceived communicative understandings of lecturers 

and their students. In this way it is argued that it will be possible to explore possible influences of an 

individual’s educational experiences (whether as teacher or learner) and her ability to effectively 

communicate or infer intended speaker meanings. 

In this paper I focus on one aspect of the ongoing project. I present preliminary case studies of two 

students taking part in the same lectures, given by different lecturers. The different inferential 

experiences of these students are described and compared with each lecturer’s self-described 

intention.  Participants’ beliefs about the subject, teaching and learning are also briefly compared to 

determine whether similarities and differences in beliefs might explain the “communicative 

alignment” between participants. 

 

Methods 

Participants 

The cases presented here are drawn from a convenience sample of six students and four lecturers who 

participated in the project. All student participants were Australian native-English speakers in order to 

avoid discrepancies in understanding that might be directly related to language learning difficulties. 

All participants were either teaching or studying in the first-year History unit discussed here. 

Therefore attempts by students and lecturers to communicate were authentic, with real consequences 

in terms of students’ learning and assessment outcomes. 

Procedure 

Interviews 

This is an interview-based study, carried out within an interpretive paradigm. Individual semi-

structured interviews of 45-60 minutes were audiotaped and transcribed verbatim. Interviews were 

based around four video-taped lectures, one taught by each participant lecturer.  For each recorded 

lecture a lecturer was interviewed in relation to the lecture he or she had given.  Each student was 

interviewed once after each lecture. Lecturers selected three excerpts (approximately five minutes 

long), from their lecture which acted as ‘focal texts’ for discussion with the lecturer and in interviews 

with each student. 
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In addition to being asked about their beliefs about teaching, learning and knowledge, interviewees 

were also asked to describe the lecturer’s intention, actions and motivations for the particular lecture 

and lecture excerpts presented. Interviews were transcribed verbatim. Lecture excerpts were 

transcribed in order to compare participants’ textual references with the text itself. 

 

Analysis 

Analysis was undertaken within an interpretive paradigm, combining approaches related to 

phenomenography and Relevance Theory within a philosophical hermeneutic framework, involving 

three stages: 

1. For each participant, epistemological experiences of History, knowledge, teaching and learning 

were identified using an adapted form of experiential field analysis (after Bond, 2000).   

2. Lecturer and students’ description of the lecture and lecture excerpts were cross-referenced to 

lecture excerpts, as either ostensive acts (lecturer) or inferences (students). 

3. Hermeneutic analysis was used to reintegrate the two parts of the transcript data and to allow 

cross-case studies to be constructed for each lecturer-student pair. 

It is beyond the scope of this paper to give close attention to all aspects of this analysis. Therefore, 

the remainder of the paper will focus on the second stage of analysis, the comparison of the described 

intentions of a lecturer with the described inferences of his or her students, with passing reference to 

possible links to epistemological experiences and their role in the communicative understandings of 

students. 

In the second analytical stage, descriptions of the text were identified as being: 

C = summary of content (e.g. she was discussing how the leaders got on) 

P = summary of process (e.g. he was telling stories, he was using visual aids) 

 R = Direct reference (e.g. he said Stalin was a manipulative bastard) 

 M = Missed reference (student misses something said directly, e.g. “Was he a leader or 

something?” when the lecturer has said “he was the leader”)  

For student descriptions Rost’s (1990) coding was also adopted to describe levels and types of 

understanding (lecturer descriptions acted as the base interpretation, and therefore were not coded in 

this way):  
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(t) = targeted (described inferences appear to directly reflect the lecturer’s described intention 

or ostensive utterance) 

(a) = acceptable (described inference seems to indicate understanding of the lecturer’s 

intention, but description is too general to draw a stronger conclusion. Or the student 

description is extensive, and the lecturer’s description of intention and the excerpt text is 

considerably less extensive) 

(m) = misunderstanding (described inference is different from that which the lecturer 

describes or the text indicates) 

(n) = non-understanding (student indicates they do not understand the text or the lecturer’s 

intention) 

This allows direct comparison of areas of focus for the lecturer and his/her students, and comparative 

understandings of the excerpt texts. Particular episodes of alignment, where lecturer and student(s) 

use similar points of reference in their description of the lecturer’s actions and meaning could thus be 

identified. 

 

Case studies 

The two lecturers and two students presented here show strong variation in their experiences of 

teaching and learning. Based on these differences, it could be assumed that there would be marked 

differences in both what and how the lecturers teach and how these students learn, providing an 

interesting snap-shot of the relationship between teaching and learning in a communicative setting. 

Participants and their experiences of History, Learning and Teaching 

Lecturers 

Sam: Sam is lecturing in this unit for the first time. For Sam, History is “a specific set of skills that we 

use to tell stories about the past”. It is “a form of knowledge... enriched primarily by individuals 

bringing their full personality to a topic”. As such there are multiple ways of seeing history, and 

making history.  

Sam sees learning as engaging with new ideas, becoming aware of the world in new ways, so that we 

are able to communicate with others. She describes this as being “a journey”. Teaching is about 

“making spaces” for students where that can happen, and teaching and learning are strongly related : 

2010 HICE Proceedings - Page 2647



6 

 

“The metaphor I always use is that we’re all in the same dark room together, but you can be 

sure that there are string ladders to the ceiling. And you just have to cross the room a few times 

in confusion and bombardment and finally you’ll find an escape route and you can make your 

own escape. You can choose whatever you’re interested in to study and pick... any of the 

images or the thoughts in the lecture the whole time. And I aim to facilitate that journey for 

students. Not the destination, just the [journey]. 

Andrew: Andrew, who has been teaching this first-year unit for many years, describes History as 

being “able to explain the behaviour and the values of people in the past who are lost and dead to us”. 

He also sees History as being political, concerned with the big “-isms”, “cross-cultural 

understandings.... and misunderstandings”.  So his focus is somewhat different from Sam who sees 

history in terms of how “ideology... affects everyday people”. For Andrew, learning and teaching are 

also related, with students constructing individual meaning from the materials he provides: “a good 

class is one where... the materials you offer them, they can bite into any way they like. And you can 

then engage in a conversation”. Teachers provide scaffolding and use their enthusiasm to enthuse 

students, while learning is about using provided resources for “active learning”. 

 

Students 

Nick: Nick is a first-year, second semester student, majoring in Drama and History, subjects he 

studied at high school. Perceiving History as being made up of different perspectives, “there are 

different ways of writing about History” Nick has noticed a change between History at high school 

where it was about “timelines...  dates, events and things” and at university where “we don’t get a 

chronology or that kind of thing.... We discuss different ideas and how that has an impact on people”. 

For Nick, learning is about “picking up stuff” from different learning situations, whether from 

readings, assignments or teaching. He feels that his learning should be more organised and self-

directed, but admits to finding it difficult to keep up with readings, or to find resources independently.  

Nick depends on lectures to give him the structure to help him understand what he reads: “I learned a 

lot by going to the lectures, just picking up what the lecturers are saying.... And then I go and read 

about those [things] and I pick up even more from that”. Teaching therefore is about providing a 

starting point for his independent learning, or making sense of things he has not understood as he has 

tried to learn them independently. 

Helen: Unlike Nick, Helen, a mature-entry first-year Anthropology student, is studying History for 

the first time. For Helen, History is about “discussing key events that occurred and the people who 
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were involved”. However, in line with her interest in Anthropology, Helen also associates History 

with different cultures “rather than just the leaders and what they were doing”.  

Learning for Helen is about seeing the logic of what is learned and seeing how it works and why: “I 

need things to make sense... There has to be some kind of logic.... I need to know the why, the why, 

the why. I’m a visual person as well, so graphs help, flowcharts help, anything that links things 

together. She asks questions of herself, her texts and her teachers until she finds this logical 

relationship Learning for Helen is relational, and seems to be more developed than it is for Nick. 

Teaching is about “getting you to think” engaging students and interacting with them, as well as 

answering the questions students ask and arranging the way that learning happens: “Well there’s a few 

things to coordinate, isn’t there? There’s the content of the entire semester... each individual lecture 

and the tutorial having relevance to the lecture, and being able to discuss the details live.” Like Nick, 

Helen seems to see teaching as a resource for learning, rather than co-occurring. 

Because interviews were conducted in the second semester, both students, although in their first year, 

have spent one semester at university. Therefore they have had experience of university – lectures, 

tutorials and university processes are not new to them.  

The Cases 

The following comparisons are based around two excerpts, one from each lecture. Cases are 

introduced with a table outlining the coded references made by the lecturer and students to parts of the 

excerpt, followed by an overview description of that excerpt given by the lecturer, Nick and Helen – 

what each thought the passage was about generally – then by more detailed references to the text itself 

by each participant. 

Case One: Fascism in Romania and the rise of Codreanu (Sam, Nick and Helen) 

[Insert Table One Here] 

This table shows that while Nick and Sam appear to refer to similar aspects of the excerpt, Helen’s 

reference points overlap but also differ from those of the others, while she also indicates quite a 

number of mis- or non-understandings of the lecturer’s intended meaning. 

Overview 

Sam: “It was the transition from an overview history of the Romanian thing to the specifics of 

the dictator, where we sort of go into small stories.”  

Nick: “She was trying to tell us what was going on in Romania, ah, after the First World War, 

and then got on to this guy Codreanu”. 
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Helen: “Ok, so she was trying to give us the background of the Romanian history and some of 

the key Romanian leaders. Or key people from there.” 

On first reading, these descriptions seem indicate similar understandings of the excerpt, although 

Helen’s reference to “the key Romanian leaders” is less specific than either Sam’s “specifics of the 

dictator” or Nick’s direct reference to “Codreanu”. Only when participant responses are probed is 

there evidence that the lecturer’s intended meaning has been constructed in different ways by each 

student. 

To explore this further, two paragraphs have been selected for discussion. In paragraph seven, lecturer 

and student descriptions appear to indicate similar intention/inferences. In contrast, in paragraph five 

all three participants again make reference of some kind to the lecturer intention or content of the 

passage, but with different final constructed understandings. Within participant descriptions (P1-10) 

indicates references linked to other parts of the excerpt. 

Comparison one: Sam/Nick/Helen (paragraph seven) 

He [Codreanu] was a really bad student. He didn’t go to class. He spent all his time hanging around 

the Jewish university groups and doing things like stealing their hats, and getting in trouble. Or they’d 

have a theatre play, and he’d turn up and scream through the middle of it, and they’d have to remove 

him. And he was actually expelled a few times, but his teachers in the Faculty Law stood up for him. 

(paragraph seven) 

Sam describes her intention in paragraph seven as follows: 

Sam: “I don’t expect them to remember anything except there was some kind of stuff going 

on in the ‘30s (P1-3), there was a guy from uni who failed once, but went on to beat up some 

people (P7-8). That’s – that’s what I want to get across.” 

Nick describes something similar: 

Nick: “She was trying to tell us what was going on in Romania, ah, after the First World War, 

(P1-3) and then got on to this guy, ah, Codreanu  and so with, you know, telling us about him 

(P5). You know, largely what he was up to as a student (P7).  

In Nick’s description we see that he refers to three different points in the excerpt (Par. 1-3, 5, 7-8). He 

relates different parts of the excerpts together to create a coherent related description. 

Helen’s description also appears generally to align with Sam’s intended meaning, but unlike the 

descriptions of Sam and Nick, here there is no attempt to link this passage to others in the excerpt: 
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Helen: “So we’re building up this picture in our heads. Even the little personal things she says 

about how this guy, you know, how he was unruly at school (P7-8). And what he was doing 

was probably commonplace for – well you can relate it to bullying in - you know. And seeing 

how this person developed to become who he became to be.” 

Comparing the descriptions of the lecturer and students, Sam and Nick relate paragraph seven to 

earlier references in paragraphs one to three. This indicates that both see a relationship between 

different parts of the excerpt. Helen, on the other hand only refers to paragraph seven, with more 

detail from the following paragraph (paragraph 8). 

Sam and Helen both refer to Codreanu’s bullying, while Nick refers only to Codreanu’s actions as 

“what he was up to as a student”. The bullying reference, which comes up later in the lecture, is not 

picked up on by Nick as being an important aspect of his description. Importantly, all three describe 

or infer that the important focus of the passage is Codreanu, that the lecturer has begun to talk about 

Codreanu. Finally, all three refer to Codreanu at school/university, which may relate to the lecture 

context in which he is being discussed, where relevance may relate to the direct experience of the 

students themselves. 

Comparison two: Sam/Nick/Helen (Paragraph five) 

But this is the gentleman who typifies Fascism in the interwar period in Romania. He’s the leader. 

Corneliu Zealea Codreanu . He was from Iasi. Let me show you where Iasi is on the map. (flicks 

back to map slide). So Iasi is the former head of Moldova, the former head city, what do you call 

that place? Capital city of Moldova. And most of the Jews who were purged from the Ukraine and 

from the Soviet Union fled west after the war, and arrived in Iasi. And they were mostly students in 

the Faculty of Law, (flicks back through slides to Codreanu picture while speaking) where 

Codreanu was also a student in 1920.  

Although all three participants refer to paragraph five, this does not mean that all three construct the 

same (or even similar) meanings, or describe the same aspects of the lecturer’s intention or actions: 

Sam: “Yeah, so I guess I was just in this bit talking about what goes on in Romanian society 

ah in the inter-war period (P1-3), and the arrival of the first dictator (P5).” 

Sam: “So when you put it [slide of Codreanu] on the power point for that long - I think for the 

whole five minutes Codreanu’s name is written there, so they can find him again. (P5)” 

In the second reference, Sam appears to be focused on the process aspects of the section (rather than 

content). Rather than discussing what she is trying to ‘say’ as she does in the first reference, here she 

describes her use of PowerPoint as a way of communicating something. 
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Nick: “you know, telling us about him (P5). From memory, he was the guy that was like the 

first fascist leader of um Romania (P5). So obviously, he’s a pretty important figure.” 

Nick: “she showed us the map, and she’s good with that. Like it’s good to know where things 

are and stuff. And I think a lot of people don’t know where things are in Europe. And I don’t 

know Romania at all (P5).” 

Here Nick describes two distinct reference points. The first is Codreanu as the “first dictator” and 

second the process aspect - showing a map to locate the narrative in a geographical context. 

Interestingly, the map is not described by Sam, who focuses more on visual images of people 

throughout her interview. 

Helen’s description uses similar reference points at times, but with different resulting understandings 

to those described by Nick: 

Helen: “I was quite interested at this point. But I was a little confused with the flicking back 

and forth of the pictures and it went to him, then it went to a map that she didn’t really 

necessarily point to anywhere on it. So as she was saying names, I’m like, where is that on the 

map? (P5)” 

Helen: “See this is one thing I struggled with, she said Romanian and Jews, but that’s a race, 

and that’s a religion, so was that saying that no Romanians are Jewish? Then who are these 

Jewish? Where were they from? What country?  So that confused me a little, and I’m still not 

sure about that. (P2, P5)” 

Helen:  “So I was still a bit unsure of, are these just key people? Is this the, the leader or 

something?  (P5)” 

In Helen’s case the alignment between her inferences and Sam’s intention seem to be at odds, as it is 

not between Nick and Sam. Sam and Nick both refer to the idea that Codreanu is the first dictator, 

something which is directly referred to in paragraph five.  On the other hand, Helen’s question, “is 

this the, the leader or something” indicates a ‘missed reference’, and this missed reference appears to 

make it difficult for her to construct a coherent picture of what is happening in the passage. It also 

seems that this difficulty causes Helen to pay more attention to this either of the excerpt than the 

others, whose descriptions are fairly superficial and unproblematic.  

Sam describes uses Codreanu’s picture with the specific intention, “so they can find him again”. 

Helen also refers to the process, but has perceived it very differently, referring to it as “the flicking 

back and forth of the pictures”, indicating that for Helen, Sam’s act has not been effective. For while 

Sam sees the process as a five-minute event, acting as a constant reference point for students, Helen 
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perceives it as a distraction. Nick, on the other hand does not mention Codreanu’s picture at all, and it 

is difficult to know whether this is because the intended effect has been achieved unconsciously, or 

because he has not perceived it to be relevant. 

Both Nick and Helen refer to Sam’s use of a PowerPoint slide of a map, but they perceive this in very 

different ways. For Nick, the map is useful, grounding his inferences in a physical context. In contrast, 

Helen looks for particular things (the names Sam mentions). When she cannot find these, she appears 

to “abandon” her search for relevance and dismisses the map as useless. 

Finally, Helen becomes confused when trying to disambiguate references to particular groups, relating 

to whether Jews are a race or a religion and where they came from. Again, in the paragraph itself, the 

origin of the Jews is directly referred to, but it appears that in order to address her own questions 

concerning the meaning of “Jew” as racial or religious group, Helen has stopped listening to the 

lecture itself. As a result, she does not hear (or at least register) that the lecturer specifically addresses 

Helen’s internal question. 

Case Two: Stalin the politician (Andrew, Nick and Helen) 

In contrast with the previous excerpt, where participant overviews of the passage appeared to indicate 

similar understandings, the overview descriptions of the second case study excerpts vary greatly. 

 [Insert Table 2 here] 

Table 2 indicates that for Andrew (the lecturer), the major emphasis of the excerpt is on the first six 

paragraphs, with no mention made of the final four. This does not mean that Andrew views the later 

passages as unimportant to the excerpt as a whole, but indicates that his personal focus was on the 

initial paragraphs.  Nick’s references to the excerpts are spread through, picking up on paragraphs at 

the beginning, middle and end, while Helen’s descriptions include nothing from paragraphs three to 

five (the illustrative anecdote). Many of Helen’s references indicate non-understanding, where she 

specifically says that she has not understood something. 

Overview 

Andrew: “[Excerpt Two] is trying to give them a sense, well he [Stalin] has this way of 

knowing what is popular with the ordinary party activist.  So there is a political skill there. 

And there’s another political skill there - the back room schemer, this practical back-roomer. 

So [the excerpts] were all about that political skill. The popularity, socialism in one country. “ 
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Nick: “[To] give a bit of understanding about what the man Stalin is like, um, what he does 

when he really gets power later on in history.... You learn about [Stalin’s], his methods, his 

background. Um, you learn sort of how he works.”  

Helen: “Giving more of a description of how, um, Russian leaders - the relationships between 

each other and how they ah, sort of more what they were.” 

 In their overviews Andrew and Nick both focus on the passage as being about Stalin (in fact the 

lecture is titled ‘Stalin the Man’), while Helen makes no such specific reference. Instead she refers to 

“Russian leaders” more generally. This focus is similar to her description of the previous excerpt 

overview, where rather than seeing it as being about Codreanu, she refers to “key Romanian leaders”.  

The question then becomes, what is it that has caused the differences in intention/inference in this 

excerpt? 

 

Comparison three: Andrew/Nick/Helen (Paragraph one) 

In this excerpt only paragraph one, is referred to by the three participants, and it sets the scene for the 

excerpt as a whole. 

He was a cunning manipulator of people in this role. For example, in the great party debates of the 1920s – 

and I’m going to dance around some of the different eras, because – to try and make some points about 

Stalin for you –  In the great party debates of the 1920s, Trotsky for example, who was the leading 

Bolshevik, who regarded himself as the natural heir apparent of Lenin  totally underestimated Stalin - saw 

him as Comrade Index File. And as Stalin was the only member of the Politbureau who was nice to Trotsky, 

on a person to person level, even as he was organising other people in the Politbureau to attack Trotsky. So 

you can see that Stalin is a two-faced bastard. He can set other people up to attack you even while he’s 

being quite nice to you 

Andrew: “what I’m suggesting here is that he... I’m giving you some examples, based on 

Trotsky’s relationship to Stalin and his misreading of Stalin (P1).” 

Andrew: “I would take a date and um, a policy kind of problem, or an enigma, and then try and 

elucidate it from all sides - What Stalin was doing, what other people thought he was doing. (P1, 

P2)” 

Andrew:  “so the idea is to get a picture of the person (P1, P5, P6?).” 
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Andrew: “Ah the way Trotsky writes about it is slightly different (P2), ok? Portraying him as a 

manipulative ah, kind of more policy terms. Whereas this was a discussion about the kind of 

personal relationship between the two (P1, P2).” 

Andrew’s description of his intention clearly focuses on Stalin, his actions, others’ perceptions of him 

and his relationship to others, with particular emphasis on his relationship with Trotsky.  

Nick also focuses on Stalin’s actions, but does not focus on how other people perceived him: 

Nick: “Um, at the start he talked about how Stalin could be really two-faced: he could be, like 

he was nice to Trotsky, but he would set people up to attack him (P1).” 

Nick: “... that was his subtle power that he could be nice to Trotsky and set other people up to 

bring him down (P1).” 

Nick: “you get a strong sense that [Andrew] dislikes Stalin....Well, he actually calls him a 

‘bastard’ (P1) on a few occasions.” 

Nick’s assumption that the lecturer uses “bastard” to indicate a dislike of Stalin is interesting in the 

context of other student responses (and Andrew’s intention). For some students the term ‘bastard’ 

appeared to be a colloquial term indicating that Andrew admired Stalin. When asked about this, 

Andrew responded that, while he did not like Stalin, he did feel he was underestimated by others, so 

that both student interpretations were appropriate to some extent. Note also that Nick attributes 

Trotsky’s description of Stalin to Andrew, indicating that he may not be focusing on the idea that 

what is being presented is an historical perspective. 

Helen initially also talks about Stalin and his actions, but in a less specific way: 

Helen: “. It sounded like he [Stalin] was doing other things to influence people, and people 

didn’t know that he was doing it (P1?).” 

Helen: “there were things that obviously perhaps Stalin a part of, an instigator of that we’re 

not aware of, or people weren’t aware of. It just shows again that it’s a character thing. (P1?)” 

Helen: “He was introducing other names, other people. See, I remember thinking Lenin (P7) 

and Trotsky (P1-2, P7)? We did Lenin and Trotsky already, why didn’t Stalin come up then? 

Why is he being talked about separately when we did a whole lecture on five leaders, which 

was the second or third?” 

Helen tries to relate a lecture about a single leader, Stalin, to an earlier lecture about the Russian 

Bolshevik Revolution which introduced multiple leaders. She tries to make logical connections 
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between the earlier lecture, and does not appear to recognise that this lecture is looking at a different 

period, focusing on a different aspect of Russian history – Stalinism. So Helen describes Stalin in 

general terms as one of the “leaders”, and seems unable to distinguish him from other Russian leaders. 

In describing his intention in this passage, Andrew states explicitly that he wants to draw a 

comparison or contrast between the lecture and the set readings, something that neither Nick nor 

Helen mention. This is significant because Andrew earlier claims that his purpose for the lecture was 

to provide students with a different perspective than they would have got from their reading 

(Trotsky’s Betrayal of the Revolution). Both Andrew and Nick focus on Stalin’s manipulation of 

others, and the relationship between what Stalin was doing, and what other people thought he was 

doing – particularly in relation to Trotsky. 

All participants refer to Stalin as manipulative, although Helen’s description is less specific, referring 

to Stalin as an “instigator” but without reference to what he was instigating, or to what effect. Finally, 

all make reference to the lecturer’s intention to emphasise the character of Stalin. Although for Helen, 

this is contextualised in an attempt to disambiguate the references to different leaders and their 

relationship to one another. 

 

Comparison four: Andrew/Nick (Paragraph four) 

At the height of the 1930s they asked the great Soviet composers to compose a new national anthem. At the 

same time people were being shot. And if Stalin suggested that your national anthem wasn’t very good, you 

were worried, worried literally shitless. So they, he meets you, and he starts toying with you. Stalin would 

toy with you; making bad comments about your music. Meanwhile you’re panicking deeply inside. 

Shostakovich writes about this. 

Here, Andrew tells a story, which Nick refers to, but to which Helen makes no reference: 

Andrew: “I took one example, like, which probably didn’t round off that well. Ah, was 

Shostakovich’s memoir about Soviet music. He tells a story about the composition of the 

national anthem.... In the middle of the 1930s. (P4) And I suggested something about that that 

what you see here is a man that, you know, knows the power he has over you, and really 

enjoys watching your discomfort (P5).” 

Nick: “Um, you learn about sort of how he works. Um, Andrew jumped ahead for a bit, like 

talking about how he liked the power he could hold over people (P5). And it was sort of, it’s 

like it’s a subtle power, because like it’s not as if he would directly say ‘this person is being 
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executed’, um all of the people that he would kill, it was sort of done on the quiet. But people 

still knew (P4).” 

Andrew and Nick both appear to see this passage as an example of Stalin enjoying power, and talking 

about power. However, Nick does not refer to the details of the story, instead he draws out the 

reference to Stalin’s display of power, and the reference to Stalin’s enjoyment of it.  Nick does not 

mention the anthem, Shostakovich, etc. as Andrew does; the focus for Nick is thematic. 

 

Discussion 

Differences in the communicative understandings of students and their lecturers 

Differences in the communicative experiences of Helen and Nick are marked. Why Nick seems to 

share more communicative understandings with Sam and Andrew than Helen needs to be explained, 

especially given that Helen’s descriptions of her experiences of learning seem to be more developed 

than those of Nick. Sam’s beliefs about learning and teaching seem to differ from those of both 

students, and yet Nick seems to infer meanings close to those she describes as her intention. On the 

other hand the structured approach adopted by Andrew is not effective in helping Helen ‘see’ what 

Andrew intends, despite seeming have common teaching and learning beliefs.  

One aspect which may have an impact on the way students make inferences in lectures could be the 

conceptions they have of what the subject itself is about.  For example, Nick sees History as being 

about different ways of viewing History: 

Nick: “there are different ways of, of looking at history. And some are like the ideological 

ways, and some are looking at the people who, who’s the head of the State.” 

Nick makes a distinction between possible approaches to “looking at History”. This may allow him to 

be more flexible when listening in a History lecture. The assumptions he makes as he begins the 

inferencing process may be more open to expansion, or re-framing, depending on the references and 

focus of the lecturer’s ostensive acts. Being aware of the different perspectives in History may allow 

him access to assumptions that align with those the lecturer communicatively intends to appeal to as 

he speaks or uses other ostensive acts such as PowerPoints. 

Nick’s views of History can be used to contextualise his apparent inferences in both lectures. In Sam’s 

lecture, he refers to the same parts of the excerpt that she does in her description of her intention. He 

also relates different parts of the excerpt together in similar ways to Sam. In the second lecture, Nick 

again seems to focus his inferencing on similar areas to those Andrew describes. However, in 
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Andrew’s lecture, Nick focuses less on the contextual detail, such as Shostakovich’s situation, and 

more on the ideas that it illustrates, such as the violence and enjoyment of violent power that the 

passage indicates. Stories act as a context for the underlying principles, and are therefore not as 

important in his construction of the lecturer’s meaning. In both excerpts, Nick is able to see the 

significance of the central character and his actions e.g. what Stalin did, how Codreanu behaved. But 

at the same time he appears to be aware of the lecturer’s less explicit intention, to show that these 

leaders’ actions had effects of the societies they led. 

Helen experiences History differently. For her History is about: 

“discussing key events that occurred… and the people who were involved. Because a lot of 

the times you know of events, but you have no idea who was involved… Was America in it? 

Was, you know, was Portugal in it? Whatever.”  

Helen’s description of History strongly emphasises characters and events. Helen believes that if she is 

aware of the event, or the ‘facts’ of an event, what she will need to learn is who was involved in those 

events. For Helen ‘who’ seems to be a constant aspect of her inference process in these lectures: ‘who 

is this person?’, ‘why are they important?’, ‘what is his role?’ and so on. This need to disambiguate 

character referents may account for Helen’s difficulty in understanding what either lecturer does and 

intends. Helen first attempts to disambiguate these character referents, missing explanatory utterances 

by the lecture as she stops listening in order to ‘process’ her own questions. She then is left trying to 

create links between these referents, regardless of whether the lecturer intends for such links to be 

constructed. Helen indicates an alarming degree of non-understandings of both lecturers’ intention to 

focus on a single leader, and the impact of the actions of that leader within the social and historical 

context. Instead, she attempts to identify who the leader actually is, and why that leader is in focus. 

From a higher education perspective, what is interesting is that Helen is tries to relate things. Given 

her relatively undeveloped conception of History, and the difficulty she has in understanding the 

lecturer intention, she might be expected to treat what she hears as unrelated facts. However, what 

seems to cause her most difficulty is her attempt to relate the parts into some kind of whole structure. 

Her difficulty emerges as she tries to link together ideas and utterances which the lecturer does not 

intend to be linked. For example, in paragraph four, although the lecturer specifically says that she is 

mentioning Tzara to fore-signal the following lecture, Helen tries to relate him to different parts of the 

excerpt, and becomes confused. Ironically, if Helen could wait a little longer before seeking relevance 

in the utterance, some of her confusion would be relieved by the lecturer’s upcoming explanations. 

This is not unique to Helen. In the study there are several students who experience this confusion as 

they ask themselves questions about the lecturer’s intention while the lecturer is in fact explaining it. 

2010 HICE Proceedings - Page 2658



17 

 

 

Preliminary Findings 

So what does this tell us about the relationship between lecturer intention and student inferencing in 

lectures? The first point to be made is that students do not only understanding or misunderstand 

material at a conceptual level. Researcher focus on student conceptions may cloud our awareness that, 

as with any communicative event, what teachers say and the way they say it is interpreted 

communicatively by students before it becomes conceptualized. Helen’s difficulties understanding 

these lecturers are related to the way she listens, and her disambiguation processes. Therefore, we 

cannot assume that the utterances themselves are understood. And this difficulty in understanding the 

communicative aspects of the lecture is not limited to non-native speakers as Nick and Helen are both 

Australian native English speakers educated in the Australian system. 

The second preliminary finding is that these students tend to use a similar inferencing pattern in both 

lectures. Differences in lecturer style and intention do not seem to have affected the students’ 

inferencing behaviors.  It remains to be seen whether they will approach later lectures in the same 

way, but it is interesting to see that two different lecturers are listened to in similar ways, although 

Nick’s approach seems to be more flexible than Helen’s. This may have implications for lecturers’ 

approaches in their teaching, and the fact that they may need to specifically point to the approaches 

they intend to take, in order to re-focus student listening. 

As we might expect, based on the research in higher education, where a student has a more expansive 

conception of a subject, they may be more able to adapt to different communicative approaches taken 

by his or her lecturer. Finally, it would appear that beliefs about a subject affect the ways in which a 

student listens to a lecturer and what they are ‘able’ to hear. Given that multiple perspectives exist in 

many subjects, it may be that this again needs to be brought specifically to students’ attention by a 

lecturer, in order to bring about what Sperber and Wilson, (1995) refer to as “mutually manifest” 

assumptions. That is, where students are made aware of how the lecturer views the subject, they may 

be able to make more aligned inferences regarding the lecturer’s intention. 

Next steps 

As was pointed out at the beginning of this paper, these excerpt-based cases make up only a small part 

of a larger project, in a preliminary phase of a cross-case analysis study. After all excerpts (three 

excerpts for four lectures) have been analysed for all participants (four students and four lecturers) 

these excerpts would then be treated as parts of the lecture as a whole. In turn the lecture analyses for 

each participant will be hermeneutically framed within that individual’s experiences of learning 

teaching.  After this, cross-referencing of lecturer-student constructions and conceptions will be used 
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to investigate whether the conceptions so focused upon in higher education research can explain 

similarities and differences in communicative understandings, and to propose a new model for 

describing the relationship between learning and teaching in communicative situations. 
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Table 1: Text references Lecture One (Sam, Nick and Helen) 

Paragraph Sam Nick Helen 

1 C, C C(a)  

2 C C(a) C(a)? R(n) 

3 C C(a) C/R (n), M(n), C(n) 

4   R(n), C(a)?, M(n) 

5 C, P C(a), R(t), P(t) R(a)?, C(n), P (a) M(n) 

6   C(a)? 

7 C C(a) C(a) 

8 C C(a) C(a), C(a) 

9 C C(t)  

10  R(a)  
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Table 2: Text references Lecture Two (Andrew, Nick, Helen) 

Paragraph Andrew  Nick Helen 

1 C, C, C, R C(t), R(t), C(t), R(a) C(a) , R(n), C(a) 

2 C, R, C, C, C  C(a), R(n) 

3 R C(t)  

4 P, C C(a)  

5 P, C/R, C C(t)  

6 C?  R(a) 

7  C(t) C(a), R(n) 

8   C(n) 

9   C(n) 

10  C(t), R(t), C(t)  
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Art Therapy in Early Childhood Educational Setting 
 
Two distinctly different disciplines, Art Therapy and Art Education, are able to work 
perfectly in collaboration in Early Childhood Education, which will be demonstrated 
in the presentation. Through a composition of carefully designed curriculum 
incorporating fundamental elements in Art Therapy and Art Education, a group of 
children participants were able to evolve from a directive approach (Theme-based, 
teacher-oriented) to a non-directive approach (child-centred, participants-oriented) 
through a duration of 30 sessions in art exploration. The art products, including the 
exploration of different media, were recorded according to the different themes 
introduced in each session. The line of development thus was shown through the 
passage of time of which the concepts of self awareness and self-growth were grasped 
and the children were able to mature as both an individual and as a participant in a 
group in Art Therapy perspective.  
 
The study carries significance to serve as a set of guidelines to current art teachers in 
the context of early childhood educational setting, particularly in incorporating the 
fundamental elements of Art Therapy into the current Art Education curriculum.  
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Abstract

In May 2009, The U.S. Department of Education published an Evaluation of Evidence-Based

Practices in Online Learning. It was found that on average, students in blended, online learning

environments performed better than those receiving only face-to-face or online instruction.

Although the blended conditions included additional learning time, it was reported that there

were often instructional elements included in blended environments not received by students in

the control, face-to-face condition. One element used as an online instructional resource is an

applet or mathematics based learning object. A review of the literature regarding mathematics

based learning objects is presented in this document. Newly developed materials for use on the

West Virginia Department of Education’s Teach 21 site by students at the middle and secondary

level will be presented during the session. These materials have also been successfully used in

teacher education courses. 
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Review of Literature

In May 2009, The U.S. Department of Education published an Evaluation of Evidence-

Based Practices in Online Learning. It was found that on average, students in blended, online

learning environments performed better than those receiving only face-to-face or online

instruction. Although the blended conditions included additional learning time, it was reported

that there were often instructional elements included in blended environments not received by

students in the control, face-to-face condition. One element used as an online instructional

resource is an applet or mathematics based learning object. Kay and Knaack (2008) define

learning objects as interactive web-based tools that support the learning of specific concepts by

enhancing, amplifying, and/or guiding the cognitive processes of learners. They have found

learning objects to be viable teaching tools when used with appropriate goals and strategies.

Research suggests a relationship between tool use, cognitive development, and social practice

and in particular it has been found that applets can offer interesting activities that foster

conceptual development (Drijvers, Doorman, Boon, Gisbergen & Gravemeiger, 2007). 

Underwood, Hoadley, Lee, Hollebrands, Digiano, and Renninger (2005) report that the

internet is increasingly being used as a medium for educational software in the form of applets.

They report that applets assist students in the exploration of concepts and that it is important for

developers to consider how applets are used when considering their design. Furthermore, Forster

(2006) advises that to determine when technologies are used in mathematics education, it is

important to assess how the activities will support the development of mathematical

understanding and technical expertise that students will need. From these findings, one can

conclude the need for and the importance of planning time on the part of the teacher when
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deciding if, how, and when, to use applets in the classroom. In guiding the use of online

technologies by teachers, the United States Department of Education espouses that teachers are

far more important to students than the technology, but that technology facilitates the

communication between teachers and students (2009).

Kay and Knaack (2008) studied 298 secondary students and found that student

performance increased significantly after the use of learning objects. The study was performed

across 20 different classrooms although it was noted that the gains were variable across

classrooms. The 11 teachers involved had positive attitudes with respect to quality, engagement

and learning value of the objects, while student attitudes varied. Student performance was

significantly related to the purpose of the lesson and the teaching strategy selected. Teacher

planning time, using the object for review or the introduction of concepts, in addition to the

using of guided handouts was linked to improved student performance.

Forster (2006) identified attributes of applets that support mathematics learning of least

squares regression in a secondary school setting. It was found that applets which allow students

to control the manipulation of graphs, have the ability for students to view multiple

representations simultaneously, and have imbedded visual clues were helpful to students when

learning to analyze data.

 Pyzdrowski and Pyzdrowski (2009) used applets and accompanying curriculum materials

in a web-enhanced college algebra course. In the course, there were five primary course

components associated with helping the students learn the content. CD lectures, homework from

the book, online quizzes, and reading assignments were used in addition to the computer

laboratories. The computer laboratories were group assignments where students were asked to
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use applets and laboratory sheets to answer procedural, conceptual and problem solving

questions. The assignments were focused primarily toward enhancing conceptual understanding.

In each laboratory assignment, students were required to write about mathematics after

communicating in a group. A group grade was assigned for laboratory work. Of the 45 students

who completed the evaluation in Spring 2008, 33 chose the laboratories as being helpful with

five choosing it as the most helpful component. Students reported liking the step-by-step

guidance. They felt the laboratories provided the best examples for understanding and that they

provided a challenge.

An updated analysis which included data gathered in the 2008 academic year was

performed to determine which course components where chosen as helpful in student

understanding of course material. Table I shows results from the end of course survey given to

students as a part of the course evaluation from Fall 2004 through Spring 2009. Of the 1,738

students asked to respond, 1,014 submitted forms. This yields an approximate 58.34 % return

rate.

Table 1

Results from 1,014 students Fall 2004 - Spring 2009 Web Enhanced College Algebra Course

All that helped Helped the most

Component Total Percent Total Percent

CD Lectures 108 4.5 38 3.7

Book homework 719 30.2 315 31.1

Laboratories 645 27.1 181 17.9

Online quizzes 835 35.1 464 45.8

Reading 71 3.0 16 1.6
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For example in Table 1, of the 1,014 respondents, 108 chose the CD Lectures as a helpful

component accounting for four and one-half percent of the responses. The CD Lectures

component was chosen by 38 respondents as the most helpful component accounting for

approximately four percent of the responses. 

Table 2 shows results from the end of course survey given to teachers as a part of the

course evaluation from Fall 2004 through Spring 2009. It should be noted that the Algebra

course is offered once per year at most schools in either the fall or spring semester. These data

reflect the responses from the same teachers over time with some teachers joining the project

later than others. Of the total of 81 opportunities for all teachers to submit over time, 49

responses were collected. This yields an approximate 60.5% return rate.

Table 2

Results from high school teachers Fall 2004 - Spring 2009 Web Enhanced College Algebra 

All that helped Helped the most

Component Total Percent Total Percent

CD Lectures 8 5.9 1 2.0

Book homework 42 31.1 22 44.9

Laboratories 39 28.9 17 34.7

Online quizzes 39 28.9 8 16.3

Reading 7 5.2 1 2.0

For example in Table 2, of the 49 responses, eight chose the CD Lectures as a helpful component

accounting for approximately six percent of the responses. The CD Lectures component was

chosen once as the most helpful component accounting for two percent of the responses.

The updated results yield a similar trend as that reported by Pyzdrowski and Pyzdrowski
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(2009). Both students and teachers find the laboratories, which make use of applets and

accompanying guiding materials, helpful in supporting students in the learning of mathematics.

While there are few research studies available that study the effect of learning objects

such as applets on student performance in mathematics, the literature reviewed to date shows

promise for the positive impact of these materials on students’ conceptual understanding of

mathematics. Since the use of learning objects in classrooms is increasing, it is recommended

that more studies be conducted to contribute to the existing field of knowledge.
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Title of Research:  Do First-Year University Students Know What To Expect from their 

First-Year Writing Intensive Course? 

Abstract 

 This study involved a one-time survey of first-year undergraduate students at a Canadian 

University to determine their expectations when beginning a writing intensive course (i.e., the 

so-called “W” course, which is required of all first-year undergraduates at the University of 

Manitoba.)  In this study, we focused on the University‟s Introduction to University course, a 

three credit hour course designed to help students make the transition from high school to 

university.  The course covers academic writing and research skills, and identifies ways for 

students to learn and study more efficiently.  Of particular importance to our research, the course 

focuses on the process of developing mastery of the academic essay. 

 The purpose of this study was to see what, if any, expectations first-year students have 

when taking a writing course. Our research question was:   What are the expectations for 

composition instruction of first-year students enrolled in the University of Manitoba‟s 

Introduction to University course? 

 Our results indicated that first-year students had very high expectations for the kinds of 

writing processes that would be taught in their course. It was surprising to find that the students 

expected to acquire declarative knowledge in areas like grammar and punctuation to the same 

degree that they expected to be taught to employ strategic thinking in their writing.   
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Do First-Year University Students Know What to Expect 

from their First-Year Writing Intensive Course? 

 

 The history of first-year writing courses in American universities and colleges, and to a 

lesser degree in Canadian universities, can trace its roots to Harvard University.  The English 

department as a distinct discipline was established in the last quarter of the nineteenth century by 

Harvard University, which was, at that time, the leader in curriculum reform.  The initial purpose 

of Harvard‟s English department was to provide instruction in writing (Berlin, 1987).  The 

freshman English class was established in 1874 by then Harvard president Charles William 

Elliot.  Elliot considered writing to be so important to his new curriculum that he made it the 

only requirement except for that of a modern language. By 1894, composition was the only 

required course in the curriculum.   

 For the past two hundred years, not much has changed regarding composition‟s place in 

American universities; it still occupies an important place in the academic curricula where the 

course has a “unique, surprisingly uniform approach to teaching writing” in most institutions 

(Graves & Graves, 2006, p. 9).  First-year composition is a “universal requirement” (Fosen, 

2006) that almost every college and university student in the United States must complete in 

their first year of studies.  The course, therefore, has a reputation as a “roadblock” that must be 

completed before a student is permitted to embark on their preferred major.  Maxwell (1997) said 

that “most students stumble through composition courses, accumulating letter grades and credit 

hours, without learning to write well” (p.1). He further states that the student has to be the most 

important part of any student-teacher relationship, meaning that the writing course should be 

student-centered, rather than teacher-centered.   
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 The fact that first-year composition courses are taken by almost every first-year student 

in the United States, leaves the course open to criticism.  Graves and Graves (2006) suggest that 

writing programs are built on the “deficit model”, where the goal of the course appears to be one 

of fixing broken writers.  Howard (2007) also seems to hold this belief, stating that first-year 

composition needs to be seen “as part of an open-ended course of instruction, rather than as a 

dumping ground for the grammatically challenged” (p. 49).  Fosen (2006) found that students 

seem to see first-year writing courses as having little cultural meaning or worth;  these courses 

“construe writing as a remedial skill that must precede even the foundational work of students‟ 

other general education courses” (p. 20).   

 Downs and Wardle (2007) observed that “first-year composition is usually asked to 

prepare students to write across the university; this discourse assumes the existence of a 

„universal education discourse‟ that can be transferred from one writing situation to another” 

(p.552).  The authors also suggest that more than twenty years of research has clearly 

demonstrated that such a unified academic discourse does not exist and have questioned what it 

is that students actually are able to transfer from one context to another.  In fact, Downs and 

Wardle (2007) question how it is possible to teach students how to write in one or two semesters.  

They contend that instructors who try to teach writing in this way silently support the 

misconceptions that writing is not a real subject,  that writing courses do not require expert 

instructors, and that writing courses are trivial, skill teaching non-disciplines.  

  Canada, unlike the United States, does not have a history of prescribing true first-year 

composition courses that all first-year students must take.  Hunt (2006) says “that there‟s nothing 

remotely resembling the situation in the U.S., where universities have offered, for many decades, 

mammoth programs designed to administer writing instructions to either all or most of their first-

2010 HICE Proceedings - Page 2678



  6 
 

year students” (p. 371).   Graves and Graves (2006) discovered that there is a “baffling variety of 

writing courses, centres, programs, and degrees offered at Canadian universities” (p.1).  They 

further contend that “almost any approach to teaching writing has been or currently is being 

taught somewhere in Canada” (p.1).  In fact, there is a “baffling variety” even within a single 

institution:  “sometimes departments of faculties/colleges develop and fund their own writing 

centres and each centre works more or less independently creating innovative and imaginative 

solutions to the specific constraints of their own curricula and the requirements of their students” 

(Graves & Graves, p. 7).  According to the authors, Canadian universities, in most cases, focus 

on “academic writing rather than composition” (p.6). 

 Smith (2006) says that ”writing instruction in Canada has been changing rapidly between 

1995-2005, moving in the direction of inter-disciplinarity and toward the development of 

professional writing and rhetoric programs housed in various departments” (p.320). Originally, 

these courses were taught only in the English department, but “that changed in the 1980s when 

courses outside the English department became eligible, greatly expanding the number of options 

to satisfy the requirement” (Bartlett, 2003, p. 2).  Bartlett said that the main problem with this 

approach is that some students got excellent instruction and others did not.    

 At the University of Manitoba, every undergraduate student must complete a writing 

intensive course of some kind before graduation.  These “writing intensive “courses are offered 

by a wide variety of disciplines.  In order  to qualify for the “W” designation  as a writing 

intensive course at the University of Manitoba, there are certain requirements that must be met:  

1) There must be a minimum of three pieces of written work of 3-5 pages; or, 2) there must be a 

minimum of two pieces of written work of 6-8 pages; and, 3) there must be a minimum total 

word count of 3.000; and there must be feedback on style as well as content.  As well, the written 
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work must include a written description or argument that is clear, concise, and logically 

structured and that reflects an appropriate awareness of the audience or readership being 

addressed.  As it is written, the requirement serves largely as an exit requirement and does little 

to indicate either the pedagogical underpinnings for such courses or the specific objectives or 

outcomes for such courses.  

Learning Outcomes for First-Year Writing Courses 

 First-year writing intensive courses need to be structured so that students can “take stock 

of the literacy skills they have already acquired, encounter new expectations, and expand their 

repertoires” (Carroll, 2002, p. 120).  She goes on to say that first-year writing intensive courses 

need to lead students to be able to reflect on their learning.  Writing intensive courses that 

emphasize rhetorical analysis and the processes of reading and writing, taught by instructors who 

are knowledgeable in the teaching of writing, provide the types of environment that will lead to 

student reflection. This focus on meta-cognitive awareness, in addition to the development of 

new writing skills, is as useful for the “students who already know „how to write‟ as it is for less 

well-prepared writers” (p. 121).  Carroll tells us “that without this awareness, good writers may 

find it difficult to change writing strategies that have worked for them in the past” (p. 121).   

 Flower and Hayes (1981) developed a writing model that facilitated the development of 

meta-cognition.  It provided a way to account for individual differences in how writers compose.     

Flower and Hayes theorized that there were a “relatively small number of cognitive processes 

that were able to account for a diverse set of mental operations during composing” (p.188).  This 

model led to the investigation of the effectiveness of cognitive-oriented approaches to writing 

instruction.  MacArthur, Graham and Fitzgerald, (2006) say that “the purpose of such instruction 
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is to change how writers‟ compose by helping them employ more sophisticated composing 

processes when writing” (p. 188).      

  In undertaking our survey, we selected the University of Manitoba‟s Introduction to 

University course.  This is a three-credit course designed to help students make the transition 

from high school to university.  It is an interdisciplinary course on academic writing, research, 

and critical thinking. The course covers academic writing and research skills, and identifies ways 

for students to learn and study more efficiently.  In particular, it stresses the importance of 

developing mastery of the academic essay.  Over the course of any academic year, up to one-

quarter of the University‟s first-year students will take the course to satisfy their “W” 

requirement.   

 The purpose of this study was to see what, if any, expectations first-year students have 

when taking a writing course.  Our research question was:   What are the expectations for writing 

instruction of first-year students enrolled in the University of Manitoba‟s Introduction to 

University course? 

Conceptual Framework 

 Student expectations of writing intensive courses are not always consistent with the 

research into the relative effectiveness of instructional procedures for improving writing.  In 

investigating writing instruction, Hillocks (1986) observed that the important question was “to 

what extent are the findings about process compatible with findings about instruction” (p. 223).  

One might ask, similarly, whether the findings about writing process are compatible with student 

expectations of writing intensive courses. Writers operate with a repertoire of knowledge when 

writing; these include lexical, syntactic, and generic forms to generate a discourse.  Writers also 
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have to call upon strategies that will help them process their ideas into the discourse.  Hillocks 

(1986), differentiates between two types of knowledge:  1) declarative, or knowledge of what; 

and, 2) procedural, or knowledge of how.   Hillocks found that traditional approaches to teaching 

composition have concentrated on the declarative knowledge of grammar (the naming of parts of 

speech and sentences).  The research that Hillocks examined found that approaches that focused 

on procedural knowledge (sentence-combining, scales, inquiry) are more successful than those 

which focused on declarative knowledge.  

In their research on writing as a cognitive process, Flower and Hayes (1981) identified 

the importance of effective decision making at critical junctures in the writing process.  Flower 

and Hayes have said that “there is a venerable tradition in rhetoric and composition which sees 

the composing process as a series of decisions and choices” (p. 365) They go on to argue, 

however, that “it is no longer easy simply to assert this position unless you are prepared to 

answer a number of questions, the most pressing of which is: „what then are the criteria which 

govern that choice?” (p. 365).  Flower and Hayes ask that question even more directly:  “What 

guides the decisions writers make as they write?”  (p. 365).  The cognitive process theory rests 

on four key points (Flower & Hayes, 1981):   

1. The process of writing is best understood as a set of distinctive thinking processes 

which writers orchestrate or organize during the act of composing. 

2. These processes have a hierarchical, highly embedded organization in which any 

given process can be embedded within any other. 

3. The act of composing itself is a goal-directed thinking process, guided by the writer‟s 

own growing network of goals. 
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4. Writers create their own goals in two key ways:  by generating both high level goals 

and supporting sub-goals which embody the writers‟ developing sense of purpose:  

and then, at times, by changing major goals or even establishing entirely new ones 

based on what has been learned in the act of writing.      

Of significance to this study is the question of whether or not students recognize the primary 

importance of decision making in writing.  Though the survey was not designed to permit 

students to rank their expectations of first-year writing intensive classes in order of importance, it 

was nevertheless surprising to find that the students expected to acquire declarative knowledge in 

areas like grammar and punctuation to the same degree that they expected to be taught to employ 

strategic thinking in their writing.   

Studies in meta-cognition have also found that students benefit from an education that 

permits them to reflect upon their writing process and choose between appropriate writing 

strategies.  In particular, according to Olson and Astington (1993), meta-cognitive competence 

allows students to be taught in one setting and to transfer that knowledge to other subjects in 

other settings, as well.  The intention of a meta-cognitive approach to writing is to render the 

implicit, explicit or, more simply to allow students to see the purposes and processes of writing.  

“Many cognitive researchers believe that the overall efficiency of the intellectual system depends 

upon meta-cognitive abilities, or „knowing about knowing“ (Ferrari & Sternberg, 1988, p.909).    
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Methodology 

Subjects/Participants 

 Participants were 130 students recruited from first year “W” courses offered at the 

University of Manitoba through University 1.   All participants were students enrolled in the Arts 

1110 Introduction to University Course, during the 2009 Fall term.  Arts 1110, is an 

interdisciplinary course on composition, research, and critical thinking. 

 Of the 130 students who filled in the survey, the majority of them fell in the under-20 

years of age category (114), which is not surprising considering that it was a first-year writing 

course.  There were almost equal numbers of female (69) and male (61) participants.  As well, 

the sample group included students from different nationalities, including students who were 

ELL (English Language Learners). 

Procedure 

 Participants were invited to fill out the survey at the end of one of their regularly 

scheduled classes.    Since the instructor was one of the researchers, it was imperative that he 

have no contact with the students during the survey so he left the room before the survey was 

distributed.  The other researcher explained to the students that participation was strictly 

voluntary and anonymous, and assured them that, whether they chose to fill in the survey or not, 

their decision would not impact their grades. 

    Surveys took approximately 10 minutes to complete.    
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Research Instrument 

 The research instrument, appended as Appendix A, was a survey analyzed quantitatively.  

The survey asked students for their opinions regarding what they expected to learn in the “W” 

writing course offered through University 1.  We selected the 16 statements because they 

represent the stated objectives of the course, and they also represent a broad array of instructional 

norms and values that instructors would be expected to teach in the “W” course.   

Data Analysis  

 This survey employed a five point Likert scale which allowed respondents to specify 

their level of agreement to a statement.  The choices ranged from strongly agree to strongly 

disagree for each statement.  There were a total of 16 statements on the survey which asked 

students to comment on what they expected to learn in their first-year writing course.  Each item 

was analyzed separately using frequency distribution.  The use of frequency distribution charts 

allowed us to determine which score occurred the most frequently for each statement (see Table 

1). 

Results and Discussion 

 In their seminal research on cognitive process theory, Flower and Hayes (1981) reported 

that effective writing derives from effective decision-making in each of the related cognitive 

processes that comprise the writing act.  .As Gagne, Yekovich, and Yekovich (1993) reported, 

“writing is a highly complex activity with many component processes”, requiring “the 

acquisition of both declarative and procedural knowledge” and a “conceptual understanding of 

the nature and purpose of writing” (p. 314-15).   
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 At the beginning of composing, the most important element is the rhetorical problem.  

Flower and Hayes (1981) tell us that “a school assignment is a simplified version of the 

[rhetorical] problem, describing the writer‟s topic, audience, and [implicitly] his/her role as a 

student” (p. 369).  Attending to these different elements can be difficult for some writers.  

Writing involves a complex set of thinking skills, and, writers only solve the problems they 

define for themselves; “if a writer‟s representation of the theoretical problem is inaccurate or 

simply underdeveloped, then he/she is unlikely to „solve‟ or attend to the missing aspects of the 

problem” (Flower & Hayes, 1981, p. 371).   They further state, that, as composing proceeds, a 

new element enters the task environment, which places even more constraints upon what the 

writer can say.  It is the growing text that makes large demands on the writer‟s time and attention 

during composing.  The developing and organization of ideas provides a juggling act for the 

writer as they attempt to integrate “the multiple constraints of their knowledge, their plans, and 

their text into the production of each new sentence” (Flower & Hayes, 1981, p. 371).    

 Flower and Hayes (1981) differentiated between novice and expert writers when 

discussing the cognitive processes of writing.  Novice writers are “those whose writing is judged 

to be of poorer quality – children or first-year college students” (Kozma, 1991, p.32).  Kozma 

defined expert writers “as those judged to have better compositions” (p.32).  He discovered that 

“experienced writers have more knowledge, skill, and strategies, and [they have] increased 

experience [with structure, so that these processes] make fewer demands on short term memory” 

(p.33).  As well, it is the differences in cognitive behaviour during writing that distinguish 

between the more or less experienced writers.  Kozma (1991) points out that one of the most 

“distinctive characteristic of novice writers is that they oversimplify the representation of the 

task” (p.33).  Novice writers tend to put all of the information they have in their long-term 
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memory into their compositions. Bereiter and Scardamalia (1987) refer to this practise as 

„knowledge-telling‟.  Novices have vague top-level goals and spend more time at lower-level 

goals, dealing with surface structure of the text (Flower & Hayes, 1981).  In contrast, “experts 

tend to formulate the task in terms of two sets of problems or goals:  those related to topic ideas 

and those related to their expression in the text “ (Kozma, 1991, p.33).    

 It is through an internalization of language and strategies for approaching new writing 

tasks that differentiate the novice and the expert writer.  Carroll (2002) said that “one important 

measure of students‟ growth, as writers, was their increasing meta-cognitive awareness” (p. 126).  

As a result, expert writers become “better able to assess their own proficiency and target areas 

where they were still struggling and could continue to improve” (Carroll, 2002, p. 126).  Such 

meta-cognitive awareness helps further learning and is central to development as a writer.   

Carroll (2002) found that “although students value learning specific literacy skills, developing 

meta-cognitive awareness is equally valuable” (p. 120).  Bruner (1996) argued that “achieving 

skill and accumulating knowledge are not enough.  The learner can be helped to achieve full 

mastery by reflecting as well upon how she [he] is going about her [his] job and how her [his] 

approach can be improved” (p. 64).   Carroll (2002) found that first-year writing courses with an 

emphasis on rhetorical analysis are appropriate places for meta-cognitive reflection.  The study 

of meta-cognition makes it clear that students must internalize and come to know that 

knowledge, instructors must learn to understand how various categories of student expectations 

may either improve their chances of learning or possibly impede them.  As a result, we were very 

interested in what our students‟ expectations were for their first-year writing course.     
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 In our survey, we found that 94% of the students agreed or strongly agreed that they 

expected the instructor would teach them how to effectively use reference materials.  Learning 

how to organize reference material is a skill that falls into the planning stage.  Assignments that 

teach research skills can help students gain confidence and facility in using research tools, a 

better understanding of disciplinary criteria, and a sense of how scholars use resources in their 

research.  However, as Hayes and Flower (1986) observed, “knowledge of a topic will not 

necessarily enable an individual to produce clear, much less effective writing” (p. 1108).   

 When looking at what was expected in terms of learning the rules of structure and 

grammar that govern academic writing, we found that 72% agreed or strongly agreed that they 

would learn the rules of structure and grammar, 10% of the students disagreed or strongly 

disagreed, and almost 18% of the students had no opinion. This expectation that a writing 

intensive course would focus on rules of structure and grammar is consistent with Hayes and 

Flower‟s (1986) finding that novice writers will focus to a greater extent on error avoidance than 

on communicating meaning. Atwell (1981), working within the Flower and Hayes cognitive 

process model (1981), discovered that less-skilled writers had the goal of avoiding mechanical 

errors. It is, however, at odds with the literature guiding the teaching of writing.  Hillocks (1986) 

found that grammar study had little or no effect on the improvement of writing.  He went on to 

say that the findings of research on the composing process do not give us a reason to expect that 

the study of grammar or mechanics will have any effect on the writing process or on writing 

ability as shown in the quality of written products.  Flower and Hayes (1981) also observed that 

competent writers do not just generate sentences, but they generate them after thinking about 

purpose and content.  
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In our study we found that 87%, of the students, agreed or strongly agreed that they 

would learn to think critically, only 1.5% disagreed or strongly disagreed, and 12% had no 

opinion.   Because Flower and Hayes (1981) argue that the “process of writing is best understood 

as a set of distinctive  thinking processes which writers orchestrate or organize during the act of 

composing” (p. 366), the ability to exercise critical thought during the composing process seems 

to be a skill of particular importance.  A difficulty with the survey was that the operative 

definition of critical thinking was not provided in the question and therefore it is not clear 

whether the respondents were answering with the same understanding of the term as we 

assumed.   

 We found in our study that only 2% strongly agreed that they expected that they would 

read a number of books in class, 27% agreed, 38% had no opinion, and 35% disagreed or 

strongly disagreed.   There are two aspects of reading in a writing class that are worthy of 

consideration:  1)  that it might provide access to various schemata or skeletal frameworks; and, 

2)  that it might provide access to sources of information.  Flower and Hayes (1981) suggest that 

writers may be guided by schemata of various kinds in their writing processes. Hillocks (1986), 

however, has said that, according to available research, the study of models does not have much 

impact on the improvement of writing.    

 We found that 92% of the students agreed or strongly agreed that they expected to learn 

the conventions of formatting using such guidelines as APA or MLA, 5% had no opinion and 2% 

disagreed.   Hayes and Flower (1986) have noted that some writers “write poorly because they 

do not have command of effective writing formats at the sentence, paragraph, or whole text 

levels” (p.1108).   They further found, in their research, that “expert writers draw on textual 

2010 HICE Proceedings - Page 2689



  17 
 

conventions and genre patterns in other discourse schemas to give shape to their planning” 

(p.1108). 

 In the survey, 79% of the students, either agreed or strongly agreed that they expected to 

receive a rubric or marking outline from the instructor for every assignment in the course, while 

5% disagreed and 15% had no opinion.  Hillocks (1986) found that the use of rubrics or scales 

enabled students to think about matters beyond the level of syntax:  to evaluate information, to 

organize information, and to concentrate on the purpose of the whole.  He further discovered that 

the studies on marking criteria indicated rather clearly that engaging writers actively in the use of 

criteria, whether that applied to their own writing  or to the writing of  others results not only in 

more effective revisions but in superior first drafts.   

 The survey revealed that 85% of the students agreed or strongly agreed that, in addition 

to the rubric, they expected to receive a grading policy that would indicate how papers would be 

graded.  Only 3% of the students disagreed, while 11% had no opinion.  Hayes and Flower 

(1986) observe that strategic knowledge plays an important role in complex writing tasks 

allowing students to monitor and direct their own writing processes.  By understanding the 

grading policy, students are better able to determine whether “the writer‟s goal is simply to say 

what he or she knows about the topic” (p.1108) or rather the goal is to select and organize that 

knowledge into a package designed for the reader.         

 When asked if they expected to learn how to edit and revise their papers, 88% said that 

they agreed or strongly agreed with that statement, fewer than 1% disagreed.  Surprisingly 12% 

had no opinion.  In their research, Hayes and Flower (1986) found that “college freshman devote 

less than 9% of their composing time to reading and revising” (p. 1110).  They further note that 
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the “more expert the writer the greater proportion of writing time the writer will spend in 

revision.” (p. 1110).   In addition, they realized that “experts and novices differed systematically 

in their implicit definitions of the revision task” (p.1110) with experts defining revision as a 

whole -text and novices defining revision as a sentence-level task.      

 Only one of the statements in the survey asked students to report on their expectation 

regarding the summarization and analysis of text.   We found that 87% of the students said that 

they expected to learn how to summarize and analyze, 12% disagreed and 11% had no opinion.   

During the writing process, writers have to be constantly summarizing the information that they 

have, analyzing how the material fits into the discourse and making decisions about the 

suitability of the information.  From these decisions comes the rewriting and reviewing that is a 

necessary part of the writing process. 

 Ninety-seven percent of the students agreed or strongly agreed that they would learn how 

to write a thesis statement, fewer than 1% disagreed and 2% had no opinion.  In writing a thesis 

statement, the writer has to accomplish a great deal of explicit planning before writing so that 

he/she will have a more detailed representation of what he/she wants to say.  It is the reciprocity 

between writing and planning that enables the writer to learn, even from a failure, and to set a 

new goal.   Flower and Hayes (1981) see the planning process as one in which the writer uses “a 

goal to generate ideas, then consolidate those ideas and use them to revise or regenerate new, 

more complex goals,” (p. 386).   As Flower and Hayes see it, the “function of the planning 

process is to take information from the task environment and from long term memory and to use 

it to set goals and establish a plan to guide production of a text that will meet those goals” (p. 

387). 
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  We found that 94% of the students expected to learn how to develop ideas logically with 

sub-topics, examples, and explanation.   No one in the class disagreed, and 6% had no opinion.   

Hayes and Flower (1986) found that, in the planning process, writers “frequently identify sub-

goals on the route to ... major goals” (p.1107) and that “the sub-goals may, in turn, have their 

own sub-goals” (p.1107).  Significantly, Hayes and Flower discovered that the ability to arrange 

goals in a hierarchical structure is necessary for successful writing.  In addition, they observed 

that the “the perception of dissonance” (p.1110) is often a cue for the writer to change the text.      

When asked if they expected to learn how to organize ideas coherently, 95% of the class 

agreed or strongly agreed with that statement.  There were no students who disagreed and 5% 

had no opinion.  Hayes and Flower (1986) report that the “network of goals is ...a dynamic 

structure” (p.1109) which is “built and developed and sometimes radically restructured even at 

the top levels, as the writer composes and responds to new ideas or to his or her own text‟ 

(p.1109).  They further note that “writers set up top-level goals that they develop with plans and 

sub-goals” (p/1109).  The process of learning to organize ideas coherently seems to be related to 

this response to changing priorities in the text.  As Hayes and Flower (1986) note, the ability to 

“[modify] writing goals may be essential for good writing” (p.1109).      

 Seventy-nine percent of the students agreed or strongly agreed that they expected to learn 

how to craft clear, concise and varied sentences, approximately 5% of the students did not agree, 

and 17% had no opinion.  Flower and Hayes (1981) say that, when a writer is trying to construct 

a sentence,  he/she may run into a problem and call in a condensed version of the entire writing 

process (e.g. the writer might generate and organize a new set of ideas, express them in standard 

English, and review the alternative).   Teaching students how to write more syntactically mature 

sentences is important (Hillocks, 1986).   In sentence construction, writers must make decisions 
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about which details are important and which are not.  Hayes and Flower (1986) found that the 

major differences between expert writers and average writers were that the expert writers wrote 

significantly longer essays (786 words per essay for experts and 464 words per essay for average 

writers) and that experts wrote significantly longer sentences (11.2 words per sentence for 

experts and 7.3 words per sentence for average writers).  They suggest that this ability to work in 

large units is, at least in part, what it means to be a fluent writer.  

 The students who agreed, or strongly agreed, that they expected to learn how to write for 

a specific audience and purpose comprised 85% of the students, no one disagreed and the 

remaining 15% had no opinion.    Hillocks (1986) discovered that “only a very few studies have 

dealt with how awareness of the needs of particular audiences affects writing” (p. 234).  In his 

meta-analysis, Hillocks found that specifying the audience does not result in better pieces of 

writing.  In fact, specifications of audience and purpose may make the task too complex for some 

writers.   

Only 60% of the students surveyed agreed or strongly agreed that they would work 

collaboratively in their writing, 8% strongly disagreed and,   32% had no opinion.  Hayes and 

Flower (1986) found that students had difficulty detecting faults in their own texts, suggesting 

that writers‟ knowledge of their own texts may make it difficult to recognize problems. Flower 

and Higgins (1991) observed that “the presence of a partner forces writers to explain, elaborate, 

or in some cases, simply try to articulate thoughts, doubts, fragments, assumptions, and 

ambiguities that are often left unsaid in thinking to one‟s self” (p.4).   They further discovered 

that “in the social dynamics of collaborative planning not only the teacher but each partner 

models constructive planning, in the form of rhetorical, reflective thinking, for the other” (p.10).  

Thus, the partner in collaboration provides a scaffold (Vygotsky, 1987), that helps writers not 
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only attend to the parts of the problem, but to persist and elaborate their thinking, and to 

consolidate what eventually emerges from the writing process.  It should be noted that our 

definition of collaboration was not given out to the students on the survey, which could have led 

to a different interpretation from the one we intended.    

 It was interesting to see that 94% of the students agreed, or strongly agreed, that they 

would be able to transfer the writing strategies they learned in first-year composition to other 

courses that they were taking.  No one disagreed that they would be able to transfer the strategies 

and 6% had no opinion.  While it is encouraging that students believe so strongly in the 

transferability of writing skills, their optimism is not supported by research.  Carroll (2002) tells 

us that “while some college faculty members and administrators cling to the myth that 

adequately prepared students should be able to write fluently and correctly on any topic, at any 

time, in any context, …even students who are generally successful in high school are unable to 

fulfill this fantasy” (p. xi).   Transferability of writing skills across the disciplines continues to be 

a question that is problematic.   

 This study demonstrated that students have high expectations of their writing class, 

though it is not clear whether they believe each of the topics identified in the survey to be equally 

important.   We did not discover, for instance, whether their expectations of instruction in writing 

strategies were higher than their expectations of instruction in matters of declarative knowledge.  

In fact, we do not know whether the prompting provided by the survey suggested expectations to 

the students that they might not have already had.   We consider this study to be a pilot that will 

enable us to focus future research on students‟ expectations more precisely.     
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Conclusions and Limitations 

 The premise of first-year writing courses is that they can help students become better 

writers.  Instructors of these courses operate on the assumption that they can suggest effective 

writing strategies that will indeed help foster better writing.  Carroll (2002), in her study of first-

year college students, found that students did not necessarily learn to write better, but they did 

“learn to write differently – to produce new, more complicated texts, addressing challenging 

topics with greater depth and complexity” (p. xii).  She goes on to say that her study 

“demonstrated that the „basic skills‟ necessary to negotiate complex literacy tasks in college go 

far beyond the ability to produce grammatically correct, conventional, thesis-driven school room 

essays” (p. xii).   It is not clear that students have the same understanding of the cognitive skills 

necessary to produce successful essays.   

 Our study attempted to find out what it is that first-year students expect to learn in their 

writing intensive courses.  We were hoping that the data would prove useful to writing specialists 

who teach first-year writing courses, and to faculty who want to improve student writing.    The 

statements in the survey identified various aspects of writing instruction, ranging from 

declarative knowledge to procedural knowledge.             

 When we reviewed the results, it became apparent that the majority of the students 

surveyed had many common expectations for the writing intensive course in which they were 

enrolled.  The majority of the students‟ responses to the statements on the survey were in the 

agreed/strongly agreed category.  These strong expectations were not anticipated since we were 

not sure if first-year students had developed any expectations at all.  It was clear that they had.   
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 Albertson (2006) observed that “students need more explicit teaching of assumed, basic 

literacy practices”.  She further states that “one of the major areas for improvement is in 

encouraging faculty to teach with more explicit methods so that more students can move from 

where they are situated in their literacy competence to where the faculty expect their students to 

be”.  In other words, faculty have to “offer an earnest commitment to improving instruction and 

student performance” (Andrade, 2007).  By identifying students‟ expectations of the writing 

class and comparing those expectations to the instructor‟s intentions, the instructor is better able 

to identify the dissonance between the students‟ understanding of writing instruction and the 

instructor‟s pedagogical practice.  In understanding that dissonance, the instructor is better able 

to enter into the kind of conversation with his or her students that results in a mutual 

understanding of the writing process.      

 Once the data were analyzed it became clear that the data was heavily skewed in the 

categories of agree and strongly agree. In short, it appeared that students, expected to learn 

everything about the writing process, and did not distinguish between the importance of any of 

the topics identified on the survey.  In retrospect, we realized that we should have structured our 

study using a pre- and post-test format.  This would have allowed us to compare the students‟ 

expectations prior to the class with their reported experiences at the conclusion of the class.  In 

addition, we feel that it might have been useful to survey the students using a rank order scale 

rather than the Likert scale.   In using the rank order scale, we would have discovered not only 

the writing processes students expected to learn, but also the relative importance that they 

assigned to each.   We also feel that we ought to have provided operative definitions for some of 

the terms to ensure that the students‟ understanding of those terms corresponded with our own. 
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Appendix A   Survey of First-Year Students 

 Survey of Undergraduate Students in Arts 1110 Intro to University 

 

Thank you for agreeing to participate in our study by filling in this short survey.  Please do not 

put your name or student number on the survey; these surveys are meant to be completely 

anonymous. 

Gender  Male  Female 

Age  Under 20 20-25  26-29  Over 29 

1.  I expect my instructor to teach me how to effectively use reference materials.   

 Strongly Agree Agree  No Opinion Disagree Strongly Disagree 

2.  I expect to learn the rules of structure and grammar that govern academic writing. 

 Strongly Agree Agree  No Opinion Disagree Strongly Disagree 

3.  I expect to learn how to think critically. 

 Strongly Agree Agree  No Opinion Disagree Strongly Disagree 

4.  I expect to have to read a number of books in this course. 

 Strongly Agree Agree  No Opinion Disagree Strongly Disagree 

5.  I expect to learn the conventions of how to format an essay (eg. APA, MLA). 

 Strongly Agree Agree  No Opinion Disagree Strongly Disagree 

6.  I expect to receive a rubric or marking outline from my instructor for every assignment in this 

course. 

 Strongly Agree  Agree  No Opinion Disagree Strongly Disagree 

7.  I expect my instructor to give me a grading policy concerning how papers are graded in this 

course, over and above the rubrics. 

 Strongly Agree Agree  No Opinion Disagree Strongly Disagree 

8.  I expect to learn to edit and revise my papers for re-marking. 

 Strongly Agree Agree  No Opinion Disagree Strongly Disagree 
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9. I expect to learn how to summarize and analyse text. 

 Strongly Agree Agree  No Opinion Disagree Strongly Disagree 

10.  I expect to learn how to write a thesis statement which establishes the main idea of my 

paper. 

 Strongly Agree Agree  No Opinion Disagree Strongly Disagree 

11.  I expect to learn how to develop ideas logically with sub-topics, examples and explanations. 

 Strongly Agree Agree  No Opinion Disagree Strongly Disagree 

12.  I expect to learn how to organize ideas coherently. 

 Strongly Agree Agree  No Opinion Disagree Strongly Disagree 

13.  I expect to learn how to craft clear, concise, and varied sentences. 

 Strongly Agree Agree  No Opinion Disagree Strongly Disagree 

14.  I expect to learn how to write using a tone appropriate to audience and purpose. 

 Strongly Agree Agree  No Opinion Disagree Strongly Disagree 

15.  I expect that I will work collaboratively with my fellow students at some time in this class. 

 

 Strongly Agree Agree  No Opinion Disagree Strongly Disagree 

 

16.  I expect that I will be able to transfer the writing strategies I learn in this course to other 

courses I am taking. 

 

 Strongly Agree Agree  No Opinion Disagree Strongly Disagree 
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Table 1  Results at a Glance – Survey of First Year Composition Students 

 
Statement –  
I expect to … 

Strongly Agree/Agree No Opinion Strongly Disagree/Disagree 

 
Learn how to use 
reference materials 93.8% 5.4% .8% 
 
Learn the rules of 
structure and grammar 72.3% 17.7% 10.0% 
 
Learn how to think 
critically 86.9% 11.5% 1.5% 
 
Expect to have to read 
a number of books in 
class 26.9% 37.7% 35.4% 
 
Learn how to format an 
essay using APA, MLA 92.3% 5.4% 2.3% 
 
Receive a rubric or 
marking outline for 
every assignment 79.2% 15.4% 5.4% 
 
Get a grading policy, 
over and above the 
rubric 85.4% 11.5% 3.1% 
 
Learn how to edit and 
revise 87.7% 11.5% .8% 
 
 
Learn how to 
summarize and analyze 86.9% 11.5% 1.5% 
 
Learn how to write a 
thesis statement 96.9% 2.3% .8% 
 
Learn how to develop 
ideas logically 93.8% 6.2% 0% 
 
Learn how to organize 
ideas coherently 94.6% 5.4% 0% 
   Continued… 
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Learn how to craft 
clear, concise, and 
varied sentences 

 
 
 
 

78.5% 

 
 
 
 

16.9% 

 
 
 
 

4.6% 
 
Learn how to write for 
purpose and audience 84.6% 15.4% 0% 
 
That I will work 
collaboratively 60% 32.3% 7.7% 
 
Learn how to transfer 
writing strategies to 
other courses 93.8% 6.2% 0% 
Source:  Data from First-Year Writing Survey – University of Manitoba 
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1. Abstract 
 
The purpose of this presentation is to examine key aspects that inform the design, 

delivery, and assessment of the development of writing instruction for the purpose of 

improving student writing in both culturally diverse and culturally uniform post 

secondary writing classes. It discusses the role of academic writing in universities and the 

issues that influence it, such as classrooms, culture, ideology, pedagogy, and professional 

access. The discussion then draws on international expectations and perspectives, but at 

the same time maintains a national focus since universities across North America are 

becoming increasingly more global (Villanueva, 2006).  

2. Role of Academic Writing  
 

 Academic writing plays a very important role in most nations, since students’ 

ability to enter and succeed in higher education and consequently move into positions of 

responsibility and status in society depends on their writing proficiency. Therefore 

writing competence is uniquely associated with issues of equity in access to higher 

education and to roles of power in society. Writing then is imperative not only to the 

successful continuation, but also the progress of key institutions, whether professional, 

governmental, industrial, commercial, and nonprofit,  that rely on specialized writing and 

communicating in a global environment and marketplace (Foster and Russell, 2002).  

 Although academic writing may appear to be increasingly global in scope with 

journals, conferences, publishers, and research projects electronically linked, Muchiri et 

al. state that “this apparent globalization is deceptive” (Foster and Russell, 2002, p. 7). 
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Local and national funding, geography, politics and institutional stricture that determine 

class size, assessment, and careers still predominantly influence the every day-to-day 

activities. Professors around the world may use the same terms across the board such as 

essay, composition, argument, but the values and definitions they give these terms and 

what students understand may vary from culture to culture and country to country. 

 It has been difficult to draw comparisons of writing development and pedagogy 

across national programs because composition studies have been quite rare outside of the 

United States. Since the 1980’s however, more and more universities around the world 

offer English composition classes and therefore more research with an international focus 

is joining the composition study annals (Durst, 2006). On the one hand  it has been 

difficult to compare writing achievement of students cross-nationally because researchers 

assumed that writing was “a general cognitive capacity or activity” that could be studied 

apart from culture and ideology” (Foster and Russell, 2002, pg. 4). Researchers find it 

difficult to analyze and assess results in a standard or uniform manner. They realize that 

composition must be seen in a cultural context and cannot be seen as a general cognitive 

capacity or activity. 

 To be able to understand the similarities and differences of composition studies, it 

is important to examine the cultural and historical factors that shape writing development 

in different nations. It is important to find the common issues that help teachers, 

researchers, and policy makers look at the writing development in their own institutions 

and countries with the goal of informing further research, curriculum and faculty 

development, and educational policy discussions. (Foster and Russell, 2002). 

Generalizability of the research is difficult and may even be the aforementioned 
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deceptive, since each national system differs in individual institution status, mission, and 

goals. There are some common threads though that all institutions face and some of these 

are: instruction, evaluation, and transition from secondary to university academic writing. 

These common themes affect writing development in the context of an entire education 

system in a university anywhere in the world.  

 The point at which students specialize into disciplinary majors, whether in high 

school or in university affects writing development and pedagogy. Educational traditions, 

ideology, culture, pedagogy, economics, and governance all affect writing and how it is 

taught. These issues also affect attitudes toward and expectations of writing (Foster and 

Russell, 2002) and are discussed in the next section. 

3. Issues that influence academic writing 
 
 The prevalence of general writing courses in the American educational system is 

one of the striking differences between other national systems. Required writing courses 

are a common denominator across curriculums in the otherwise diverse higher education 

system and these writing courses are commonly housed in English Departments. The 

following factors influence the issues of composition instruction. 

3.1 Classrooms 
 In traditional classrooms where the mode of instruction is transmissional, students 

usually are passive and “provide answers within narrowly defined boundaries” (Au, 

1993, p.72). In a classroom where transformative learning is the goal, classrooms become 

a community of learners, which makes successful literacy learning a possibility for all 

students. Students’ transition from the sheltered environment of secondary school to the 

theory laden environment of higher education where the audience no longer is 
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exclusively the teacher, examiner or classmate but other business or government 

professionals. That transition often causes dissonance as students struggle to reshape their 

writing to appropriate the discourse of a specific discipline (Foster and Russell, 2002).  

 Classroom as community  

 If both instructor and students see the classroom as a community, then learning 

can take place more rapidly because there are multiple sources of support and feedback 

(Au, 1993). The instructor assumes that each student has a wealth of background 

knowledge and experience that is as valuable as their own and the instructor’s job is to 

find that expertise and encourage it. In a classroom where individual talent is recognized, 

students are more apt to take ownership not only of their own learning, but the learning of 

their classmates. 

 Intertextuality 

 Students in university studies are required to learn to exercise what Foster posits 

“a different kind of authority as writers” (Foster, p. 17). This involves framing problems 

in the theoretical terms in the particular discipline. Writing in university classes demands 

students to construct writing out of theory-based and authoritative accounts without 

plagiarizing. They are required to balance their personal experiences with textbook 

authority and also find their own voice when confronted with competing theories in a 

discipline. Students’ “only resort often seems to be a hollow imitation of the voices of 

academic texts” (Foster and Russell, 2002, p. 19).  

 Scott’s study of British students entering university finds that students “must 

develop a more distanced and theory-laden subjectivity in order to succeed” (Foster and 

Russell, 2002, p 19). Expectations are such that students are required to address, analyze, 
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and discuss competing theories and yet the expectations are often not clearly defined and 

students are often not prepared to engage in that level of theoretical discussion. 

 Scott’s study outlines the struggles of students who write about what they have 

read without connecting their thoughts to a wider theory that the literature could 

represent. He suggests that in classrooms where teachers encourage reflection about 

ambiguity and paradox, students are then able to incorporate those kinds of ideas into 

their own writing. This illustrates that university students struggle to write in a voice that 

demonstrates past experience, but is not the voice the teacher expects or wants to hear. 

Moving students to the next zone of proximal development requires skill and appreciation 

on the part of the instructors (Foster and Russell, 2002). 

 Expectations for university students differ in different parts of the world. In 

China, it includes a shift from the Confucian traditions of reciting canons to more diverse 

reading and writing no longer reliant on rote learning. The shift includes “developing 

one’s own ideas, more leeway for one’s own inclination, more books to consult, and few 

restrictions on what to write” (Li, 2002, p. 76). Li based her discussion on a survey 

distributed to students in three universities, two in Nanjing and one in Shanghai. The 

survey posited the following three questions: 

1. What kinds of writing have you done in university? How are they different from 

what you did in high school? 

2. Do you think high school Chinese education prepared you well for university 

writing? Why? 

3. Is there anything about the teaching of high school writing that you want to see 

changed? 
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 Of the 241 respondents, 86% of the students said that the writing they do in 

university is quite different from high school writing. An important note is that there 

is no academic writing taught as a separate genre in Chinese universities and writing 

across the disciplines varies greatly from one faculty to the next. Many of the students 

noted that university writing is more complex, covers more content, and papers are 

longer. University writing requires consulting outside sources besides what students 

concoct in their head and there is a stress on logic and theory in university writing 

versus feelings and opinions in high school writing (Li, 2002). 

  

3.2 Culture  
 In countries where most people speak at least two languages, if not more, “code 

switching, using more than one language simultaneously, is a way of life” (Muchiri, 

2002, p. 258). This can cause challenges for students at a university where the dominant 

language is English, especially when students directly translate their native tongue into 

English in their written work. “Code switching,” Muchiri concludes “may affect writing 

at both the lexical and grammatical levels” which can make it difficult for teachers and 

students to understand each other (p. 259). This can be especially challenging to an 

education system where there is a large influx of students whose native language is 

different than the dominant language. “The need to negotiate multilingual environments 

creates difficulties for students and teachers at all levels when well intentioned efforts to 

standardize writing and speaking punish those not sufficiently fluent in target languages” 

(Foster and Russell, 2002, p. 31). Resistance emerges where a once dominant language 
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held by a majority is hesitant to allow access to nonstandard language users, since it 

represents a powerful symbol of political and cultural identity. 

 Identity 

 Issues of identity often surface in the exposure to racism, prejudice, and 

stereotypes, all common in a student's first university experience. Writing classes can 

contribute to the first steps of breaking down barriers of discrimination once students 

become aware of the negative effects of certain words. Emphasis on cultural awareness 

allows for a pursuit of knowledge where individuals are respected and responsible, where 

diversity is not only tolerated, but celebrated (Baker, 1997).  

 To celebrate that diversity, academic writing classes often start with the personal 

experience essay with the intent to encourage students to reflect on their past experience 

to gain a new perspective of themselves and their world. Instructors may be unaware of 

cultural differences and ease that students have in writing about personal issues. Pivotal 

in this discovery is what Mezirow, the father of transformative learning theory, would 

call disorientation or dissonance. For international students dissonance occurs in the task 

of writing a personal experience essay, since many are more accustomed to the “we” 

conscious culture, versus the “I” centered culture. They find ways to circumvent that 

dissonance by writing fiction or adopting a collective perspective (Karbach, 1998). 

 On the other hand, labels like “students of diverse backgrounds” or “multicultural 

student populations” can categorize students of certain races and then dictate 

assumptions about how these students ought to be taught. Panek (2004) describes each 

student’s culture according to De and Gregory’s notion of “a heteroglossic pastiche, a 

complex interplay of class; gender; geographic region; nationality; urban, suburban, or 
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rural affiliation; and major socializing forces like popular culture, politics, and 

religion”(Panek, p. 123). The point that Panek makes is not that each ethnic group should 

be taught differently, but that instruction should always accommodate for a variety of 

cultures. He maintains that collaborative classrooms are particularly well suited for 

diverse student populations, basing this assumption on Kenneth Bruffee and his 

colleagues’ work as they discuss the work of Paulo Freire and John Dewey. Students 

could best acculturate themselves to the university community by working together, just 

as Bruffee and his colleagues reacculturated themselves to a new paradigm in teaching. 

“Students are empowered, he says, as they develop the ability and confidence to exercise 

the craft of interdependence” (Panek, 2004, p. 68). 

 Teachers of diverse student populations may always struggle with the 

“difference” Bruffee tried to accommodate. Panek searched for a pedagogy that promoted 

a venue for rhetoric of dissensus more easily than in lecture “discussion” courses. He 

looked for a what he admitted was a utopian goal of eliminating hierarchy among a 

diverse group of voices, of valuing them all equally. “Reaching these goals with diverse 

student populations depends, according to Au (3, 12), De and Gregory (120), Fishman 

and McCarthy (126), Bartholomae (qtd. in Fishman and McCarthy 137), and others, on 

our recognizing their home cultures either as starting points into the new academic 

culture or, as Powell puts it, as opportunities for us to “create campus environments that 

reflect the cultural heterogeneity within and create a learning community where all 

students are treated with respect and helped to succeed” (Panek, 2004, p.109).  

 Panek struggles with the interpretation of the notion of valuing student language 

and culture since his pedagogy can be used by both approaches: Bruffee’s assimilative 
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approach and those who encourage students to “resist being colonized by the university” 

(Panek, 2004, p. 4). Panek claims that the assimilative approach misses many 

opportunities and his suggestions is to find a way that will help students develop 

intercultural literacy or an ability to move about comfortably in the different discourse 

communities that they belong to (Panek, 2004). 

 Panek talks about noisy student groups that own their discourse community. The 

groups work by drawing attention from the words on the page to the writer’s message 

instead. The text serves as a jumpstart for student writing and making writing a social 

venue, which makes writing enjoyable. Students talk about each other’s writing and the 

conversations contribute to improving everyone’s writing. Instead of sitting passively in 

class, listening to a discussion, or awkwardly answering questions, students actually work 

and fill class time doing something productive. These groups especially benefit 

multicultural student groups since they allow for diversity and “cultural heterogeneity” 

that Powell discusses as a means of empowerment (Panek, 2004). 

3.3 Ideology 
 Selection 

 In the American system, students are not selected based on their writing or 

speaking ability in the discourse of a certain discipline when they enter higher education. 

Students come from secondary schools that categorize into tracks or ability groups, 

though all students take roughly the same subjects and contents. Preparation for higher 

education is accomplished without formal examinations, but is based more on subject 

choice. European systems, which serve as a model for Asian and African systems, 

emphasize early specialization and selection and writing in a discipline is crucial. 
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Examinations are written or oral with very little multiple choice testing like the format of 

the SAT, GRE or ACT. “The stakes for specialized writing development are very high in 

these systems” (Foster and Russell, 2002, p. 12). 

 While American students lack an intensive specialized writing in the discipline 

discourse, European students gain in the academic track in secondary schools. However, 

once they get to university, they rarely have access to writing courses, which teach 

writing in a wider genre and students still struggle with writing competencies. 

 The Canadian Writing Instruction Scene 

 “Part of the legacy of the past that affects writing instruction in Canada is the split 

between views of universities as defenders of the culture and views of universities as 

servants of utilitarian goals” (Graves, 1994, p.2). Harris (1976), Hubert (1988) and 

Johnson (1987, 1988, 1991) suggest that the nineteenth century Canadian university saw 

their mission as defending the culture, be it French or English. Rhetoric was instrumental 

in training in the history and beliefs of western society with the accompanying moral 

philosophy. Some university writing courses across Canada have attempted an integration 

of the study of writing in conjunction with language creating knowledge of the content 

areas. Rhetoric has provided that link between the content area of specialized disciplines 

and the critical, analytical and writing aspect of knowledge (Graves, 1994). Work in the 

rhetoric of inquiry highlights the importance of rhetoric in the disciplines (Bazerman, 

1988; Graves, 1992; Myers, 1990; Simons, 1989, 1990). Rhetoric serves as a way to 

communicate ideas and also generate new knowledge. 
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 The 1990’s saw society demanding an integrated relationship between the 

economy and the university where the expectation was that university would prepare 

students for both their educational pursuits as well as professional goals upon completion. 

Canadian universities in the 1970’s and 1980’s devised tests to measure student 

deficiencies and then garner political support for furthering their cause. In response to 

this initiative, the Ministry of Education in Ontario revised their curriculum and required 

more writing for Grade 12 students. Much of the time then was spent writing literary 

essays in English, which did improve writing skills, but a small percentage of students 

pursued English in university. Instead, the majority of the students went on to study other 

disciplines and yet High school writing curriculum targeted the writing of literary essays. 

Not to say that writing literary essays is not a transferrable skill to other disciplines. 

 In the face of  the new economic and political reality, the close economic ties with 

the United States, Mexico, and the rest of the world have changed the mission of writing 

instruction in Canada. Writing courses within specialized disciplines are being developed 

and implemented instead of the majority of writing instruction being relegated to literary 

studies. Besides the economy driving change in university writing instruction, a change in 

goals of the institution and the demographics of the student population also affected how 

writing was taught (Graves, 1994).  

 Some of the predominant differences between the Canadian and the American 

system in writing instruction are that first, unlike the American universities which have 

administration dedicated to writing programs,  Canadian English departments do not offer 

specific composition courses nor have an administrator in charge of writing programs. 

Academic writing in Canadian universities is housed in the various disciplines outside of 
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the English department, whereas in American universities composition is an integral part 

of the English department. The lack of the required freshman composition program in 

Canadian universities is the most obvious difference between its American counterparts. 

Graves’ research confirmed that first-year writing courses were an exception in Canadian 

universities (Graves, 1994, p. 67). One of those exceptions is at the University of 

Winnipeg, where students across the curriculum are required to take an academic writing 

course. The Rhetoric Writing and Communications department offers not only 

introductory writing courses to all students, but also offers an undergraduate degree in 

Rhetoric. Courses in the Rhetoric department define writing as part of the “knowledge-

making process of the disciplines themselves” (Graves, p. 69). 

 According to Graves, there has been a steady increase in writing programs since 

the 1970’s and 1980’s which indicates that universities and administrators realize the 

importance of writing instruction at the post secondary level. Stuart Smith (1991) and 

Derek Bok, (1990) then president of Harvard University said that writing was and still is 

“one of the important communication skills for economic development in the information 

economy” (Graves, p. 76). Although immigrants have been part of Canada’s mosaic since 

the beginning of the constitution, education of the past sought to standardize 

homogeneity. As national trade barriers dissolved, the economy was subject to structural 

changes, which in turn changed the labour force. Reich (1991) author of The Work of 

Nations: Preparing Ourselves for the 21st Century Capitalism argues that “most formal 

schooling today is still organized to produce people fit to work in the economy of the 

1950’s” (Graves, p.77). Schools operate much like an assembly line with curriculum 

taught in predictable patterns and units all in their specified time. Reich argues that this 
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acquisition of facts is not the central tenet to the education of contemporary employees, 

but that it is more important that education teach students how to manipulate information, 

learn to articulate and identify problems and find solutions.  

 To be able to reach those goals, which sound rather nebulous, Reither, Vipond, 

and Hunt (1989) suggest that writing curriculums need to be creative and flexible. Rather 

than covering a designated body of knowledge, students are encouraged to identify 

issues, find solutions, do experiments, conduct research, and make beneficial 

contributions to the field of knowledge making. This kind of instruction involves risk 

taking and chances of failure, which many nontenured instructors are hesitant to try and 

there is little opportunity for acquiring background knowledge to experiment with new 

ideas. 

 Writing and funding 

 One of the similarities between writing instruction in American and Canadian 

universities is that two thirds of the writing instructors have non-permanent positions. 

Like in American universities teaching writing “holds no academic prestige within the 

English department and very little outside the English department” (Graves, 1994, p. 51). 

For this reason, funding is limited to support writing programs and the impression is that 

if students do not know how to write when they get to university, they should go back to 

high school or to a community college. 

 The viewpoint that some university administrators have that writing can and 

should be mastered before students arrive at university stems from an underlying 

definition of writing as spelling, grammar, and handwriting. Therefore, writing is often 

seen as remediation of deficiency (Graves, p. 83). Reither (1989a) defines traditional 
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writing classrooms as “hierarchically – organized writing- product classrooms” (Graves, 

p. 83) where the teacher acts as authority and passes on the knowledge to students. He 

suggests that classrooms should be horizontally organized where students write to real 

audiences about topics that matter to them. 

  

3.4 Pedagogy 
 The consequences of examinations on pedagogy and writing development are that 

tests push students to study certain things and for teachers to teach certain things. If that 

is the case, it is important to make the test worth teaching to. Since it is difficult to not 

teach to the test, it is important that teacher expectations are represented in the test. 

 In the Chinese system, students are required to display knowledge rather than 

question it. The goal is to win approval of the reader rather than provoke. Although the 

North American system disguises that fact, it also supports that system where students 

write to win the approval of the teacher. Teachers may claim otherwise, but as subtle as 

that strategy is, it still exists.  

 Teaching Methods  

 Teaching methods vary greatly across nations. In North America the traditional 

methods of instruction in secondary and higher education are lecture format with the 

intent to elicit responses the teacher expects. This is called whole class discussion, 

although open dialogue is limited. In most South African and Kenyan secondary schools 

writing is predominantly a “single-truth” accounts of textbook knowledge. England, 

Germany, and France have a long tradition of valuing students’ opinions, though the 

interpretation of opinion can differ dramatically among educational cultures of each 
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country. It sounds like pedagogy in England promotes social constructivism as talk is 

central to English courses where students are not only encouraged but expected to share 

their interpretation of texts. Students in Germany are also encouraged to formulate oral 

opinions in the writing and the classroom. Articulating their own ideas is an important 

goal (Foster and Russell, 2002, p. 207). China’s system promotes memorization from 

literature and poetry and line-by-line explication (Foster and Russell, 2002, p. 35). 

 This shows that writing and writing instruction is not as uniform a construct as 

many national assessments and researchers would have it. It is difficult to say that 

someone is a better writer than someone else. What can be said is that at this particular 

time, the students wrote a good composition on this topic (Purves et al. 2000). 

 Teachers’ attitudes may be a factor that support the old paradigm that the 

language abilities of students of diverse backgrounds contribute to school failure. 

Negative attitudes towards students’ first language may cause students to feel inferior and 

disempowered from participating in school literacy activities (Fairchild and Edwards-

Evans, 1990). “Rejecting students’ home language can be tantamount to rejecting 

students themselves” (Au, 1993, p. 132). Students react to the hostile attitude by losing 

interest, their learning is encumbered, and they eventually drop out. 

 It is important for teachers to communicate for the purpose of exchanging ideas, 

not for the purpose of correcting pronunciation and grammar mistakes. Modeling 

meaningful oral and written communication builds students’ language and literacy 

abilities (Au, 1993). Delpit (1988) says that teachers need to be aware of encouraging 

students to value their home language and to understand the power dynamics between 

language use and power realities. By recognizing the power implicit in language use, 
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students will understand the value of learning formal academic English, but not feel 

disrespected for owning and maintaining their home language.  

 The increase in access to higher education has instigated the international interest 

in writing development and many countries have started to address the problems that this 

brings. Writing support systems are being implemented to serve international students 

from non-traditional backgrounds. The Writing Development in Higher Education, 

(WDHE) a professional organization that represents 80 institutions and that has their own 

publication, offers courses and programs for writing development (Russell, 2002, p. 38). 

One third of educational institutions in Germany have courses and programs to support 

student-writing development. South Africa has started writing across the curriculum 

programs with support systems in place. For two decades Kenya has addressed the 

problem of writing development through national curriculum. In other locations other 

than in the United States writing is structured into the environments of teaching and 

learning instead of being taught in separate courses. 

  

3.5 Professional access 
 With the increase in multicultural and multilingual nations, the teaching of writing 

has added challenges. “Code switching” is a way of life but makes it difficult for students 

and teachers to understand each other. (Muchiri, 2002, p. 31). Other than professors that 

specialize in teaching composition, most teachers do not see it as part of their instruction 

to instruct their students how to write. Although writing is an integral part of student 

learning, its teaching and administration is politically charged and divisive (Russell and 

Foster, 2002, p. 34). Employers place blame on universities who usually place blame on 
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the high schools who in term place blame on the elementary schools who in term place 

blame on the home environment for the inefficiencies of student writing. Parents blame 

all of the above.  

 Research dismisses the notion that students that come from backgrounds different 

than mainstream middleclass have inferior literacy achievement. Studies suggest that 

students of diverse backgrounds are exposed to equal verbal stimulation at home and in 

the community (Delgado-Gaitan, 1990; Pease-Alvarez, 1991). The problem seems to be 

not the language ability of these students, but the fact that schools do not usually 

recognize any other language capability other than the dominant English (Fasold, 1972; 

Bickerton, 1981). Linguistic research suggests that varieties of English such as Creole 

English or Black English can be used for logical thought and critical thinking skills just 

like standard English. Standard English in fact is itself a variety of English, neither 

superior nor inferior to other dialects (Au, 1993, p. 128). Social and historical processes 

have given preference and status to standard English (Labov, 1972), therefore this 

English is associated with power since it is spoken by those in the dominant mainstream 

group. Other forms of English are just as effective for reasoning and constructing 

complex thoughts, but because it is often spoken by groups that are considered 

subordinate or of diverse backgrounds, it does not carry the power of mainstream English 

(Au, 1993). 

3.6 Economics 
 The time of choosing a disciplinary specialty immediately affects the financial 

implications of higher education. One of those implications is specialization. 

 Specialization 
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 In the American higher education system, specialization is late compared to 

European countries and other African and Asian countries that use the European model 

where students choose their discipline in secondary school already. American students 

often enter university without knowing what major they will specialize in and can even 

graduate with a general major that is not a specialty in anything at all. Dedicating more 

time to liberal arts education allows for the space and time to offer a wider variety of 

genres than those specifically dedicated to one specialty. Early specialization in one field 

leads to a more dedicated focus in one discourse and less time for general education 

courses. Students learn writing in their specialty courses but are not exposed to specific 

writing instruction. The effects of later specialization costs society more as students 

spend more time in higher education than in other nations. The United States spends far 

more per capita on higher education than any other nation, partly due to what has been 

called the “composition industry” (Foster and Russell, 2002, p. 8). Late specialty 

provides a broader education and more time for choices, but at a greater cost to society. 

 Economics also play a part in the hiring of professionals to teach composition. At 

many American colleges and universities, composition is taught by graduate students and 

part time faculty. Although universities claim that writing is essential in a student’s 

preparation for their future, the status of the faculty that teach writing does not reflect that 

centrality and emphasis (Slevin, 1991).  

3.7 Governance  
 How does language policy and traditions affect writing development? 

Increased globalization dramatically affects a country’s economic and business 

structures, nongovernmental organizations, professional associations, universities, and 
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academic research where English is the dominant language (Foster and Russell, 2002, p. 

43). This affects the future of writing development because it increases the number of 

people from different cultures and languages using the English language in their 

profession. Therefore it is important that, like currency, a common language shares the 

same indicators and markers. Often it is exactly the difference in value of the various 

currencies of language, like accents and fluency that opens and closes opportunities for 

students, especially those from previously excluded groups, to participate in the new 

manner of global communication. 

 The teaching of English and writing represents a variety of governance styles and 

emphasis. Teaching English in South East Asia encompasses a wide range of teaching 

and learning expectations from basic English language skills to more complicated 

concepts such as interpretive thinking, precise expression, invention and organization of 

ideas, drawing deductions, making connections to new ideas, and articulating them in 

eloquent and convincing ways. In many places it is taught under the ESL umbrella in 

institutions and universities because students need to learn the basics, but many 

universities house English departments that teach similar curriculums to the ones taught 

anywhere in North America.  

 Pennington et al compared the practices of native and non-native teachers of 

English-as-a-second-language writing in Australia, Hong Kong, Japan, New Zealand, and 

Singapore based on a questionnaire and follow-up interviews. Their study revealed a gap 

between teachers' ideal and actual practice, attributed to a general lack of training in 

process writing. Many of the teachers combined product and process teaching 

philosophies, with non-native English speaking teachers taking a more traditional 
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approach in Asian countries. “Those teaching in Australia were the most process-oriented 

in theory and practice; those teaching in Japan were the most product-oriented in theory 

and practice, while those teaching in the other countries of the survey showed a greater 

difference between theory and practice and more variation across individual teachers” 

(Pennington et. al, 1991). The researchers interpreted the results to mean that the 

community of explanation (theory or ideal for practice) and the community of practice 

(actual practices) among teachers of English composition are not always well-aligned 

(Pennington et al, 1997). The teachers are developing a compromise teaching approach 

that blends a process and product synthesis. 

 At the University in Lahore, the department of English Language and Literature 

promotes an understanding of both the significance and the history of British and 

American literatures and fosters an appreciation of a variety of texts. It offers rigorous 

training in interpretive thinking, precise expression, organization of inventive ideas, 

ability to draw deductions, make connections to new ideas, and articulate them in 

eloquent and convincing ways. A course like that shares a common rhetoric with any 

English department across North America. More research would need to be conducted to 

see whether the understanding and interpretation of the rhetoric also shares common 

ground and whether the goals are indeed implemented.  

 Similarly, at the American University of Dubai, an English graduation programme 

also features the study of imaginative language and rhetoric It focuses on improving 

students’ skills in critical thinking, critical reading and analytical expression based on the 

reading of literary texts. The courses focuses on argument/ persuasion as a rhetorical style 

and the development of research skills using electronic databases and other resources.   
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 Griffith (2009) says that although rumor has it that the knowledge of English 

gives access to employment anywhere in the world, that is not the case. It can be 

profitable though in many Asian countries such as Korea, Taiwan, China, Japan, Taiwan, 

and Thailand where a high proportion of the population is eager to learn English. 

Teachers require only a university degree and enthusiasm to land a job teaching English 

in these countries. Teaching jobs in South Asia, on the other hand, are scarce because of 

poverty and offer a limited market for English teachers. 

  

4. Discussion 
 Taking into account the aforementioned issues that influence academic writing, it 

is important to define and shape the academic discussion on diversity in educational 

institutions. This is not to say that traditional curriculum should be tossed, but the way 

things have always been done should be analyzed, evaluated, and then balanced with 

curriculum that emphasizes inclusion and diversity. Practical teaching strategies that 

celebrate student differences can serve to empower the voice of diverse students in the 

university writing classroom. When the status quo is willing to examine and assess 

processes and strategies, considering input from student clientele, then academic 

leadership can move forward with new competencies and outcomes. 

 Although collaboration is recommended, it is exactly that working together that 

can be a very complicated social construction, which may work in some circumstances 

and not at all in other circumstances. It depends how the instructor introduces and 

handles the many issues that accompany community. A classroom community sounds 

2010 HICE Proceedings - Page 2726



warm and cozy, but it is very important to take the pulse of the community on a regular 

basis to check to see whether it is still beating properly for everyone involved. 

 With the increased globalization in economies and consequentially education, two 

forces materialize to form one stream that forges ahead. On the one hand, there are the 

different cultures and languages, and on the other hand, the common platform that they 

are now expected and want to share. This convergence of diversity has presented a 

challenge not only to the economies, but the educational system to invent a new linguistic 

currency, which everyone can utilize for communication. Technology and the world wide 

web has offered the world the tools for global communication and now it is up to 

education to supply the instructions and language for a common understanding. This new 

framework presents a new challenge because the goal is not homogeneity, but rather a 

celebration of diversity. Those two tenets seem to be in direct opposition to each other 

since to be able to communicate divergent ideas, both parties need to share a common 

language and culture of respect to be able to understand each other.    

 Education and epistemology is all about the what and how of expanding horizons 

and therefore a new kind of ingenuity is required in the education field. This calls for an 

attitude willing to learn from people that do things differently, an openness to shake the 

status quo, and explore alternatives and new ways of doing education and writing. North 

American universities may appear to be multicultural, but the question is does academia 

promote diversity over homogeneity?   

 The business world moves with the ebb and flow of the economy, at times 

implementing drastic and sudden changes to accommodate for economic downturns or 

windfalls. Education is much slower to move and change since the momentum of the 
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needs of one generation seem to carry over to the next, often without questioning or 

challenging the expediency of how things were always done.  

 Presently, interest in composition studies is growing steadily in Canada, United 

States, and countries outside of North America. International perspectives on teaching 

writing provide for greater understanding and awareness of issues that influence 

traditions and practices. This awareness is important since students and professors from 

around the world share classrooms in any given faculty and country.  

 It is important for educators to foster an environment that incorporates an 

awareness of differences of learner style, preference, and history into everything they do 

in a writing classroom. This is not to say that the instructor must develop a multitude of 

different ways of writing, but to be conscious and aware of a variety of responses and 

how an instruction or act can lead to completely different reactions and interpretations. 

Learner awareness can be fostered informally or systematically. Simple questions and 

discussions, individual conferencing, values based simulations can help students become 

aware of their preferences (Cranton, 2006, p. 131).  

“We must not fall into the trap of seeing discourse as an elitist endeavor that only the 

most articulate and educated of participants can enjoy. This is not the path to 

empowerment, at least not for those who are less articulate and have less formal 

education” (Cranton, 2006, p. 133). When an educator has created an environment 

conducive to learner empowerment, then the stage is set for the potential for 

transformative learning. As Mezirow stated, the more reflective and open people are 

to other perspectives, there exists a richer imagination for understanding alternative 

contexts and the possibility exists for transformative learning to happen.  
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5. Conclusion 
 Hieroglyphics of the past have enabled a peek into history to decode messages 

and compositions our ancestors left on rocks or on canyon walls. In those days the scribes 

of hieroglyphics had no idea that people would be stopping on their vacation in 2009 to 

look at their messages that they wrote to a specific audience in a specific period. That 

age-old impulse to communicate still exists today, just in different forms and mediums. 

“Historically, we humans have experienced an impulse to write; we have found the 

materials to write; we have endured the labor of composition; we have understood that 

writing offers new possibility and a unique agency” (Yancey, 2008) and that impulse to 

communicate in a written form, whether hieroglyphics or texting is common across all 

culture lines. Important in the development of new structures and paradigms is to build 

on that common need and impulse that all cultures have. The form and medium may 

vary, but we all have that need to leave a lasting mark that eludes the spoken word.  

 Research on the topic of writing instruction in culturally diverse environments 

calls to action for a new and innovative pedagogy in this age of composition. It 

encourages teachers to celebrate diversity and build on its strength. It encourages students 

to be empowered to compose without fear, to be competent writers of our world and 

writers of the future.  
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Abstract:  This report will concentrate on two graduate systems engineering 
programs that are delivered by multiple configurations of blended approaches to 
distributed education.  The authors have served as program managers for these 
programs and have gathered lessons learned over a ten-year period of time.  The 
reason this is a unique account is that, within the Department of Defense, many 
regulations and safeguards are employed for security reasons, presenting 
challenges to what would otherwise be a model delivery system.  To meet these 
challenges, program managers developed blended strategies that included 
different configurations of web conferencing, online instruction, embedded 
faculty, and onsite faculty visits in addition to an already established video tele-
education approach.  Overall, this has been an innovative and successful approach 
for us.  Our programs are highly sought after within the Defense Department, and 
it has been a challenge to meet the demand. 
 
 

Introduction 
 
 As stated by Vaughan (2007), blended learning courses are generally associated with improved 
student learning outcomes and cost savings.  However, many challenges can be associated with 
implementation.  According to Garrison and Kanuka (2004), institutions must create the necessary policy, 
planning, resources, scheduling, and support systems to ensure that blended learning efforts are successful.  
While policy, planning, and strategy are critical issues to address in establishing distance education 
program, as the authors point out, there are also critical non-instructional issues to consider such as 
promotional and marketing strategies, creating relationships for shared resources, managing technology, 
and creating an effectiveness assessment process.  In this report, the authors will attempt to address their 
experiences with these issues as well as discuss the challenges within. 
 

Efforts to build a learning community with full-time working students can present many 
challenges.  The students featured in this report are all full-time Department of Defense (DoD) employees 
and active military officers at Navy laboratories around the world.  This report will concentrate on two 
graduate systems engineering programs that are delivered by multiple configurations of blended approaches 
to distributed education.  The authors have served as program managers for these programs and have 
gathered lessons learned over a ten-year period of time.  The reason this is a unique account is that, within 
the DoD, many regulations and safeguards are employed for security reasons, presenting challenges to what 
would otherwise be a model delivery system.  The challenges encountered are in the following key areas:  
program administration, faculty, technical support, and students.  These areas are often cited as integral to 
running an effective online graduate program in general, and more specifically, synchronous 
communication classes. 
 
The demand for systems engineering expertise within DoD organizations has grown to the extent that in-
house solutions were imperative.  Within the United States Navy, assignment to private universities was 
insufficient to meet the demand for qualified systems engineering education.  As a result, the Naval 
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Postgraduate School (NPS), Monterey, California established two distance education Master’s degree 
programs to compliment their resident programs.  The two programs represent an executive oriented 
program, affiliated with Massachusetts Institute of Technology (M.I.T.), and a basic program established 
primarily for civilian engineers at Navy laboratories. 
Given the geographic dispersion of the student population, both military and DoD civilians, we considered 
program management strategies and technological solutions for the range of learners from those in intact 
groups at Navy labs to isolated individuals around the world, including those in combat theaters.  To meet 
these challenges, program managers developed blended strategies to an already established video tele-
education approach.  Overall, this has been an innovative and successful approach for us.  Our programs 
are highly sought within the Defense Department and it has been a challenge to meet the demand.   
 
History and Demographics 
 

The Naval Postgraduate School (NPS) has been involved in distance education and learning since 
the mid 1950’s. In the mid-90s, distance education programs exploded across the campus due largely to an 
expanding customer base fueled by the information technology revolution. From a strategic planning 
perspective, a big question for NPS was whether the traditional model for developing, managing and 
evaluating resident programs needed to change for distance education programs. Distance learning 
instructional modalities vary and the needs of distance education faculty and students may vary as well.   
As of Spring Quarter, 2009, NPS had a total student enrollment of 2,420 students.  Of those students, 1,028 
were non resident.  Of the nonresident students, about 77 percent (792) are pursuing a degree.  Considering 
student enrollment in all distance education programs at NPS, about 58 percent are civilians while 42 
percent are military.  In particular, in the last ten years, NPS has experienced asymptotic growth in its 
distance education programs. 

 
Programs Reviewed 
 

The two NPS programs being reviewed for this report are: 
1.  Systems Engineering Management – Product Development Leadership Education for the 21st 
Century (SEM-PD21) 
2.  Systems Engineering Non-Resident Master’s Degree Program (curriculum 311) 

 
The PD-21 program is designed for senior engineering and technical professionals.  By integrating 

engineering and management elements, the program strives to develop a new kind of leader with a holistic 
perspective and knowledge of the total life-cycle acquisition system.  In this program, students acquire the 
fundamental skills and strategic perspective required of effective change agents as well as an enhanced 
ability to recognize barriers to success early in a system’s development cycle when corrective actions are 
least costly.  Students in the PD-21 program are exposed to the latest state of the art concepts, tools and 
best practices, both private and public, in systems engineering and management. They are taught by 
experienced faculty who have worked in the defense industry and completed defense relevant research and 
/or consulting.  One of the key value propositions of the program is collaboration, not only jointly within 
defense and across the services, but also with defense industry partners.  In this scenario, students 
participate and collaborate in non-threatening educational environments, studying and analyzing how to 
improve the way defense does business.  This is a two-year program that begins with a two-week face-to-
face presence on the main campus followed by coursework via web conferencing (ELLUMINATE).  New 
cohorts (groups) of students begin every September, with two cohorts in session at any one time.  Both 
cohorts come together for industry visits during the spring/summer timeframe. 

The Systems Engineering Non-Resident Master’s Degree Program (curriculum 311) is designed 
for Department of Defense (DoD) organizations involved in a wide range of systems engineering and 
integration challenges.  These organizations partner with NPS to educate and train engineers with tools and 
technologies relevant to their work, resulting in employees with greater knowledge and expertise to enable 
them to better meet the needs of their customers.  Typically, DoD organizations provide the students, and 
the Naval Postgraduate School provides the instruction and hands-on experience.  Courses are delivered at 
the students’ local site using a combination of on-site instruction, video teleconferencing, web-
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conferencing and/or web enhanced online courses.  Many of the faculty who teach in the PD-21 Program 
also teach in this program. 

 
Distance Education Strategies 
 
 The authors have served as program managers for the two programs described above.  Over a ten-
year period, we have acquired many lessons learned and also enlarged our repertoire of strategies to deliver 
our programs.  In considering a delivery strategy, the following are assets and methods are considered, 
tempered by needs of the customer. 
 1.  Video tele-education (VTE) / VTE-IP 
 2.  Online asynchronous instruction 
 3.  Web-conferencing 
 4.  Outreach Coordinators, Embedded and Remote faculty 
 5.  Faculty visits 
 6.  Streaming video and recorded sessions 
  

Our initial introduction to distance education began with online and VTE as the primary 
modalities to deliver our programs.  VTE quickly became the chosen method for large, intact groups, while 
online instruction was used for stand alone courses, electives, and certificate programs.  Although, initially, 
we had issues with video quality and degradation of PowerPoint presentations, students reported that this 
method made them feel “in school” more than online instruction.  Overall, VTE was costly and many 
customers did not have dedicated VTE studios that could be used.  In some cases, arrangements had to be 
coordinated to ensure that a cohort of students would have access to a studio or classroom during their two-
year program.  For some customers, program funds have been used to purchase VTE systems, or to update 
an existing system for compatibility.   
 When NPS instituted a course in online instruction for faculty, the authors attended the first class, 
and were among the first on campus to be certified in online instruction.  Eventually, completion of this 
course was required of faculty who were scheduled to teach an online course.  This course was designed, 
developed, and delivered by the Office of Continuous Learning at NPS (now known as the Center for 
Education Design, Development and Distribution, CED3).  Online instruction added greatly to hiring 
faculty who were not teaching on campus.  With many faculty resources scattered around the country, 
faculty could be geographically separated from the campus and teach courses for students in both of the 
programs under review.  With the advent of a course support system, Blackboard, both video and online 
instruction became more robust and enriching for the student.  Many faculty and students welcomed the 
new found freedom and independence that enhanced the online instruction offered.  Faculty who took this 
course also recognized the transfer of knowledge and skills to the VTE arena as well. 
 As our PD-21 cohorts grew in number, the authors recognized the need for a delivery method that 
could address the great geographic dispersion of the students.  Dispersion in this case presented a problem 
because of the limited number of customer sites that could be accommodated by the NPS VTE Center.  
Thus, when Breeze, a web-conferencing method, was under study, the authors chose it as a modality to 
prototype and possibly solve our dispersion problem.  While our initial experience with web conferencing 
was successful, eventually ELLUMINATE was chosen to resolve bandwith and interactivity issues.  
Today, we successfully deliver our PD-21 program (and many cohorts of the 311 program) using this 
method, and have successfully graduated many cohorts.  Our students have often commented on two 
aspects of web conferencing that they like.  One is degree of interaction.  The other is ease of 
communication.  With the chat feature in web conferencing, students can communicate with their instructor 
and with other students in the class.  Communication is provided through a simple interface enhanced by a 
panel of emoticons.  Many students find this much more appealing in comparison to voice-activated VTE.  
A downside of using web conferencing is sometimes experienced at sites where the Navy-Marine Corps 
Intranet (NMCI) is activated.  At sites employing NMCI, cameras used as a part of web conferencing are 
not allowed.  However, this is not a major problem with ELLUMINATE, since video is not relied upon as 
much, and communication is enhanced with other features. 
 Since the U.S. Navy has concentrations of its fleet on the East and West Coasts, NPS established 
outreach coordinators for both the Norfolk and San Diego areas.  These coordinators marshal the available 
resources to apply against the DL teaching missions.  Resources in this case would include identifying 
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dedicated sites for students to attend classes by VTE or embedded faculty.  Embedded faculty are local 
faculty resources that NPS has identified and contracted with to teach courses in its distance learning 
programs, including the two considered in this report.  Remote faculty are also employed in this effort.  
Remote faculty differ from embedded faculty in that they are typically not on campus, nor near a 
concentration of students.  Typically, remote faculty can teach by VTE, online, or web-conferencing.  In 
some cases, program funds have been used to purchase VTE systems for remote use, and also the relatively 
smaller capital investment for web-conferencing (laptop, camera, and microphone).  The VTE system 
employed by remote faculty is VTE-IP, video over the internet.   
 We typically encourage our faculty to visit student on location and deliver courses from those sites 
when possible.  Characteristically, we budget for faculty visits to sites where students are concentrated.  
This is most likely to occur in our 311 program where organizations (sponsors) purchase a large segment of 
a cohort.  Of course, if the delivery system for that cohort is via VTC, the site visited has to be able to 
accommodate faculty delivery from that site to other sites that may make up the cohort.  In the case of web-
conferencing, the problem goes away. 
 Independent of the method of delivery, class sessions are all recorded.  In the case of VTE, 
streaming video is provided to the students via a website link.  In the case of web conferencing, built into 
the ELLUMINATE program is a recording option that the faculty activates before beginning class.  With 
this feature the student can return to any class taken and review issues covered in class.  Both of these 
methods have been invaluable for the student who has to miss class because of work conflicts or illness.  
Students also indicate that the recordings provide excellent reviews prior to exams or major projects. 
 
Blended Strategy 
 
 According to Bunderson (2003), blended learning approaches have been around for some time.  
And there are many means in which one can blend a distance education delivery system.  In some cases, we 
blend out of necessity to reach a wider audience of students and also make greatest use of our available 
faculty assets.  To meet our educational mission, NPS has to consider the methods available as described in 
the previous section, and also the available faculty, and the locations of both students and faculty.  In 
addition, there are other factors to consider as discussed in the literature.  For instance, Graham (2006) 
identifies four level at which blended learning can occur:  activity, course, program, and institutional.  
Activity blends may occur more impromptu when an instructor decides to vary the type of experiences that 
occur in the classroom.  This is a common practice by most of our instructors.  Course blends are often part 
of a strategy of bringing in remote students (via web conferencing or VTE) into a live classroom, as is the 
case when faculty teach from a remote classroom to other students in a cohort.  In a program blend, a 
particular program is often conducted by a mixture of face to face instruction and either web-conferencing 
or VTE.  The latter is how our PD-21 program has been conducted since its inception.  Graham (2006) 
further cites that this method of blending is historically significant when tracing the origins of blended 
programs. 
 The manner in which we conduct our PD-21 program is emblematic of the schema described by 
Rossett and Frazee (2006).  The authors describe anchor, bookends, and field blends.  For example, using 
an anchor blend, our students begin their program with a two-week face-to-face orientation in which they 
begin their coursework.  This period is followed by coursework that is delivered predominately by web 
conferencing.  Since the live experience is likely to be more familiar to the student, the student may be less 
anxious about learning.  Additionally, with the anchor approach, teambuilding among the students occurs 
through small group projects.  We find that the teambuilding experience will serve the student long into 
their program.   

With the bookend approach, our students’ web conferencing experience is punctuated by a week-
long series of industry visits midway through their program.  This serves two purposes for students in the 
program:  a) students renew the bonds established in the two-week orientation at the beginning of their 
program,; and b) the industry visits provide a practical experience in which students can relate class 
concepts to the industrial workplace.  

The field blend is much less prescriptive as it often employs obtaining job related information or 
resources in solving a problem.  Our PD-21 has a thesis requirement, while students in the 311 program 
contribute to a capstone project.  It is not unusual, and more typically, students select issues from their 
workplace to study.  We see this as a win-win approach in which students get to apply course issues to an 
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issue related to their job, while it’s often seen as the first in a series of return on investments for the 
sponsors. 

While many of our strategies and technological solutions are borne out of necessity in meeting our 
educational mission, we also realize the pedagogical implications of blended arrangements, and the 
observation that subject matter and course goals may temper the approach taken.  Tutorials are often begun 
while PD-21 students are on campus, and faculty visits for 311 program students help to increase 
interactivity between students and faculty.  In addition, we recognize that students have different styles.  As 
stated by Lanham and Zhou (2003), a key advantage of blended strategies lies in the empowerment of the 
faculty to appeal to a variety of adult learning styles and preferences. 

 
Evaluation 
 
 Our teaching mission would not be complete without an evaluation of how well course objectives 
are met.  NPS conducts evaluations of all courses, both resident and distance learning.  Student opinion 
forms (SOFs) are typically electronically distributed to all students during the tenth week of instruction.  
Information from SOFs is used for faculty feedback and promotion.  In addition, the department of Systems 
Engineering employs an assessment rubric for a cross section of distance learning courses that are taught by 
either VTE or ELLUMINATE.  Since distance learning courses in this department make up seventy-five 
percent of the workload, they deem it important.  The rubric employed focuses on three main areas:  course 
preparation, delivery, and outcomes.  Additionally, cross sections of course support sites (Blackboard) are 
assessed as well. 
 
Supporting Students  
 
 It may be the military culture and organizations in which the authors live and interact, however, 
we believe that in order for any distance education program to survive, it has to have a good support 
system.  Our students are all full-time defense engineers, scientists, active military, and defense contractors.  
The work relevancy of our programs makes them attractive to sponsors who fund the students’ 
participation.  In addition, because of the full-time employee status of our students, these programs are a 
good fit for the time students have to devote to work activities.  Memoranda of agreement are cast with 
sponsors that allow students to partition work time for their classes. 
 With judicious blends of delivery strategy, we attempt to make the students feel “in school” as 
much as possible.  Additionally, as program managers, we also coordinate NPS assets that include technical 
support, library support, support from the NPS registrar, as well as support from the NPS CED3 office that 
maintains contact with students for all of their course needs.  Every new cohort begins with an orientation 
using the technology that will be employed for their courses.  The orientation provides an opportunity for 
students to become acquainted with all key individuals (program managers, faculty, staff) associated with 
program delivery, and includes an academic briefing. 
 Since technology has become more prevalent and affordable, and through blending delivery 
strategies, we find fewer limits to the number of students that we can reach and accommodate 
educationally.  As well stated by Osguthorpe and Graham (2003), the innovative uses of technology have 
begun to blur the lines between traditional face-to-face instruction and more recent distance learning 
environments. 
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 Abstract 

Our research on empowerment and self-determination for post-secondary students with 

disabilities has been motivated by the research literature on perceived quality of life and 

empowerment.  Bishop, Stenhoff, and Shepard (2007) suggested that high perceived quality of 

life serves an adaptive function to combat the difficulties of coping with chronic conditions. Our 

initial study (Wilgosh, Scorgie, Sobsey, & Cey, in press) examined quality of life and 

empowerment issues for eight post-secondary students with physical or learning disabilities, 

finding that these post-secondary students discussed a number of quality of life and 

empowerment issues, related to: friendships and socialization, family support, public attitudes 

toward disability, accessing support services and appropriate programs for education and 

employment, life transitions, and funding. The current study explores empowerment and self-

determination of students with disabilities, enrolled in a community college in rural southern 

California using the seven themes from the first study as sensitizing concepts. Findings of the 

two studies identify supports essential to self-determination and empowerment for post-

secondary students with disabilities, such as accessing needed resources in a timely manner and 

faculty support for accommodations.   
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Empowerment and Self-Determination for Post-Secondary Students with Disabilities 

The focus of the paper is on empowerment and self-determination of individuals with 

disabilities as reported by post-secondary students with disabilities.  To this end, in our first 

study (Wilgosh et al., in press) individual interviews were conducted with post-secondary 

Alberta university students and, in the current study, with community college students in rural 

California,  thus providing the context and content for the relevant analysis.    

We have been conducting research for well over 14 years on parent effective life 

management when a child has a disability.  We have identified and extended our understanding 

of nine themes related to parent effective life management, originally identified through a 

qualitative/interview study (Scorgie, Wilgosh, & McDonald, 1996), with themes covering parent 

effective life management strategies, personal qualities, and transformational outcomes from 

parenting children with disabilities.  We have continued our original qualitative research using 

quantitative, longitudinal, and cross-cultural studies, developing a model of the parent 

transformational process (e.g., Scorgie, Wilgosh, & Sobsey, 2004), based on parents’ reports of 

how they have been transformed as parents of a child with a disability.  Subsequently, we have 

explored the application of our model to the lives of individuals with disabilities (Wilgosh, 

Sobsey, Cey, & Scorgie, 2008). 
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Based on the growing evidence, from research and personal reports, of positive 

transformational outcomes for parents and others who have provided care for someone with a 

disability, as well as the growing evidence of positive transformational outcomes reported by 

individuals with disabilities (e.g., spinal cord injury [SCI]; Sloan & Wilgosh, 2005), it was 

reasonable to explore the nature of the transformational outcomes reported by post-secondary 

students with disabilities, and to assess the extent to which such reports fit with the types of 

transformational life changes reported by parents and caregivers, i.e., personal (changes in who I 

am), relational (changes in how I relate to others), and perspectival (changes in how I view life) 

(Scorgie et al., 1996).  The thematic analysis for the study (Wilgosh et al., 2008) indicated five 

themes for the post-secondary participants, related to (1) pre-diagnostic and diagnostic issues 

(e.g., low self-esteem and expectations, issues related to labeling and disclosure, and raised 

hopes from having a diagnosis); (2) positive and negative challenges of disability; (3) feelings 

toward disability and identity issues; (4) strategies and supports; and (5) negative and positive 

changes with disability and transformational outcomes, indicating some apparent similarities to 

our parent data warranting further research. 

Our own research and the relevant literature have led us to explore related issues of 

quality of life, empowerment, and self-determination for post-secondary students with 

disabilities. Perceived quality of life has been linked to adaptation and positive outcome in 

research with persons with disabilities. For example, in a study of adults with multiple sclerosis 

(MS), Bishop et al. (2007) found that, despite fatigue and limitations of MS, many respondents 

reported high perceived quality of life and well-being, suggesting that quality of life is highly 

individualized and related to the perceived limitations of MS on domain areas that are important 

to the individual. Furthermore, individuals with high quality of life were able to make 
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appropriate goal modifications or substitutions that enabled them to accomplish valued life 

objectives. Bishop et al. suggested that high perceived quality of life serves an adaptive function 

to combat the difficulties of coping with chronic illnesses. Carter, Lank, Pierson, and Stange 

(2008) discussed a number of outcomes associated with empowerment and self-determination, 

including higher quality of life, the ability to accomplish personal goals, greater access to post-

graduate education, and financial independence. Despite the focus on self-determination in high 

school transition programs, Gil (2007) indicated that two thirds of post-secondary students with 

disabilities failed to self-disclose and were, therefore, not receiving accommodations. Similarly, 

data from a study of Canadian colleges and universities concluded, “between ½ and 3/4 of 

students with disabilities do not register with their office for students with disabilities either in 

Canada or the United States” (Fichten, Asuncion, Barile, Robillard, Fossey, & Lamb, 2003, p. 

100).    

Our first study in this area (Wilgosh et al., in press) consisted of a re-analysis of interview 

data we had originally collected for the purpose of exploring transformational outcomes as a 

result of living with a disability (Wilgosh et al., 2008). We found that Alberta post-secondary 

students discussed a number of issues related to quality of life and life-determining 

empowerment. These included issues related to friendships and socialization, family support, 

public attitudes toward disability, accessing support services and appropriate programs for 

education and employment, life transitions, and funding issues. For example, consistent with Gil 

(2007), self-disclosure was a significant concern, related to friendships and social context as well 

as the academic context, often interfering with obtaining supports and accommodations 

warranted by the individual’s disability. The current study explores empowerment and self-

determination of students enrolled in a community college in rural southern California. 
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According to Barnett (1996), community college programs account for 71% of students with 

disabilities enrolled in post-secondary education programs.  It has been suggested that attendance 

at a community college may provide the support needed to attain success at the university level 

(Johnson, Zascavage, & Gerber, 2008). Thus it is important to examine the types of support 

associated with academic success of community college students with disabilities.  After 

outlining the procedures, data analysis, and outcomes, the findings from the two studies will be 

combined and compared to identify supports essential to self-determination and empowerment.      

Procedures 

The purpose of the study was to compare variables associated with empowerment and 

self-determination in eight students at a university in western Canada with the experiences of six 

students at a community college in rural southern California. Both studies received ethical 

approval from the universities in which the studies were conducted. For the Canadian study, 

participants were recruited through notices posted across campus and follow up phone 

conversations. Interviews of one to two hours in length were conducted and audio-taped with 

eight participants, the main focus of which was to document ways in which the participant had 

been changed through the experience of disability. Participants consisted of six women and two 

men and the diagnosing conditions were learning disability (n = 3), blindness (n = 1) cerebral 

palsy (n = 1), Lupus (n = 1), juvenile rheumatoid arthritis (n = 1), and post polio syndrome (n = 

1). Seven of the participants were in undergraduate programs, and one, a woman, was in a post-

graduate program. 

For the California community college study, participants were recruited through notices 

posted in the DSPS (Disabled Students Programs and Services) Office and through invitation of 

DSPS personnel. Interviews from 45 minutes to one hour were conducted in person and audio-
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recorded by the second author. The purpose of these interviews was to explore the process of 

transition into community college and supports necessary to successful completion of the 

academic program of study. All six participants were women, five of whom were over 50 years 

of age. Diagnosing conditions included learning disability (n = 3), physical disability (n = 2; one 

comorbid with chronic depression), and blindness (n = 1). At the time of interview, students had 

been attending the community college anywhere from four months to three and a half years. 

 In both studies audio tapes were transcribed for analysis. The Canadian study involved a 

secondary analysis of data to identify themes related to empowerment and self-determination, 

which resulted in seven themes (Lincoln & Guba, 1985).  In the second study the seven themes 

were used as sensitizing concepts for data analysis, that is, they were used as a framework for 

recognizing and organizing the data (Bowen, 2006; Charmaz, 2003). Comparisons between the 

two data sets were made to further understand variables associated with empowerment and self-

determination.  

Results and Discussion 

The seven themes associated with empowerment and self-determination from the initial, 

Canadian, study were used as sensitizing concepts (i.e., framework for  analysis) with the 

second, southern California, study. Both studies consisted of persons with either learning or 

physical disabilities. The average age of the participants in the California study was somewhat 

older, with five of the six participants fifty year or older. 

(1)    Friendship and Socialization.  
 

Participants in the Canadian study discussed the effect of diagnosis of disability on their 

friendships (e.g., “I see how it is cutting off friendship from others”) and their reluctance to share 

their diagnosis with others (e.g., “. . . being a little cautious as to who you tell and how you tell it. 
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. .”). While they sought to avoid isolation through friendships, one student with a physical 

disability reported that he often had to make the first move in relationships (e.g., “I’m always the 

one who has to introduce myself as someone who is completely intelligent . . . to break the 

barrier, and that’s always created a challenge because it means that I have to be outgoing, which 

I am not”).  A woman with Lupus described her struggle to determine how open she can be with 

others (e.g., “Will they understand, or will they run away from me?”). 

 Participants in the California community college study discussed friends as sources of 

strength, especially friendships made between persons with disabilities through involvement at 

the community college (e.g., “We’re all very close—very close”). They spoke of sharing books, 

becoming roommates, plans to attend a university program together following community 

college, and providing emotional support to one another. One woman ended a relationship with a 

boyfriend when he disparaged her desire to head back to school (e.g., “I broke up that 

relationship. I don’t need that negative input . . .”). Another reported that she has few friends; her 

focus, instead, is on doing something for herself (e.g., “I know I just have to do this”). It is 

possible that the participant recruitment strategy at the community college, the active 

involvement of many participants in campus DSPS activities, and the age of the community 

college participants affected the findings on friendships.  

(2)        Family Support 

 Three of the students in the Canadian study discussed negative expectations from family 

members toward their university goals (e.g., “the family didn’t have much hope for me being 

anything other than a waitress . . . they just could not believe I was university material”). One 

woman described loss of her marriage following her diagnosis with Lupus. Two participants 

described strong family support. 

2010 HICE Proceedings - Page 2748



Empowerment  9 
 
 Participants in the California study generally described support from family members, 

typically from grown children and even grandchildren who encouraged them to seek their 

dreams. Two spoke of supportive husbands (e.g., “He’s just wonderful. He does everything at 

home”). Another who spoke of unsupportive parents both when she was in high school and with 

respect to her current community college goals, described her friends at the community college 

as her “new family.” Another whose husband had died several years prior to the interview said, 

“I wanted to do it for myself.” It may be that the older student participants at the community 

college setting were not as focused on family for direct support, though they appreciated the 

encouragement provided.      

(3)       Public Attitudes toward Disability 

Both sets of participants discussed experiencing both positive and negative attitudes 

toward persons with disability. Participants in the Canadian study commented that some people 

assumed that physical disability presupposed weakness in other areas of life as well (e.g. “When 

you are sitting in a wheelchair, you’re not on eye level with people . . . it’s almost like you’re not 

on the same social level and people tend to associate wheelchair[s] with mental disability”). 

Those with “hidden disabilities,” such as learning disability or chronic fatigue, described 

awkward situations in which they wondered whether others were minimizing their disabilities 

(e.g., “They say, ‘Well you look fine . . .’ Society does . . . tend to want to focus more on bad 

things”). Students received strength and encouragement from positive comments, such as a 

professor who commented to a man with juvenile rheumatoid arthritis, “ . . . you’re a very 

remarkable person.” 

Students in the California study verbalized a higher level of disregard for the opinions of 

others (e.g., “I passed all that—I don’t care what other people think. That’s not even—I don’t go 
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there;” and “I’ve thought about it, but I really could care less. If they don’t like it, that’s their 

problem”), though students with physical disability did struggle at times with unwanted attention 

from others (“ . . . for the most part I ignore it; but there’s days that I don’t ignore it and it really 

affects me . . .”). One student with a learning disability was initially concerned about stigma, but 

commented, “It’s amazing to find that everyone has their own little thing going on. . . . I can 

learn—I just learn in a different way.”  Another student with physical disability and chronic 

depression commented that she is more worried about the stigma associated with depression than 

the more obvious disability (e.g., “I just have a little stigma thing with the mental, you know”). 

These students, too, found positive comments encouraging, such as a woman who described her 

elation when a much younger student described her to the entire class as a person who “. . .  

knows what she wants and she knows what she’s doing.” 

Interestingly in both studies the women with visual impairment verbalized their desire to 

live in ways that minimized both self-pity and low expectations on the part of others. A student 

in the California study commented, “There are a lot of people who are blind and they feel sad for 

themselves, and they get nowhere in life, and that’s pointless to me. If you’re blind you have to 

deal with it. . .  there’s no sense complaining when you can do other things.”  

(4)        Accessing Support and Services 

Participants in both studies discussed difficulties with accessing supports and services. 

Two women in the Canadian study who were diagnosed with a learning disability in late 

adolescent/early adulthood described difficulties associated with the diagnostic process and of 

receiving the diagnosis. Early support may have assisted them to better understand their learning 

disability and view themselves as capable learners. Another student with physical disability and 

extreme fatigue felt at times that accessing services might be perceived as unfair by others (e.g., 
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“I turn down a lot of stuff because I don’t want to be the person [about whom is] said, ‘You got 

special treatment”). Others reported stress associated with having to negotiate with multiple 

service providers, justifying services, financing needed equipment, travel and housing costs, and 

having others determine their need (e.g., “. . . . sometimes they will stereotype you in a group, 

too . . . I kind of make up my own strategies”). Students found on-campus services such as 

tutoring, readers, extra time for exams, and counseling helpful. 

A number of participants in the California study discussed their lack of knowledge of 

services available for students with disabilities when they initially began their programs. Several 

mentioned that their grades might have been higher had they known earlier of services. Many 

suggested that DSPS services should be more widely advertised, especially at student orientation. 

One participant who used a mobility device discussed difficulties with parking and with switch-

activated doors being out of order. She voiced concern about evacuating a building where she 

worked as a peer tutor if elevators were out of order. Another student who uses Braille for 

reading and test taking found the amount of time needed to secure Braille materials, even using 

technology, made accessing appropriate resources difficult (e.g., “I’ve had this problem lots and 

lots of times and it’s caused me to fall behind”). Like students in the Canadian study, the 

California participants found services such as alternate test taking environments, note taking, 

tape recording lectures and counseling invaluable.  

(5)        Assessing Appropriate Education and Employment   

 Participants in the Canadian study spoke of the importance of education to attaining 

independence and dignity (e.g., “. . .  that’ll enable me to live my life in a way that’s dignified . . 

. without having to worry about where the money is coming from”). Several felt that they had to 

work harder to prove their abilities or to overcome other people’s stereotypes (e.g., “ . . . a lot of 
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people have stereotypes or preconceived notions about what it would be like if you couldn’t read 

[see] . . .”). One woman was tested for a learning disability as a result of a conversation with a 

professor, which ultimately led to greater confidence in herself as a learner as she began to 

understand and incorporate new learning strategies and resources into class activities and 

assignments. All voiced appreciation for professors who were open to accommodations and for 

support received from the student disability services office.    

Students in the California study spoke of education as the vehicle to achieving life goals 

and dreams. Several were already receiving disability pensions, so for them education, and in 

particular the ability to access the accommodations that made educational success possible, 

provided an opportunity to achieve something previously unattainable (e.g., “ . . . they’ve opened 

up my eyes and let me grow here. I’m still growing at my age. I’m still learning things at my age 

that I didn’t ever think . . . I could do”).  While students described most professors as cooperative 

and helpful, several related accounts in which they were denied accommodations, such as 

alternate testing arrangements, extra time on assignments, or the ability to use technology in the 

classroom, that negatively impacted on their performance. Each participant had educational goals 

that required transfer to a university program; however, they agreed that the opportunity to attend 

community college provided the foundation from which to envision university success. Several 

had obtained scholarships to a university program to finish their studies.  Many spoke of 

choosing professions that would enable them to “give back” to others. 

(6)        Life Transitions 

 The topic of life transitions rarely came up in the Canadian study. These participants, 

however, were hoping that education would enable them to transition into a meaningful vocation 

and secure employment necessary for independent living. To that end, they were carefully 
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considering occupational choices that were congruent with their strengths and abilities. 

 All but one of the participants in the California study were in transition from one 

vocation to another vocation which represented a more authentic self-identity, which for many 

incorporated meaningful service to others (e.g., lawyer, social worker, teacher). For many, 

education provided an opportunity to re-craft their lives (e.g., “I was proud. I was finally doing 

something for myself to better myself”). One woman also hoped to motivate others with 

disability to believe that they could have self-chosen purpose in life and succeed. 

(7)       Funding Issues   

Several of the Canadian participants asserted that funding issues were multiplied for 

persons with disability. One student who received disability support for attending university was 

unable to qualify for student loans, which would have alleviated some of his financial burdens, 

which were compounded by accessibility and mobility needs (e.g., “. . .  it also affected me that 

my disability and equipment that I need costs a great deal of money . . .”). Several were 

concerned that chronic fatigue would prohibit them for full-time employment, increasing 

financial hardship (e.g., “Of course, financial problems will hit. . . I can’t now do a full time job . 

. . so that’s part to do with the financial”). One student voiced concern about the “poverty aspect 

of being disabled,” and viewed education as his way to escape poverty (e.g., “I could do that 

[stay on AISH] and be miserable and poor, or I could do something about it. And I’m trying to 

do something about it”). 

Funding issues in the California study were linked more closely with accessing needed 

services. Several participants iterated that the time and number of steps required to receive 

services and funding was inordinate. For example, prior to acquiring books students were 

required to obtain mock receipts from the campus bookstore, submit them to the State 
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Department of Rehabilitation, and wait for funding approval. Consequently, books were often 

not purchased until mid-semester. These participants desired to see greater collaboration between 

the State Department of Rehabilitation and DSPS personnel on campus. One participant spoke of 

being pressured by counselors to take a full load in order to qualify for funding (e.g., “The 

counselors . . . they always push for 12 units—but I know that I’m not capable of that yet”). 

Another individual was attending school with funding from her husband’s GI Bill. Several others 

had received scholarships, both to support their community college education and to complete 

their programs at local universities. One mentioned taking out a student loan. It is possible that 

because many of these students were eligible for or receiving pensions, they were not as focused 

on avoiding poverty as they were accessing services essential for academic success. 

Implications 

 It is clear that both groups of participants valued resources and services associated with 

empowerment and quality of life. In fact, empowerment to achieve life goals after raising 

families and being employed in other vocations, was a strong theme in the California community 

college study. Many of these non-traditional students were taking bold steps to have one final 

opportunity to craft a new identity. Many had been empowered by watching others achieve goals 

(e.g., “I looked at [a former acquaintance] and I said, if you can do it so can I”).  

Participants in both studies strongly confirmed the importance of services such as 

alternate test taking facilities and accommodations, additional time on assignments, tutoring, 

technology, resource acquisition, and counseling. Most important, however, were individual 

faculty members who were understanding and supportive of needed accommodations. When 

faculty were unsupportive, many participants seemed uncertain of their roles and rights. 

Participants in both studies described some situations in which they were denied 
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accommodations, which resulted in lower grades or even having to withdraw from a class. They 

also described other situations in which they felt more empowered to address a situation with a 

professor head-on and insist on needed adaptations. In both studies, however, there were 

participants who seemed uncertain as to who had the final say in disputes over 

accommodations—they or the faculty member.  

Knowing how to relate to other students, that is, how much to disclose about disability, 

was difficult for some participants. However, it seemed that older students were more focused on 

their goals and what they needed to do to attain them, than how other students might react to 

them.  All participants seemed to value encouragement from others, whether friends, family 

members or university personnel. Accessing materials, books and technology was also a source 

of stress for some students. Concern for the future seemed more prominent in the Canadian 

participants, perhaps because their programs were degree focused, while community college 

students were completing pre-requisite requirements to enter degree programs. Age and financial 

concerns may also have contributed to differences between the groups.  

Finally all participants spoke of the value of assistance received from student disability 

services offices. There was some concern that services might be reduced due to university budget 

constraints. However, participants affirmed that these departments provided them with services 

and supports essential to academic and life success. As one participant remarked, “It’s [all] 

because of them. They changed my life . . . They have made it possible for my dreams to come 

true.” 
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Preparing Pre-service Teachers to work with English Language 

Abstract 

This study examined the perspectives of teacher credential candidates’ regarding 

their preparation to teach English language learners (ELLs). Participants’ 

knowledge and perspectives were assessed at the beginning of the program and 

reassessed at the end of the program. The study employed qualitative research 

methods, including observations, surveys, and structured interviews. The findings 

examined the following areas: What the candidates learned; where they learned it, 

how prepared they felt; and what they felt they still needed. While candidates felt 

reasonably prepared overall, they felt insecure regarding working with beginning 

English learners. They would have liked more examples of exemplary practice 

and more opportunities for practice themselves. 

 

 

In 2005-2006 the population of English language learners (ELLs) in public 

schools in the United States was approximately 5 million (U.S. Department of Education, 

2008). This number represents approximately 10% of the total K-12 student population. 

In 2009, California had an ELL student population of 1.56 million representing 

approximately 25% of the total public school enrollment; the majority of these students 

(1.3 million) speak Spanish as their primary language (California Department of 

Education, 2009). ELLs as a group demonstrate performance far below that of their 

native English speaking peers, and are slow to show gains in closing the achievement gap 

(Abedi & Dietel, 1994). Given the growing population of ELLs and the large 
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achievement gap, it is critical for teachers to be prepared to effectively address the 

educational needs of ELLs.  

This study examined the perspectives of credential candidates’ in a Multiple 

Subjects1 teacher credential program during the 2008-2009 academic year regarding 

their preparation to teach English language learners (ELLs). Candidates’ prior 

knowledge was assessed at the beginning of the program and used to inform instruction 

during the remainder of the program. The data will be used to inform overall program 

development and instruction in courses designed to prepare teachers to work with ELLs.  

The following research questions guided the study:  

1. What are credential candidates’ perceptions of their preparation to teach 

English language learners? 

2. How do these perceptions inform the design of the curriculum in teacher 

preparation programs for working with English language learners? 

 

Teacher Preparation and English Language Learners 

According to Darling-Hammond and Baratz-Snowden (2005) teacher 

preparation curriculum needs to provide a framework to facilitate candidates’ 

understanding of effective teaching and learning. This study focuses on the degree to 

which our program provides such a framework around the issues of teaching second 

language learners.  
                                                 
1 A “Multiple Subjects Credential:” is the credential that most California teachers receive to teach the 
elementary grades. While it is officially a K-12 credential, it authorizes the teacher to teach only in a self-
contained classroom, which typically means in an elementary school setting. California’s standard route for 
credentialing is a post-B.A. fifth year program of approximately two semesters of course work, including 
student teaching. This leads to a preliminary credential. During the teacher’s first two years as a new 
teacher they receive additional training through their district sponsored induction program, leading to their 
full credential. This study investigates their training during the two semesters of university course work and 
student teaching for the preliminary Multiple Subjects credential. 
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A survey conducted by the National Center for Education Statistics (1999), 

indicates that 54 percent of public school K-12 teachers had ELLs in their classrooms 

and only 20 percent indicated that they were well prepared to address the needs of 

students with limited English proficiency. A study examining perceptions’ of teachers 

who work with ELLs in Idaho reported a major challenge as being that many teachers 

were not qualified to work with linguistically diverse students. Teachers discussed the 

pressure resulting from additional responsibilities leading some of them to consider 

leaving the field (Batt, 2008). Clearly, there is a need to examine teachers’ perceptions 

and seek ways to better equip and support them to provide instruction to an increasingly 

diverse student population.  

Teacher Preparation in California 

Currently all teachers in California are required to obtain authorization to teach 

English learners (California Senate Bill 2042, 1998). The results of a survey of over 

5,000 K-12 teachers in California conducted by Gándara and colleagues (Gándara & 

Maxwell-Jolly, 2006) revealed the challenges teachers encountered including 

difficulties communicating with parents and lacking an understanding of ELL’s home 

and community experiences. Variability in students’ academic and language abilities 

made it difficult to meet their needs. Some secondary teachers found it challenging to 

communicate with students about academic content as well as social or personal issues. 

All of the teachers expressed the need for more time to teach, more adequate materials 

to teach English language development, and additional paraprofessional assistance.  

A study by de Oliveira and Athanases (2007) revealed that new teachers 

advocated for students by providing differentiated instruction, designing appropriate 
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interventions, and addressing sociopolitical issues such as race, language and class. 

These various forms of advocacy provide specific areas that can be further developed in 

teacher preparation programs to equip future teachers to work with ELLs.  

Gándara and Maxwell-Jolly’s (2006) discuss areas in need of further research 

including the need to explore the relationship between the high percentage of candidates 

who earn their credentials and choose not to teach and the lack of preparation to teach 

ELLs expressed by some credential candidates.  

The California State University system of 22 campuses is where the large 

majority of California teachers receive their training. To understand the quality of these 

programs the University conducts a yearly quantitative study which asks new teachers 

who came from state credentialing programs, and their supervisors or administrators, to 

describe how well they feel their University training prepared them on a variety of areas 

of teaching. Preparedness to work with ELLs is one of the areas examined. It has been 

consistently listed as an area for concern. 

Educational significance of study 

In light of current demographic trends and persistent concerns about the academic 

achievement of English learners, teachers face the challenge of implementing curriculum 

that addresses the literacy needs of ELLs (Wong-Fillmore & Snow, 2000). The present 

study, while limited in scope, will take the emic perspective of the teacher candidates in 

order to identify specific changes that can improve courses designed to prepare teachers 

to work with ELLs. 
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Methods 

The present study employed qualitative research methods, including participant 

observation, surveys and, structured interviews. The design facilitated the study of 

teaching methods and participant perspectives. The study, conducted at a small California 

State University, focused on the candidates’ perspectives of their preparation to teach 

English language learners. It focused on one cohort of approximately 20 students over the 

two semesters of their credential program during the 2008-2009 academic year. Fourteen 

of the students completed both the initial and exit surveys. Nine of those students 

participated in extended interviews that took place toward the second half of the second 

semester. 

The surveys focused on teachers’ knowledge of theory and practice in regards to 

working with ELLs and their sense of competency to work with such populations 

(Appendix A). The exit survey added questions asking respondents to reflect on the 

aspects of the program that they found helpful and where they felt they were particularly 

lacking in preparation (Appendix B).  

The interviews were carried out by graduate students in the Masters in Education 

program at the University acting as research assistants. During the interviews, candidates 

were asked open-ended questions to further probe them about both their knowledge in 

regards to working with ELLs and their perspectives on how the program prepared them 

to work with this population of students. They were also asked for ideas for how they 

thought the program might have better prepared them. 
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Six classroom observations took place, two sessions each in three different 

courses. The research assistants also carried out these observations. In some cases there 

was more than one research assistant observing the same session. 

The researchers and research assistants first individually or in pairs developed 

their own major themes and coding categories. Next the research team met as a whole 

and reviewed the various themes and settled on themes and codes that appeared most 

consistent with the research question and the patterns noticed in the data. These themes 

were reviewed and refined at various stages in the data collection process using an 

iterative process (Huberman & Miles, 1994). 

Findings 

This study set out to explore credential candidates’ perceptions of their 

preparation to teach ELLs, and then to consider the implications for teacher education of 

these upon entering the program. The large majority of the teacher credential candidates 

had little to no academic background in issues of second language learning and working 

with English language learners. About half had some experience working with such 

students. Often this experience was in undergraduate field placements. The other half had 

little to no such experience. 

By the end of the two semester program, the candidates felt they had a grasp of 

basic theoretical knowledge and various strategies for working with ELLs. They did feel 

a tension, however, between what they were being taught at the university and what they 

were experiencing in the field. Overall they left feeling somewhat prepared to teach 

ELLs, yet many felt they needed more experience and more concrete strategies. 
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Based on the analysis of the data collected, these finding are organized around the 

following themes: 

• What Candidates Entered Knowing 

• What Candidates Learned 

• Where They Learned It 

• Field / University Tension 

• How Prepared Candidates Felt 

• What Candidates Felt They Still Need 

What Candidates Entered Knowing 

In surveying the students, it was clear that they came into the teacher education 

program with very little knowledge about the theories or practice of teaching second 

language learners. Of the 17 candidates who responded to the initial survey only two said 

they had any previous academic training (see Table 1). Only about half entered the 

program with any experience working with such populations (see Table 2).  

Table 1: Have you had any previous academic preparation (undergraduate coursework, 
job training, personal research) to equip you to teach English learners? 
Undergrad course 2 
None 15 

 

Table 2: Do you have any previous experience working with English learners? 
Some 7 
Minimal 2 
None 8 

 

Candidates’ answers to open-ended questions about how they might work with 

these students or strategies they might use, for the most part reflected this naiveté. When 

asked in the survey, “How can you teach students English if you don’t speak their 
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language?” answers ranged from “I think a lot of it is trial and error, I don’t have a good 

strategy” to “By using pictures and gestures you can teach them a lot of vocabulary” and 

“By turning to the physical world, the world of symbols, using universal grammar and 

literacy rules that can apply to any student.” 

To the survey question “How can you teach literacy to students who are not 

literate in their own language,” answers ranged from “I have no idea” to “I think this 

would be challenging, but in a way it is the same as how native English speakers learn 

how to read” and “I think you have to make teaching more explicit, especially when 

explaining ideas like concepts of print.” These answers displayed a general naiveté or 

admission of their ignorance, although a few students showed a degree of sophistication. 

Such answers were not unexpected, but provided us a sense of where the students were 

starting at (the knowledge and experience the students had at the beginning of the 

credential program). 

What Candidates Learned 

The survey data as well as the interview data indicated that Candidates learned 

various strategies for working with ELLs such as realia, graphic organizers, Specially 

Designed Academic Instruction in English (SDAIE) and frontloading vocabulary. In 

response to a survey question asking what had helped candidates the most in their 

preparation to teach ELLs, candidates mentioned specific strategies as well as four 

courses in particular. These four courses included the course addressing cultural and 

linguistic diversity as well as the two literacy methods courses and a course that 

addressed English language learners, social studies and art. With respect to strategies, one 

candidate commented, “The various strategies discussed in [the Reading methods courses 
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and the Pedagogy for Linguistically and Culturally Diverse Students course] along with 

experience in my placements.” Another candidate responded, “focused techniques and 

strategies for ELLs, modifying lessons and sheltered plans.” 

Candidates also mentioned the value they gained in learning about theoretical 

knowledge, such as learning about the stages of English language acquisition and 

scaffolding instruction as expressed by one candidate, “SDAIE training has been the most 

helpful and useful, but also understanding the process by which all students learn 

literacy.” Another candidate responded, “Class discussions, videos and applying what I 

have learned through these methods in the classroom.” The Candidates’ survey and 

interview responses indicated that the knowledge they obtained from the program 

included learning about strategies as well as theoretical knowledge about literacy 

learning.  

Where Candidates Learned It 

An analysis of the data revealed that Candidates acquired knowledge regarding 

how to teach ELLs through their coursework and fieldwork. Specifically, the candidates 

mentioned the course addressing pedagogies for culturally and linguistically diverse 

learners. The course mentioned next most often was the literacy methodology course. For 

instance when asked where they had obtained this knowledge, one candidate responded, “ 

My two literacy classes … and my placement in a classroom with many ELLs.” 

Candidates also indicated the value they found in their field placements in 

obtaining the opportunity to see the methods modeled and having access to working with 

ELLs. Candidates’ responses to where they learned to work effectively with ELLS, 

included the following, “ The field experience and observations of my peers and 
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professors,” “The various strategies discussed in ED 612, 616, 617 along with experience 

in my placements.” Another candidate explained, “Being in a classroom first semester 

with almost all ELL students while taking [the reading and pedagogy for culturally and 

linguistically diverse students classes]. Had lots of hands on opportunities to try what I 

was learning.”  

Candidates indicated that they obtained knowledge and practice to prepare them 

to work with ELLs through their coursework and field placements.  

University/ Field Tension 

Another finding addressed the tension that manifested itself in a disconnect 

between the theory taught in the University courses and the practice in the field. 

Candidates felt that some of the practices they learned in their University courses were 

not reflected in their field placements. As one candidate expressed, “They’re aware that 

they have some responsibility to provide theoretical background… and there may be 

some disconnect between what is actually happening in the classroom versus what I’m 

learning in their rooms.” At times students made comments about the fact that the 

classrooms where they were placed were following such strict pacing guidelines that the 

teaching they observed did not include a variety of methods for addressing the diverse 

learners in the classroom. For instance, one candidate explained, “I feel that I have not 

utilized every skill that I’ve studied and I would feel better practicing them for my own 

teaching preference.” Based on student responses, it appears that candidates would have 

appreciated more alignment between the content taught in their University courses and 

the teaching practice they were observing in their student teaching placements. 

Candidates acknowledged that University faculty were doing the best they could as 
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articulated in the following response, “I think they’ve done the most they could hope for. 

I mean, they have exposed me to everything and given me an opportunity to definitely get 

my feet wet.” 

How Prepared Candidates Felt 

Our central research question was to find out whether and in what ways 

candidates left the program feeling prepared to teach these English language learners. We 

can look at this first quantitatively, comparing their initial survey responses to their exit 

responses. Of the 14 students who completed both the initial and exit survey, when they 

entered the program 6 said they were not at all, 6 somewhat, and 2 were very 

“Knowledge[able] of process of second language learning,” whereas when they left, only 

1 said not at all, 9 said somewhat, and 4 said they were very knowledgeable of the 

process. From these responses, we see that while they do not see themselves as very 

knowledgeable, virtually none now feel not at all knowledgeable. We do note that the 

number of students choosing “Very Confident” drops from six to four. One explanation 

might be explained by the adage, “The more you know, the more you know you don’t 

know.” In other words, as they learned more about the complexities of working with 

English language learners, they may have lost some of their initial over confidence. 

Table 3: How confident do you feel about your knowledge regarding the process it takes 
for individuals to learn a second language? 
 Initial survey Exit Survey 
Very confident 6 4 
Somewhat confident 2 9 
Not at all confident 6 1 

 

Similarly, when asked about their confidence to teach literacy to English language 

learners, when they entered seven said not at all, six said somewhat, and one said very 
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confident. When they finished none said they were not at all, 10 said somewhat, and 4 

very confident. (One wonders why the one who still claims that they are not at all 

knowledgeable of the process feels somewhat confident to teach it!).  

Table 3: How confident do you feel about your knowledge regarding the process it takes 
for individuals to learn a second language? 
 Initial survey Exit Survey 
Very confident 1 4 
Somewhat confident 6 10 
Not at all confident 7 0 

 

This same sense of being somewhat prepared, but still somewhat apprehensive, 

was evident in the interviews and written answers to the open-ended survey questions. 

One candidate did say outright “I feel very well prepared.” More typical was the sense 

that they felt that given the limited time span of a nine-month teacher education program 

and all there is to learn, this is as much as they could expect. “[The program has] done the 

most they can hope for.” Their sense was that they were given a set of general strategies, 

some basic theory, but now they need to go out and learn what really works by trying it 

on their own students when they have their own classrooms. “It’s given me the 

information and techniques and the research… but [it’s] kind of trial and error after that.” 

What Candidates Felt They Need 

While based on one interpretation of the research as presented so far, one could 

conclude that students found their preparation to be satisfactory with little need to 

consider significant changes. However, a closer look at the data does give a sense of 

areas to consider strengthening the preparation. There were some trends where candidates 

felt particularly insecure or less prepared. A common response was that they felt 

particularly concerned about the newcomers, the students at the beginner levels. The 
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candidates understood how the strategies could include students of limited English, but 

what to do with the one’s with little to no English? “I feel like I can teach intermediate 

and advanced, however beginning feels a bit scary because I have no experience.” This 

was also connected to a similar concern about dealing with the range of levels they may 

have. Students have a real concern about meeting the needs of students whose abilities 

vary greatly. “The most challenging thing to me is the varying levels and how to reach all 

students.” 

A third concern was that they often had little opportunities to explicitly teach an 

English Language Development (ELD) or Specifically Designed Academic Instruction in 

English (SDAIE) lesson. While they were expected to consider the needs of the second 

language learners in their lesson plans, this was seen as an add-on, and not central to the 

lesson plans they created. Rarely did their co-operating teachers in their student teaching 

placements give them opportunities to teach the ELD portion, if such lessons existed in 

the classrooms at all. “We haven’t really had the opportunity to go through that process 

of planning and the feedback and implementing them. I feel like I haven’t really had 

much support as far as reaching that goal,” said one student. 

A final concern that went along with this was seeing more examples of good 

practice. The Candidates may have had little opportunities to see explicit teaching 

oriented toward second language learning, or what they saw may not have been 

particularly good practice. In terms of what they received at the University, many felt that 

the strategies they learned were generic. They wanted a better idea of what these 

strategies would look like in practice. “I would probably want to see more specific 

techniques and examples of how those techniques are utilized like straight up video 
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footage from classes with an English speaking teacher and a whole lot of … foreign 

language kids.” 

In sum, students felt they did not have enough experience seeing good practice or 

getting to try it out for themselves. Where they did learn strategies and theories, they felt 

insecure about being able to translate these to specific lesson plans. They particularly 

were worried about their ability to work with newcomers, or to apply the strategies in a 

classroom with a wide spectrum of language levels and abilities. 

Limitations 

The findings of this research need to be considered as extremely tentative and 

cannot be seen as necessarily generalizable. This is a small sample of a small program. 

The findings could be idiosyncratic to this sample of candidates, or to this particular 

program. Also, our question was to a large degree emic, that is, the question asked for the 

perception of the students as to their preparation and needs. Especially, given that our 

research at this point took place before they have become practicing teachers, these 

students perception on these issues may or may not reflect their actual abilities and 

competence. Despite these limitations, we believe that our findings align with the 

previous research in this area, the anecdotal evidence we had been hearing for years in 

our own program, and to some extent these issues also reflect issues that appear to be 

consistent with CSU Systemwide data mentioned earlier.  

 

Implications 

This research found that while teacher candidates came in with limited knowledge 

and experience, the candidates in this program felt reasonably well prepared to work with 
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English language learners. However at the same time, they were apprehensive regarding 

the limited experience they had, and the opportunities to see exemplary practice. 

Based on this research, what can we do to improve our teacher education 

program, and what can others learn from our findings of this small teacher education 

program? To attempt to provide some answers to these questions, this section will discuss 

the implications for practitioners working in k-12 schools with such students, be they 

teachers, administrators, or those working in forms of professional development. Next we 

will discuss the implications of this for our program and other teacher educators. Lastly 

we will discuss the implications for other researchers and our own further research. 

Implications for Practitioners 

We believe that new teachers, and those new to working with ELLs need to be 

pro-active in asking for support. For instance, novice teachers can ask other more 

experienced colleagues to mentor them during their first year of teaching. Moreover, 

novice teachers might meet with their principal on a regular basis during their first few 

years of teaching to discuss their progress and obtain additional support as needed. 

Outside of the school, novice teachers can join educator organizations such as local 

chapters of the International Reading Association, California Association of Bilingual 

Education as well as seek professional development opportunities offered through these 

organizations and other institutions of higher education. Given the current budgetary 

situation throughout the nation, teachers will need to play a more active role in obtaining 

the support they need in order to continue developing professionally. ELD instruction 

needs to by systematic and structured through such methods as Specially Designed 

Academic Instruction in English (SDAIE) and the Structured Instructional Observational 
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Protocol (SIOP), making sure both targeted language lessons are provided as well as 

integration into all subject areas. As teacher education programs are too short to provide 

all the training needed, ongoing professional development is a necessity. This also 

implies keeping up-to-date on current research and effective strategies.   

 Implications for Teacher Education 

Obviously, we, as teacher educators, need to be knowledgeable about effective practices 

and theories for working with English language learners and with the student populations that 

our teacher candidates will be working with. This means keeping up on the literature, and 

making sure we observe exemplary teachers in the field ourselves. Out teacher candidates know 

when we do not speak with earned authority and authenticity. An excellent recent book on the 

research on second language learning is California Department of Education’s Improving 

education of English learners: Research-based approaches (California Department of Education, 

in press). A particularly good text to use for teacher education or professional development is 

Pauline Gibbons’ Scaffolding language, scaffolding learning: Teaching second language 

learners in the mainstream classroom (Gibbons, 2002). Cary’s book, Working with Second 

Language Learners (Cary, 2007), uses vignettes of actual classroom teachers to illustrate key 

issues in effective practice. 

Once we make sure that we know about second language learning theory and 

practice, the question becomes how to impart this to our teacher candidates. As we know 

from general learning theory, to learn something students need opportunities to see 

examples, models of what it is we expect them to learn. Then we need to help them 

understand what they are seeing, and give them opportunities to practice what they are 

learning. We assume this is true for children. It is just as true for student teachers.  
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As was made clear in some of the research, students wanted their courses to not 

just give them theories, and explain strategies, but they wanted these strategies to be 

taught in a way that made it clear what these strategies look like in practice with the 

students they are and will be working with. We can easily teach strategies and theories, 

what is harder is to make these theories and strategies concrete. Our students appreciated 

when the activities in the university classroom modeled what they might be able to do in 

their own classrooms. 

As mentioned in the findings, students need opportunities to see good practice. 

One of the things that this implies is strong relationships with field placements. Best is 

professional development relationships, where the university and the teachers in the field 

are learning from each other. At a minimum, there needs to be some assessment system 

to insure that the placements student teachers are in are places where they will have 

opportunities to see good practices.  

With the above two aspects in place, learning good theory and strategies in 

coursework, and positive placements (or even in the absence of the latter, if we have no 

control over that), our job is to make the connections between the two. A complaint of 

many of our candidates was that we’re not doing a good job helping them see how what 

we were teaching them connected to what they were seeing in the field and what they 

could do differently even if what they are seeing is not good practice, given the local 

conditions. 

Lastly, as our candidates pointed out they needed more opportunities to practice 

what they are learning. Many learning theories argue (Darling-Hammond, Low, 

Rossbach, & Nelson, 2003) it is not until the learner can put the learning in practice that 
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it is likely to be internalized. Part of doing this refers back to our relations with our field 

placements. Using our influence to assure that the cooperating teachers understand that 

they need to provide opportunities for the student teacher to practice teaching lessons that 

are explicitly about meeting the language needs of the English language learners. Along 

with being given the opportunity to practice, is the opportunity to receive feedback and 

reflect on that process, getting our students in the habit of engaging in the cycle of 

inquiry that is key to reflective practice (Cochran-Smith & Lytle, 2001). 

Implications for Research 

One area that research has had difficulty demonstrating is the direct effects of 

teacher education programs on the practices and abilities of teachers (Cochran-Smith & 

Zeichner, 2005). There is clearly a need to research this further. Without such knowledge, 

we are basing what we do in training pre-service teachers on assumptions that may or 

may not be accurate. While a lot is known about effective practices for working with 

second language learning, there is clearly more to be known. There is also always the 

need to understand what are effective practices for teacher educators to help preservice 

teachers learn these practices. 

We are planning on continuing this research project to follow up with this group 

of candidates into their first year of teaching, interviewing them as beginning teachers, 

and observing their teaching to see if we can find any evidence of the influence of our 

program on their teaching. As we follow up with this group of students we will also be 

replicating the study with a new group of teacher candidates. 
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Appendix A 

Initial Survey  
 

Teacher Candidate Survey- Preparation to teach English Learners 
 
1. Have you had any previous academic preparation (undergraduate coursework, job 
training, personal research) to equip you to teach English learners? If yes, explain. 
 
 
 
 
 
 
2. Do you know what the following acronyms stand for: 
 
ESL : ________________________________________ 
ELL: _________________________________________ 
ELD: _________________________________________ 
CELDT________________________________________ 
SDAIE_________________________________________ 
CLAD _________________________________________ 
 
 
3. Do you have any previous experience working with English learners? If yes, explain. 
 
 
 
 
4. What are your thoughts about the following questions:  
 
How can you teach students English if you don't speak their language? 
 
 
 
 
How can you teach literacy to students who are not literate in their native language? 
 
 
 
 
 
 
5. If you had English learners in your class, do you think you would need to change or 
adapt your instruction to teach them? Explain. 
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6. What strategies or methods, if any, would you employ in your teaching to assist 
students who are learning the English language?  
 
 
 
 
 
 
7.  How confident do you feel about your knowledge regarding the process it takes for 
individuals to learn a second language? Explain.  
 
Very confident ______ Somewhat confident  ______  not confident _______ 
 
 
 
 
 
8. How confident do you feel about teaching literacy to English language learners? 
Explain. 
 
Very confident ______ Somewhat confident  ______  not confident _______ 
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Appendix B 

Name ______________________________________  Date ____________ 
 
 
 
 

I. Exit Survey 
 

ED 617 Teacher Candidate Survey- Preparation to teach English Learners 
 
1. Have you had any previous academic preparation (undergraduate coursework, job 
training, personal research) to equip you to teach English learners? If yes, explain. 
 
 
 
 
 
 
2. Do you know what the following acronyms stand for: 
 
ESL : ________________________________________ 
ELL: _________________________________________ 
ELD: _________________________________________ 
CELDT________________________________________ 
SDAIE_________________________________________ 
CLAD _________________________________________ 
 
 
3. Do you have any previous experience working with English learners? If yes, explain. 
 
 
 
 
4. What are your thoughts about the following questions:  
 
How can you teach students English if you don't speak their language? 
 
 
 
 
How can you teach literacy to students who are not literate in their native language? 
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5. If you had English learners in your class, do you think you would need to change or 
adapt your instruction to teach them? Explain. 
 
 
 
 
6. What strategies or methods, if any, would you employ in your teaching to assist 
students who are learning the English language?  
 
 
 
 
 
 
7.  How confident do you feel about your knowledge regarding the process it takes for 
individuals to learn a second language? Explain.  
 
Very confident ______ Somewhat confident  ______  not confident _______ 
 
 
 
 
 
8. How confident do you feel about teaching literacy to English language learners? 
Explain. 
 
Very confident ______ Somewhat confident  ______  not confident _______ 
 
 
9. What has helped you the most in your preparation to teach ELLs? 
 
 
 
 
 
 
 
 
 
10. In what ways do you still feel unprepared to teach ELLs? 
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Abstract 
 
This research is one of a series that attempt to unveil the various reasons why the 
numbers of women participating in Information and Communications Technology 
(ICT) education and careers in South Africa is significantly low compared to that of 
their male counterparts. The study is meant to establish if there exists a relationship 
between learning styles of ICT professionals and the choice of an ICT career and if 
there are visible differences in learning styles between men and women in ICT 
careers. One learning style each from the different categories of learning styles, that 
is, perceptual, cognitive information processing, personality type and social 
interactions is identified as an assessment instrument. Howard Gardner’s Multiple 
Intelligences instrument, Kolb’s Learning Style as represented by the Honey and 
Mumford questionnaire, Myers Briggs Personality Test and Gracha-Reichmann’s 
instrument fall into the different learning styles categories, respectively. It is hoped 
that this approach will contribute towards the determination of the numbers of females 
that are likely to take up careers in ICT, considering the vast numbers of factors that 
contribute towards choices of any career. The investigation was conducted in the form 
of a case study at South Africa's Advanced African Institute for ICTs - the Meraka 
Institute. This research was both qualitative and quantitative in nature. 

 
The research shows there is no significance of learning styles as pertaining to gender 
in the ICT industry. The differences in learning styles among females and males are 
minimal and have no significant impact on ICT career choices. Therefore there are 
some other issues demanding of the government in enticing women into ICT careers 
than the issue of learning styles. The research concluded that there exists an identified 
pattern of both males and females in ICT careers being logical-mathematical. The 
interpersonal trait in this field is associated with females more though. Researchers 
and programmers are more likely to be logical mathematical than program managers, 
for instance. Both males and females are equally likely to be any of reflectors and 
pragmatists but this trait is more visible among programmers and researchers. Both 
males and females in the ICT environment show traits of being collaborative, 
independent, competitive and participant. Women are more collaborative than men, 
although in other traits the differences are minimal.  
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1. INTRODUCTION 
 
According to Booth and Brooks (1995), a learning style is ‘a compilation of patterns 
of behaviour that appear consistently in the learning process of an individual from the 
initial stimulation to the final recognisable product of learning. Simple stated, it is 
how we process our information and work with the outcome”. Dunn and Griggs 
(2000) give the following definition: “A learning style addresses the biological 
uniqueness and developmental changes that make one person learn differently from 
another. Individuals do change in the way they learn. Similarly, developmental 
aspects relate to how we learn but, more predictable, follow a recognised pattern”.  
 
The question that arises therefore is, “Do individuals with certain learning preferences 
choose careers that are aligned to their learning preferences”. The careers supported in 
the field of ICT includes computer scientists, electronic engineers, information 
systems specialists, systems analysts, network engineers, programmers, to name but a 
few. The study is meant to establish if there exists a relationship between learning 
styles of ICT professionals and the choice of an ICT career and if there are any visible 
differences in learning styles between men and women in ICT careers. One learning 
style each from the different categories of learning styles, that is, perceptual, cognitive 
information processing, personality type and social interactions is identified as an 
assessment instrument. Howard Gardner’s Multiple Intelligences, Kolb’s Learning 
Styles Inventory as represented by the Honey and Mumford questionnaire, Myers 
Briggs Personality Test and Gracha-Reichmann’s instrument fall into the different 
learning styles categories, respectively. It is hoped that this approach will contribute 
towards the determination of the numbers of females that are likely to take up careers 
in ICT, considering the vast numbers of factors that contribute towards the choice of 
careers.  
 
The research was conducted as a case study at the Council for Scientific Research 
(CSIR)’s Meraka Institute. The CSIR undertakes directed and multidisciplinary 
research, technological innovation as well as industrial and scientific development to 
improve the quality of life of the South African people. The Meraka institute 
specifically facilitates national economic development through research and 
development leading to products and services based on ICTs. The Meraka runs a 
number of research groups, namely, Wireless Africa, Knowledge Systems, ICT for 
Earth Observation, Living labs, Digital Doorway, Human Computer interaction, 
Remote Sensing, Integrative, Centre for High Performance Computing, Domain and 
Ability-based Technology Interventions (ABTI) 
 
2. LEARNING STYLE INSTRUMENTS 
 
Learning styles may be classified as perceptual, cognitive information processing, 
personality type and social interactions.  
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2.1 Perceptual learning styles  
 
Perceptual learning styles are the means by which learners extract information from 
their surrounding environment through the use of their five senses (Learning styles 
and preferences, 2009). Commonly researchers identify auditory, visual, kinaesthetic 
and tactile styles, although there are generally speaking seven perceptual styles: print, 
aural, visual, interactive, haptic, kinaesthetic and olfactory. Print follows learning 
through printed or written words. Aural refers to listening, while visual refers to 
seeing visual depictions. Interactive refers to verbalisation, while haptic refers to the 
sense of touch. Kinaesthetic refers to the whole body movement, while olfactory on 
the other hand refers to the sense of smell. Joy Reid’s Perceptual Learning Style 
Preference Questionnaire (PLSPQ) (Reid, 1987: 87-111), VAK Learning Styles 
(What is your learning preference?, 2009), O’Brien’s Learning Channel Preference 
Checklist (O’Brien, 1990) and Howard Gardner’s Multiple Intelligences (Gardner, 
2000) are some of the instruments for the assessment of perceptual learning styles.  
 
Howard Gardner’s Multiple Intelligences assert that there are seven modalities and 
intelligences that link our individual learning style. As such human beings can be 
sensitive to: (1) meaning or words (verbal linguistic), (2) pitch, melody, rhythm and 
tone (musical), (3) handling chains of reasoning and recognise patterns and order 
(logical-mathematical), (4) perceive the world accurately and try to recreate that 
world (spatial), (5) able to use the body skillfully and handle objects (bodily-
kinaesthetic), (6) understand people and relationships (interpersonal) or (7) possess 
access to one’s emotional life as a means to understand oneself and others 
(intrapersonal).  
 
2.2 Cognitive information processing 
 
Cognitive information processing distinguishes between the way we sense, think, 
solve problems and remember information. It is an individual approach to assimilating 
information. Each one of us has a preferred consistent way of perceiving, organising 
and retaining information. Cognitive styles are relatively stable strategies, preferences 
and attitudes that determine an individual’s typical modes of perceiving, remembering 
and solving problems as well as consistent ways in which an individual memorises 
and retrieves information. Dimensions of cognitive style preference include 
introversion, extroversion, sensing, intuition, sensing, thinking, feeling, judging and 
perceiving. Examples of cognitive information processing include the Kolb’s 
Learning Styles Inventory (Personal Thinking Styles, 2009; Reading Styles Inventory, 
2009; Kolb’s Learning Styles Inventory, 2009), Gregorc Learning Style Delineator 
(Claugherty and Smith, 2009), Oxford’s Style Analysis Survey (Oxford, 1993), Felder 
and Soloman’s Index of Learning Styles (Felder and Soloman, 2009) and Canfield’s 
Learning style (Canfield, 2009).   
 
Kolb’s Learning Styles Inventory emphasises the need for learning to be grounded in 
experience. It divides learners into activists, reflectors, pragmatists and theorists. 
Activists prefer to feel and experience rather than think. The reflectors focus on the 
ability to understand the meaning of ideas. The theorists have the ability to build 
general theories in order to come up with ideas. The pragmatists emphasize practical 
applications rather than reflective understanding of a problem. Kolb includes this 
‘cycle of learning’ as a central principle in his Experiential Learning Theory, typically 
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expressed as a four stage cycle of learning in which immediate or concrete 
experiences provide a basis for observations and reflections. These observations 
and reflections are assimilated and distilled into abstract concepts, producing new 
implications for action which can be actively tested in turn creating new experiences. 
Kolb says that ideally this process represents a learning cycle where the learner 
‘touches all bases’, i.e. a cycle of experiencing, reflecting, thinking and acting. It is 
important to remember when using Kolb’s learning cycle that the learner can enter the 
cycle at any stage. 

Kolb’s model gives a four type definition of learning styles, each representing the 
combination of two preferred styles of the four stage cycle. These are the diverging, 
assimilating, converging and accommodating styles. The diverging style represents 
concrete experience and observation and reflection. The assimilating style represents 
abstract concepts and observation and reflection. The converging style represents 
abstract concepts and actively testing concepts. The accommodating style represents 
active experimentation and concrete experience.  Divergers, assimilators, convergers 
and accommodators are referred to as reflectors, theorists, pragmatists, and activists, 
respectively, as shown in Table 1. 
 
Learning style Learning mode components Predominant preference 
Diverger (Reflector) CE- concrete experience 

RO – reflective observation 
Imaginative problem-solving 

Assimilator (Theorist) RO – reflective observation 
AC – abstract conceptualisation 

Rational theory building 

Converger (Pragmatist) AC-abstract conceptualisation 
AE – active experimentation 

Practical solutions 

Accommodator (Activist) AE – active experimentation 
CE – concrete experience 

Hands-on experience 

Table 1: Kolb's Learning Styles 

2.3 Personality types 
 
Personality patterns focus on attention, emotion and values. Studying these 
differences allows us to predict the way learners will react and feel about different 
situations. The Myers-Briggs Type Indicator (An introduction to personality styles, 
2009; MBTI Basics, 2009), the Keirsey Temperament Sorter (Keirsey Temperament 
Sorter, 2009; About 4 temperaments, 2009), the Thomson-Maidenbaum Personality 
Inventory (Thomas Maidenbaum, 2009), are well known instruments for personal 
assessments. These three instruments are based on Carl G. Jung’s Theory of 
psychological differs (Jung, 1976). This theory identifies 16 personality traits.  It 
identifies two sets of mental preferences – ‘perceive’ and ‘judgement’. “Perceive’ can 
either be through ‘sensing’ or ‘intuition’ and “judgement’ can be through ‘thinking’ or 
‘feeling’. The same theory identifies two kinds of mental-orientation – ‘energy 
orientation’ and ‘extraverted orientation’. Energy orientation comes as either 
‘introversion’ or ‘extraversion’. The extraverted-orientation comes as either ‘judging’ 
or ‘perceiving’. Judgement is identified with a J, and perceiving with P. People 
perceive through sensing or by intuition. Sensing is identified by S, and intuition by 
N. People form judgement through thinking or feeling. Thinking judgement is 
identified with T and feeling judgement with F. There are two kinds of mental 
orientations, the energy-orientation and extraverted-orientation. In energy-orientation 
we occupy two worlds - introversion and extroversion. Introverts draw their primary 
energy from the inner world, while extroverts draw their energy from the outer world. 
Extraversion is identified with E, while introversion is identified with I. The second 
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set of mental- orientations, the extraverted-orientation relates to the mental preference 
one relies upon relating to the outside world. This orientation is called judging. Those 
who prefer judging rely upon their T and F, while those who prefer perceiving rely 
upon their S or N. This means that the 16 traits identified are: ISTJ, ISFJ, INFJ, INTJ, 
ISTP, ISFP, INFP, INTP, ESTP, ESFP, ENFP, ENTP, ESTJ, ESFJ, ENFJ and ENTJ, 
depending on the combinations. 
 
2.4 Social interactions 
 
Social Interaction looks at likely attitudes, habits and strategies learners will take 
towards their work and how they engage with their peers when they learn. Examples 
of learning styles that emphasise social interactions are the Grasha-Riechmann 
Student Learning Styles Scales (Gracha, 1996; Reichmann and Grasha, 1974: 213-
223) and Dunn’s Learning Style Inventory (Dunn, Dunn and Price, 1975; Dunn, Dunn 
and Price, 1989). Dunn’s model creates teacher awareness of individual differences in 
learning. The model involves the identification of individual learning styles and 
planning to accommodate these learning styles in instruction. Underlying these 
activities is a series of 21 learning style elements under environmental, emotional, 
sociological, physiological and psychological stimuli. The Learning Style Inventory 
(Free Learning Styles Inventory, 2009) and the Reading Style Inventory (Reading 
Style Inventory, 2009) are the assessment instruments recommended by the model 
developers. The Grasha-Riechmann Student Learning Styles Scales classify learners 
into independent, dependent, participant, avoidant, collaborative and competitive.  
Independent learners think for themselves and are confident in their learning abilities. 
Avoidant students are not enthusiastic about learning. Collaborative students learn by 
sharing ideas. Dependent students are not inquisitive, and will only learn what is 
required. Competitive students learn material in order to perform better than others. 
Participant students are active in class.  
 
3. METHODOLOGY 
 
3.1 Purpose of research 
 
Aim:  
The purpose of this research was to establish the relationship between learning styles 
and individual’s choice of ICT careers and if there are any visible differences in 
learning styles between men and women in ICT careers.  
  
The question therefore is: 
 
 “Do individuals with certain learning preferences choose careers that are aligned to 
their learning preferences, and does gender play a role in this”? 
 
Objectives: 
The questions that this research asks are: 

• Is there a correlation between individuals’ learning styles and their choice of 
ICT careers? 

• Are there any differences in learning styles between males and females in ICT 
careers? 
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3.2 Data collection 
 
The research was a case study. A case study is a research strategy that investigates a 
phenomenon within its real-life context (Cohen, Manion and Morrison, 2000). This 
study was carried out at the Meraka Institute because of its concentration of ICT 
professionals. The study was both qualitative and quantitative. A questionnaire was 
put in place to collect information on learning styles of individual participants and 
also collect demographic data about the participants. The participants were requested 
to independently assess themselves online using the learning style instruments 
identified and capture the results on the questionnaire provided.  
 
For the purposes of this project, the research identified Howard Gardner’s multiple 
intelligences to represent the perceptual learning styles, Kolb’s Learning Style in the 
form of Honey and Mumford’s questionnaire (Rough and ready reckoner, 2009) to 
represent the cognitive information processing, Gracha-Reichmann learning style to 
represent the social interactions and the Myers Briggs Test to represent the personality 
types. Howard Gardner’s Test was taken online using the Howard Gardner’s free 
multiple intelligence tests available on the businessballs.com web site (Multiple 
intelligence tests, 2009).  A free informal Myers Briggs online test was taken on 
personalitypathways.com (What is your Myers-Briggs personality type?, 2009). A 
free Honey and Mumford Learning styles questionnaire which is based on Kolbe’s 
Learning theory is also available free on (Rough and ready reckoner, 2009). Grasha 
Riechman assessment instrument is available free on (Grasha Reichmann Student 
Learning Style Scales, 2009).  
 
3.3 Profile of respondents 
 
The questionnaires were rolled out randomly to ICT staff at Meraka. Responses were 
received from 30 participants. The participants consisted of 40% women and 60% 
men. This was done in order to understand and compare how learning style issues 
affect both men and women. The representation as a percentage of the total 
participants according to groups was: Integrative – 31.25%, Wireless – 21.88%, 
ICT4EO – 9.38%, CHPC – 15.63%, Domain – 6.25%, ABTI – 3.13%, Digital 
Doorway – 3.13%, HCI – 3.13% and Living Labs – 6.25%. The ICT professionals 
referred to in this study are people who possess a diploma or higher from a recognised 
university or are on attachment from higher education institutions and currently 
actively employed by the Meraka institute on an in-service basis. The researchers are 
Meraka staff members involved in gender and ICT research. The distribution of 
participants according to gender and qualifications is shown in Table 2. 
 
Gender Qualifications 
 Degree Honours Masters Matric National 

Diploma 
Grand 
Total % 

Female 6.67% 16.67% 10% 3.3% 3.33% 40% 
Male 6.67% 20% 13.33% 3.33% 16.7% 60% 
Total % 13.33% 36.7% 23.33% 6.67% 20% 100% 

Table 2: Respondents by age and gender 
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National Diploma Holders are interns doing in-service training and Matric holders are 
attached to the institution as part of their industrial attachment and working towards 
their degrees and diplomas. Out of the total participants, 13.3% are first degree 
holders. The majority of these first degree holders, that is, 10% of the total 
participants, fall within the ages of 15 and 25. Honours degree holders constitute 
36.67%. The majority of them, that is, 23.3% of the total participants fall within the 
26-35 years age group. Masters degree holders constitute 23.3%. Of these 20% are in 
the 26 to 35 years age group. National Diploma holders total 20% of the participants 
and of these 13.33% of the total participants are within the 26 to 25 years age group. 
 
A total of 40% of the participants are Computer Scientists of which 16.67% of them 
are female and 23.33% are male. The Computer Science holders work in ICT groups 
such as ABTI, management, CHPC, Domain, ICT4EO, Integrative and Wireless. 
Those with an electrical/ electronic background constitute 23.33%, with males making 
20% and females 3.3%. They are found in management, CHPC, Integrative and 
Wireless groups. Information systems majors have a total of 16.67%, of which 13.3% 
are female. This covers groups such as the Digital Doorway, CHPC, Integrative, 
Knowledge Systems, Living Labs and HCI. 
 
In the career ladder system, the majority is in the research career ladder at 33.3%, 
interns – 23.33%, research and development practitioners – 10%, those on 
studentships – 10%, technical support staff – 16.67% and 6.67% are in project 
management. Of the interns 10% are women. Of the researchers 20% are women, and 
of the technical support 10% are females.  
 
According to career roles, programmers constitute 33.33% of the total participants, 
with 26.67% males and 6.67% female. Programmers constitute only those with first 
degrees, Honours degrees, National Diplomas, Matrics and interns. Those conducting 
research constitute 50% of the sample of which 26.67% are female and 23.33% are 
male. Researchers are likely to be first degree holder, Hours, Masters and PhD 
holders. Systems analysts constitute 6.67% and all are male. Technical support 
constitutes 6.67% and all are female. 3.3% are project managers. 26.7% of the 
programmers have less than 5 years experience, with 23.33% of these being male and 
3.33% female. Also 33.3% of the sample is researchers with less than 5 years 
experience, of which 13.33% are female and 20% are male. 10% of the total 
participants are women who have 16-20 years experience in research. Project 
managers are more likely to be Masters Degree holders. 
 
3.4 Ethical considerations 
 
According to Cooper and Schindler (2006), ethics are norms or standards of 
behaviour that guide moral choices about behaviour and our relationships with others. 
For this study the researchers ensured that ethics were complied with. The main 
ethical consideration was respondents’ privacy. The researchers had to comply with 
the principles aimed at protecting the dignity and privacy of every individual who 
provided personal information. No names of individuals can be revealed as regarding 
their opinions. The participants were notified of the aims, methods and benefits of the 
research, and assured of their right to abstain from participation and the right to 
terminate their participation. 
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3.5 Study protocol 
 
The development of a protocol enabled the study to improve and achieve reliability. 
Table 4 shows this study protocol. 
 
Purpose Study issues Effects 
To conduct background 
research on learning styles 
and instruments used to 
measure these 

Identify learning styles 
issues and then translate 
these into questionnaires 

The questions to be 
included in the 
questionnaire should be 
able to extract information 
on individuals’ learning 
styles 

Identify respondents The respondents should be 
ICT professional who are 
active in the field. Meraka 
Institute was chosen as the 
source because of a 
concentration of ICT 
professionals 

The study targets people 
who are in the ICT 
workplace because the 
survey is all about them 

Identify role of researcher The role of the researcher 
is to identify issues of 
learning styles by 
conducting a literature 
survey and subsequently 
compile a questionnaire 
and distribute it 

The researcher is a person 
within the Meraka Institute 
and has an established 
relationship with the 
targeted staff. It makes the 
job of distributing the 
questionnaires and making 
follow-ups much easy. 

Ensuring optimum 
response is obtained 

Information from 
respondents are gathered 
and analysed at this stage. 
Effort should be made to 
get optimum response in 
terms of the numbers of 
respondents 

The responses are recorded 
and analysed. 

Facilitate good timing The researcher should 
make a follow-up on the 
questionnaires within a 
reasonable time limit. 

It should be expected that 
not all people that the 
questionnaire is distributed 
to will respond, and that 
not all will respond in 
time. Effort should be 
made to distribute as many 
questionnaires and a 
follow-up made within 
reasonable time on the 
questionnaires for 
maximum response. 

Ensure the questionnaire is 
the perfect resource 

The questionnaire should 
be unambiguous, in 
English, and adequate 

The questions should be 
easy to answer. The 
questionnaire should not 
be too long but should be 
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able to solicit enough 
content. No expertise in 
the language should be 
required for anyone to 
answer the questions 
contained 

Check out the ethical 
concerns 

All responses will be 
anonymous to protect the 
privacy concerns of the 
respondents 

Privacy is guaranteed. No 
revelations of respondents’ 
private information will be 
made. Authenticity of 
results is also guaranteed 

Table 3: The study protocol 

 
4. FINDINGS ON LEARNING STYLES 
 
The following are findings according to each of the identified instruments from the 
various categories of learning styles: 
 
4.1 Howard Gardner’s Multiple Intelligences  
 
Table 4 captures the data on Howard Gardner’s Multiple Intelligences. 
 

As % of the total participants in each particular choice of learning style 
 Logical 

mathematical 
Musical Bodily 

Kinaesthetic 
Spatial Interpersonal Intrapersonal Linguistic 

1st 
choice 

59.38% 12.50% 0% 3.l3% 15.63% 0% 9.38% 

2nd 
choice 

18.75% 6.25% 9.38% 9.38% 25.00% 18.75% 15.63% 

3rd 
choice 

9.38% 21.88% 9.38% 15.63% 15.63% 21.88% 6.25% 

4th 
choice 

3.13% 12.50% 12.50% 21.88% 21.88% 18.75% 9.38% 

5th 
choice 

3.13% 21.88% 18.755 12.50% 3.13% 12.50% 28.13% 

6th 
choice 

3.13% 6.25% 18.75% 25.00% 12.50% 18.75% 15.63% 

7th 
choice 

3.13% 18.75% 31.25% 12.50% 6.25% 9.38% 15.63% 

Total 100% 100% 100% 100% 100% 100% 100% 

Table 4: Howard Gardner's Multiple Intelligence data 

 
Table 4 shows that the participants are predominantly logical mathematical followed 
by interpersonal traits as first and second choices respectively. According to Howard 
Gardner’s Multiple Intelligence Model, 59.38% of the respondents are logical 
mathematical as a first choice of which 28.13% are female and 31.25% are male. This 
constitutes 60% of the female participants and 58.82% of the male participants in this 
learning style. 15.63% are interpersonal as a first choice, of which 9.38% are female 
and 6.25% are male. This constitutes 20% of the female participants and 11.70% of 
the male participants in this learning style. 12.50% are musical as a first choice, of 
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which 3.13% are female and 9.38% are male. This constitutes 6.67% of the female 
participants and 17.65% of the male participants in this learning style.  
 
25% of the respondents are interpersonal as a second choice of which 15.63% are 
female and 9.38% are male. This constitutes 33.33% of the female participants and 
17.65% of the males in this learning style. 18.75% are logical mathematical as a 
second choice of which 6.25% are female and 12.50% are male. This constitutes 
13.33% of the female participants and 23.53% of the male participants in this learning 
style. 18.75% of the respondents are intrapersonal as a second choice of which 9.38% 
are female and 9.38% are male. This constitutes 20.00% of the female participants 
and 17.65% of the male participants in this learning style. 
 
Bodily-kinaesthetic and musical feature as the least preferred options. 
 
4.2 Kolbe’s Learning Style 
 
Assessment in Kolbe’s Learning Style shows that 46.88% of the respondents are 
reflectors of which 25% are female and 21.88% are male. This constitutes 53% of the 
female participants and 41.18% of the male participants in this learning style. 31.25% 
of the respondents are pragmatists of which 15.63% are male and 15.63% are female. 
This constitutes 33.33% of the female participants and 29.14% of the male 
participants in this learning style. 12.50% of the respondents are theorists of which 
6.25% are male and 6.25% are female. This constitutes 13.33% of the female 
participants and 11.76% of the male participants in this learning style. 9.388% of the 
respondents are activists of which 0% are female and 9.38% males. This constitutes 
none of the respondents being female participants and 17.65% of the male participants 
in this learning style. 
 
4.3 Gracha Reichmann Learning Style 
 
Assessment according to the Gracha-Reichmann instrument revealed the following 
statistics (Table 5):  
 
Learning 
style 

High % Moderate % Low % 
 As a % of 
female 
participan
ts in this 
learning 
style 

As a % of 
the male 
participan
ts in this 
learning 
style  

As a 
% of 
the 
grand 
total 

As a % of 
female 
participan
ts in this 
learning 
style   

As a % of 
the male 
participan
ts in this 
learning 
style   

As a 
% of 
the 
grand 
total  

As a % of 
female 
participan
ts in this 
learning 
style   

As a % of 
the male 
participan
ts in this 
learning 
style   

As a 
% of 
the 
grand 
total  

Independen
t 

53.33% 47.06% 50% 40% 52.94% 46.88
% 

6.67% 0% 3.13% 

Avoidant 20.00% 17.65% 18.75
% 

46.67% 64.71% 25% 33.33% 17.65% 25.00
% 

Collaborati
ve 

80.00% 47.06% 62.50
% 

13.33% 41.18% 28.13
% 

6.67% 11.76% 9.38% 

Dependant 13.33% 11.76% 12.50
% 

66.67% 58.82% 62.50
% 

20% 29.41% 25.00
% 

Competitiv
e 

60.00% 47.06% 53.13
% 

33.33% 47.06% 40.63
% 

6.67% 5.88% 6.25% 

Participant 53.33% 35.29% 43.75
% 

40% 47.06% 43.75
% 

6.67% 17.65% 12.50
% 

Table 5:  Gracha Reichmann data 
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Table 5 Shows that 62.5% of the participants are highly collaborative, 53.13% of 
them highly competitive, 50% of them highly independent and 43.75% of them highly 
participative in their work. In these identified categories females outperform the males 
percentage wise, in terms of percentages against female totals in the learning style and 
percentages against male totals in the learning style respectively. 
 
4.4 Myers Briggs Personality Test 
 
Assessment according to the informal online Myers Briggs Personality Test revealed 
the following (Table 6): 
 
Learning style As a % of the 

female 
participants in 
this learning style  

As a % of the 
male participants 
in this learning 
style  

As a % of the 
grand total  of all 
participants 

ESTJ 40% 47.06% 43.75% 
ISTJ 33.33% 11.76% 21.88% 
INTJ 6.67% 23.53% 15.63% 
ESFJ 0.00% 11.76% 6.25% 

Table 6: Kiersey Temperament Sorter data 

 
Table 6 that a majority of the participants fall into the personality styles ESTJ at 
43.75%, ISTJ at 21.88% and INTJ at 15.63%. There are more female ISTJ 
personalities than males per percentage sample of each gender. The opposite is true of 
ESTJ, INTJ and ESFJ. 
 
4.5 Overall assessment 
 
The top performing learning styles were consolidated and gauged against the roles of 
the participants in the ICT environment as shown in Table 7. 
 
Learning 
style 

Current role as % of participants in learning style Total 
% Programmer Project 

manager 
Researcher Technical 

support 
Femal
e 

Male Femal
e 

Male Female Male Femal
e 

Male 

          
Howard Gardner’s Multiple Intelligences 

Logical 
mathematica
l 

3.13% 9.38
% 

3.13% 6.25
% 

15.63
% 

12.50
% 

6.25% 3.13
% 

59.38
% 

Interpersonal 0.00% 3.13% 0.00% 0.00
% 

9.38% 0.00% 0.00% 3.13
% 

15.63
% 

          
Gracha Reichmann  

Collaborativ
e 

6.25% 9.00
% 

3.13% 0.00
% 

25.04
% 

12.52
% 

3.13% 3.13
% 

62.20
% 

Competitive 0.00% 9.39
% 

3.13% 3.13
% 

21.91
% 

15.42
% 

3.13% 0.00
% 

53.21
% 

Independent 0.00% 9.39
% 

3.13% 6.25
% 

15.65
% 

9.39% 6.25% 0.00
% 

50.06
% 

Participant 3.13% 9.39 3.13% 0.00 15.65 9.39% 3.13% 0.00 43.82
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% % % % % 
          

Kolbe’s Learning Style 
Reflectors 3.13% 6.25% 0.00% 0.00

% 
15.63
% 

12.50
% 

6.25% 3.13
% 

46.88
% 

Pragmatists 3.13% 9.38
% 

3.13% 3.13
% 

9.38% 3.13% 0.00% 0.00
% 

31.25
% 

          
Myers Briggs Style 

ESTJ 3.13% 9.38% 0.00% 3.13
% 

9.38% 6.25% 6.25% 6.25
% 

43.75
% 

ISTJ 0.00% 0.00% 3.13% 0.00
% 

12.50
% 

6.25% 0.00% 0.00
% 

21.88
% 

INTJ 0.00% 9.38% 0.00% 3.13
% 

3.13% 0.00% 0.00% 0.00
% 

15.63
% 

Table 7: Role versus learning style 

 
Female researchers are more likely to be logical mathematical at 15.63% of the total 
participants, followed by the male researchers at 12.50% and male programmers at 
9.38%. Of the interpersonal trends female researchers dominate that group at 9.38% 
of all participants. Both female and male researchers are highly collaborative at 
25.04% and 12.52% respectively. This is followed by both female and male 
programmers at 6.25% and 9.00% respectively. 
 
Both female and male researchers are highly competitive at 21.91% and 15.42% 
respectively, followed by male programmers at 9.39%. A similar trend is followed for 
independent and participant characteristics. Female and male researchers top the list 
of reflectors at 15.60% and 12.50% respectively. However, female researchers and 
male programmers top the lists of pragmatists at 9.38% each respectively. 
 
Female researchers and male programmers are more likely to have an ESTJ 
personality at 9.38% compared to other groups. On the other hand female researchers 
are also highly more likely to be ISTJ than males , at 12.50%. Male programmers lead 
the group of INTJ personalities at 9.38%. 
 
 
5. DISCUSSION 
 
According to the Howard Gardner’s Multiple Intelligence Model data given in Table 
2, the most preferred learning styles among participants in the ICT field is logical 
mathematical, with interpersonal as a second choice. The typical ICT professional in 
the sample of participants is therefore logical interpersonal. The logical individual 
works well with numbers and logic. Interpersonal individuals have the ability to relate 
to others. The logical interpersonal people discuss things with others in a logical way, 
and analyse problems. This is an essential component in the ICT workplace in that the 
specialists not only work with each other in the design and development of products 
and services, but they also have to work with those they are developing the products 
and services for. One point of note is that there is a balance in gender among the 
logical mathematical people (60% of female participants and 58.82% of male 
participants), and yet in the interpersonal traits, females are in the majority (33.33% of 
female participants and 17.65% of male participants). The average ICT person is least 
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likely to be bodily kinaesthetic according to this sample, because we are dealing with 
people who work mostly with their heads. 
 
According to the results from Kolbe’s assessment instrument, people in the ICT field 
are predominantly reflectors and pragmatists. This comes to about 80% of the total 
participants. Pragmatists are active experimenters and they prefer practical solutions 
to problems.  Reflectors prefer imaginative problem solving.  Both male and female 
reflectors are mostly in the research domain. For the pragmatists the females are in the 
research domain predominantly and the males in the programming domain. The 
women are more likely to be in the field researching, while the males are developing 
programs. 
 
According to the Gracha-Reichmann instrument (Table 5) people in the ICT field are 
more likely to be independent, collaborative, competitive and participant. This means 
that although they collaborate in huge projects by sharing ideas, they are equally 
capable of working independently. They confront each other with ideas and facts to 
solve problems collaboratively. They are competitive in the sense that they strive to 
perform better as individuals and against others, that is, in an effort to get an end 
result. Of the competitive people, females are predominantly researchers, while the 
males are both researchers and programmers. The average ICT person is less likely to 
be a theorist in this sample most probably because the ICT professionals who 
participated are involved in a lot of hands-on work. But research is about theories and 
proving these theories. Therefore the nature of the sample could be the reason for this 
fall out. 
 
The three most common traits among the people in ICT fields, from the Kiersey 
Temperament Sorter are ESTJ, ISTJ and INTJ, with ESTJ being the highest.  The 
females who fall into the ISTJ group are in research and project management, while 
the males are predominantly in research. In INTJ it is predominantly male 
programmers. According to Myers-Briggs people who fall into the ESTJ and ISTJ 
groups are logical, practical, cooperative and orderly. The INTJ are introspective, 
pragmatic and directive. The myth about programmers being nerds holds. From the 
above two paragraphs, the logical mathematical ESTJ that are collaborative dominate 
this ICT workplace. 
 
6. CONCLUSIONS 
 
Links between learning styles, gender and ICT career choices were discussed. The 
research shows that there is no significance of learning styles as pertaining to gender 
in the ICT industry. The differences in learning styles among females and males are 
minimal and have no significant impact on their ICT career choices. Therefore there 
are some other issues demanding of the government in enticing women into ICT 
careers than the issue of learning styles. 
 
Although the sample is very small to reach significant decisions, the data analysis is 
suggestive of trends that merit further investigation. The study suggests that ICT has a 
greater presentation among reflectors and pragmatists than among people with other 
traits. There is an identified pattern of both males and females being logical-
mathematical and interpersonal. The interpersonal trait is associated with females 
more though. Researchers and programmers are more likely to be logical 
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mathematical than program managers. The question therefore is on whether or not 
there are less logical thinkers among women than men, which has resulted in reduced 
numbers of women in this predominantly logical mathematical environment. Further 
research would mean conducting research on the same among the general populace 
who have no ICT orientation. A bigger and more diversified sample would suffice. 
 
From the results of Kolbe’s assessment both males and females can be any of 
reflectors and pragmatists but this trait is more visible among programmers and 
researchers. Both males and females in the ICT environment show traits of being 
collaborative, independent, competitive and participant. Gracha Reichmann though 
shows that women are more collaborative than men, although in other traits the 
differences are minimal. The average ICT person is less likely to be a theorist in this 
sample most probably because the ICT professionals who participated are involved in 
a lot of hands-on work. But research is about theories and proving these theories. 
Therefore the nature of the sample could be the reason for this fall out. In the Myers 
Briggs instrument, females are more likely to be ISTJ than INTJ. The reverse is true 
of men. Both men and women appear in the ESTJ trait though.  
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• Conference Details 

Conference title:  8th Annual Hawaii International Conference on Education 

Dates: 7
th

 - 10
th

 January 2010 

Location: Honolulu, Hawaii 

Conference goal: “The main goal of the 2010 Hawaii International Conference on Education 

is to provide an opportunity for academicians and professionals from various education 

related fields from all over the world to come together and learn from each other. An 

additional goal of the conference is to provide a place for academicians and professionals 

with cross-disciplinary interests related to education to meet and interact with members 

inside and outside their own particular disciplines.” 
 

(Hawaii International Conference on Education Website) 

Pertinent Topic Areas:  Curriculum, Research and Development and Science Education  
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Case study – “Surf Science: New wave science education in the pipeline” 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 1: Surf Science at the Margaret River Campus, south Western Australia 
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• Background 

Delivery of the Bachelor of Science (Surf Science & Technology) program commenced at 

Edith Cowan University South West Campus in 2002. Since then, we have had over 160 

students enrolled within the program with 65 of that group successfully graduating from the 

course. Of the total cohort, 93 have been male students, 68 females with 25 students of our 

student population being international enrolments. 

Our degree structure offers a broad spectrum of science study, providing our 

undergraduates with a range of experiences and consequently a prospect for entry into 

diverse vocational opportunities. We have had excellent success with our graduate 

outcomes. Approximately twenty of our graduands have been employed as Environmental 

Scientists and/or Environmental Officers by the WA State Government Department of 

Environment, the Department of Conservation and the Department of Water. We have had 

students employed by the Australian Government Bureau of Meteorology as 

meteorologists, with one of our lads currently leading a team in the Australian Antarctic 

Territory. Other students have pursued careers in the surf industry being employed by 

Surfing WA, Surfing Australia, Creatures of Leisure, West Surfing Products and Rusty. Several 

students have completed post graduate Diploma of Education qualifications culminating in 

the development of enthusiastic young science educators. 

Table 1: Unit offerings from K22 BSc (Surf Science & Technology) program ECU South West 

Marine Ocean Sciences 
 

Material Sciences Surfing Genre Business Studies 

Oceanography Surfboard Manufacture Surf Culture Marketing 

Meteorology Surfboard Materials & Design Surf Skills Management 

Waves, Tides & Beaches Physical Science Surf Performance Leadership 

Coastal Zone Management  Contemporary Issues in Surfing Business Development 

Marine Ecology  Event Management Accounting 

Marine Biology  Competitive Surfing Economics 

Marine Environmental issues    

 

 

 

 

 

 

 

 

 

 

Figure 2: In the field, Pocillopora coral surveying, Parker Point, Rottnest Island, 2009  
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• Intended audience 

The presentation is intended for educators who are interested in learning about the BSc 

(Surf Science) program being delivered at Edith Cowan University in the south west of 

Western Australia. The program is principally concerned with coastal / marine 

environmental science using the surfing genre as a point of difference.  

• Key words 

Surf Science, Science Education, Surfing, Marine Environmental Science, Higher Education  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 2 & 3: Skills Analysis in Surfing camp, Denmark, south Western Australia 2009  
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• Abstract 

The Surf Science program at ECU South West has undergone appropriate evolution since 

inaugural delivery commenced in 2002. Many of our graduands have become gainfully 

employed as Environmental Scientists. As a consequence of this tendency and due to the 

inherent interest that surfers have with the maritime situation, a significant component of 

our degree structure is now concerned with the study of the marine science.   

In this colloquium I intend to deliver a case study presentation describing our unique 

program. I will outline our course structure and explain how our program offers young 

motivated people who are often atypical university candidates an opportunity to graduate 

with a Bachelor Science degree and consequently pursue a professional career. 

Shifting student demographics will be considered. Reference will be made to the 

noteworthy theoretical and practical components of our course, emphasising units of study 

concerned with marine education and surfing. Experience indicates that people are 

generally interested in learning more about our Surf Science degree – they are often 

surprised by the scientific rigour, variety of content and graduate successes of our program. 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 4: Andrew Winchester, Surf Science graduate, Bureau of Meteorology duty forecaster 

 

 

(Prepared by Rob Holt, August 2009) 
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Effects of Embedded Literacy Program on the Development of Early 
Literacy of Young Children with Special Needs 

 

Yu-Jun Chen 

Department of Child Care and Family Studies 

Shu-Te University 

 

Kai-Ling Wu 

Affiliated Kindergarten of Kaohsiung Municipal Kaisyuan Primary School 

 
Rationale 

 

 Studies have shown that reading acquisition is a process that begins early in 

preschool period and that preschoolers’ literacy ability is a reliable predictor of children’s 

later reading performance (Bennett, Weigel, & Martin, 2002; Scarborough, 20031). In 

addition, children who have difficulties with reading early on, they rarely catch up; instead, 

consequences are referred to remedial services (Learning First Alliance, 1998; Torgeson, 

1998). Convergent evidence documents the importance of early reading intervention. 

However, intervention approaches usually focus on one-on-one tutoring or emphasize 

particular emergent literacy domain, such as print referencing or phonological awareness. 

Educators have become increasing aware of a broad-gauged intervention approach which 

designed to enhance young children’s literacy development in preschool settings. The 

purpose of this study was to examine the effectiveness of an embedded literacy program on 

the development of early literacy of young children with special needs. 

 
Methods 

 

Five young children with special needs who attended in a public kindergarten where 

include a half-day inclusion and half-day special education program participated in this study. 

The design of the embedded literacy program was adapted from Hemmeter, McCollum, & 

Hsieh (2005). Components of the embedded literacy program includes: (a) three skill clusters 
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which support young children’s development of comprehension, narrative, and vocabulary, 

phonological awareness, and print concepts, (b) enriched literacy environment, and (c) the 

utilization of semantic maps to enhance children’s story comprehension. A withdrawal design 

of single subject research was applied in this study to assess the withdrawal of intervention of 

the embedded literacy program on effects maintenance.  

 

Results 

 

Results indicated the embedded literacy program was effective in increasing the young 

children’s general emergent literacy development (reading comprehension, phonological 

awareness, and writing concept), phonological awareness (awareness of initials and rhymes), 

and their reading behaviors in classroom. However, the effectiveness was varied according to 

the developmental uniqueness of the young children.  

Intervention Effects on General Emergent Literacy Development 

 Five participants’ general emergent literacy performances before and after the 

intervention are presented in Table 1. All children’s performances on the Emergent Literacy 

Scale for Preschoolers increased after participating in the intervention, especially on reading 

comprehension subscale. 

Table 1 Participants’ general emergent literacy development in pre and post test 

 

Participant 

Reading comprehension 

Percent 

Phonological and print awareness 

Percent 

Writing concept 

Percent 

 Pretest Posttest Pretest Posttest Pretest Posttest 
S1 4.55 31.82 31.25 75 15 35
S2 22.73 68.18 62.5 81.25 5 45
S3 4.55 63.64 25 50 5 30
S4 45.45 90.91 25 75 5 30
S5 54.55 100 68.75 87.5 30 40

Average 26.37 70.91 42.5 73.75 12 36
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Intervention Effects on Phonological Awareness 

 In general, scores of five participants’ phonological awareness increased after 

intervention. However, the effectiveness of intervention on children’s phonological awareness 

was not consistent among participants. Only S1 child made consistently progress on three 

tests of phonological awareness. 

Table 2 Participants’ phonological awareness scores 

Participant Initials awareness* Rhymes awareness* Tone awareness* 
Pretest Posttest Pretest Posttest Pretest Posttest 

S1 9 12 8 13 3 11 

S2 11 9 8 10 11 9 

S3 9 11 13 9 10 10 

S4 9 13 10 10 10 8 

S5 14 11 8 11 10 13 

Average 10.4 11.2 9.4 10.6 8.8 10.2 

*Highest score = 20. 

Intervention Effects on PPVT-R 

 Children’s receptive vocabulary before and after intervention was measured with the 

Peabody Picture Vocabulary Test-Revised (PPVT-R; Dunn & Dunn, 1981). Children’s 

performance on the PPVT-R is presented in Table 3. Results indicated that all children’s 

scores on the PPVT-R increased. 

Table 3 Participants’ scores on PPVT-R in pre and posttest 

 

Participant 

Row score Standardized score Percentile rank  
Increased 
Percentile Rank Pretest Posttest Pretest Posttest Pretest Posttest

S1 25 29 82 85 12 16 4 

S2 27 44 85 98 16 45 29 

S3 12 31 75 86 5 18 13 

S4 43 46 107 110 68 75 7 

S5 47 67 114 121 82 92 10 
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Intervention Effects on Reading Behaviors 

 Observable emergent reading behaviors were taken from the authentic classroom 

assessment of early reading reported by Valencia (1997), including book awareness, concepts 

of print, story sense, rereading familiar books, and sound/symbol and word identification. 

The percentages of children’s reading behaviors during three conditions are presented in 

Table 4. The percentage of reading behaviors during the baseline condition was rather low, 

with range of 18.75 to 50. All children displayed more reading behaviors during the 

intervention condition. However, three of the five children displayed less reading behaviors 

during withdrawal condition, but results were increased than during baseline. 

Table 4 Participants’ reading behaviors in different intervention conditions 

 

Participant 

Reading Behavior（%） 

baseline intervention withdrawal 

S1 25 47.5 50 

S2 50 95 91.67 

S3 18.75 55 50 

S4 37.5 75 58.33 

S5 50 80.56 91.67 

 

Discussion 

 

 The results of this study suggest that the use of embedded literacy program in early 

childhood special education setting facilitates children’s emergent literacy skills and receptive 

vocabulary ability. In this study, three emergent literacy skill clusters and semantic map 

teaching strategies, along with enriched literacy environment, led to an increase in literacy 

skills and behaviors in of preschool children with special needs. Consistent with previous 

studies (Neuman & Roskos, 1993), the teacher behaviors and classroom environment play an 
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essential role in children’s emergent literacy skills and reading behaviors. However, the 

effectiveness was varied according to the developmental uniqueness of the young children. 

Two children who were diagnosed as autisms made a much more progress, especially in their 

reading comprehensions. Further, due to the small sample, the results of this should not be 

generalized to larger populations. 
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Yu-Jun Chen 
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Abstract 

 
Recently, issues in relation to the development and learning of new immigrants’ 

children are highly concerned by the Department of Education Bureau and educators in 

Taiwan. The disadvantages of home environment, lower socioeconomic status, and the 

limitation of mothers’ mandarin ability may play important roles in young children’s early 

literacy acquisition. Under the circumstances of the increasing number of cross-cultural 

marriage in Taiwan, early childhood educators confront a greater challenge in teaching 

practice than before when the backgrounds of young children in their classrooms become 

variable. Teachers need supports not only in multicultural education, but also specific 

instructions on teaching young children’s literacy. The purpose of this two-year ongoing 

study is: (a) to explore the beliefs, knowledge, and practices of Taiwanese preschool teachers 

when teach new immigrants’ children to learn early literacy, (b) to examine relationships 

among teachers’ beliefs, knowledge, and practices, and (c) to investigate the effects of 

ongoing early literacy teaching support program on the process of transformative learning of 

teachers who teach new immigrants’ young children. This poster presentation will describe 

the methods and results from a survey study designed to understand Taiwanese preschool 

teachers’ beliefs, knowledge, and practices of teaching early literacy when the backgrounds 

of young children in their classrooms become variable.  
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Abstract 

Research on multicultural counseling competencies tends to focus on graduate and early 

career training, with little attention to advanced career professional development.  This study 

determined the extent in which counseling professionals engaged in post-graduate multicultural 

counseling competencies (MCC) professional development training.  A sample of counseling 

professionals (n = 201) completed a survey inquiring about their training and experiences in 21 

multicultural topics generally found in multicultural counseling textbooks.  Overall, the results 

determined counseling professionals are interested in post-graduate multicultural counseling 

training; although less are actually engaging or completing training.  The implications for 

continuing education will be discussed.   
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Are counseling professionals interested engaging in multicultural training?  An exploratory study 

on the professional development 

Arredondo and Toporek (2004) stressed the overlap between multicultural counseling 

competencies (MCC) and ethical practice as one of the critical topics on the discourse of MCC.  

However, the American Counseling Association’s (ACA) Code of Ethics (2005) blurs the lines 

between MCC and ethics by its explicit language referencing cultural awareness, knowledge, and 

skills. Undeniably, the MCC objectives (Arredondo et al., 1996) and ethical standards apply to 

all counseling professionals, regardless of professional level and employment settings.  Similar 

to ethical standards, MCC is a conscientious and continuous process that must extend beyond 

graduate training and supervision (Parham & Whitten, 2003).  Three sections of the Code of 

Ethics (ACA), C.2.a (Boundaries of Competence), C.2.f (Continual Education), and E.5.c. 

(Historical and Social Prejudices in the Diagnosis of Pathology), minimally provides support to 

the argument that continual MCC training is necessary and fundamental to our profession.  The 

MCC objectives (Arredondo et al.) offer the profession specific behavioral and dispositional 

objectives compatible and, now, reflected in our ethical standards and guidelines.  The 

abovementioned sections of the ethic codes confer with (a) MCC’s domains of Counselor 

Awareness of Own Cultural Values and Biases, Counselor Awareness of Client’s Worldview, 

and Culturally Appropriate Intervention Strategies; (b) the commitment to expanding MCC 

knowledge (Constantine & Ladany, 2001; Parham & Whitten; Robinson & Morris, 2000); and 

(c) the ongoing learning required by ethical guidelines and mandated by state licensure and 

professional certifications.     

In the foreword to Multicultural competencies:  A guidebook of practices (Roysircar, 

Sandhu, & Bibbins, 2003), Jane Goodman, former President of ACA, 2001-2002 wrote: 
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Good multicultural counselors have a strong commitment to and understanding of 

multicultural competencies and take advantage of opportunities to expand their 

knowledge base through intensive training and through reading books such as the MCC 

Guidebook. (pp. ix-x) 

Dr. Goodman’s comment emphasizes viewing multicultural counselng training as a continuous 

learning process occurring throughout one’s career.  However, the literature on MCC tends to 

focus on its development among graduate students and professional trainees (see Worthington, 

Soth-McNett, & Moreno, 2007)   The focus on graduate and early career training fails to promote 

MCC training as a necessary and continuous component of professional development.  The 

development and sustainability of MCC include continual reflection, learning and relearning of 

the historical and contemporary cultural influences on human development and behavior, health 

and wellness, and effective intervention strategies (D’Andrea et al., 2001; Delphin & Rowe, 

2008), thereby, creating a dynamic developmental process necessary for clinically competent 

professionals. 

 Statement of the Problem 

Multicultural counseling training currently reaches most graduate students and trainees 

due to training programs adhering to the standards and accountability determined by their 

accrediting boards. However once students complete their programs and begin their careers as 

independent professionals, they customize their professional development and continual 

education training based on their individual clinical interests and licensure or certification 

requirements (Parham & Whitten, 2003).  For some professionals, MCC training can potentially 

end once their professional career begins, especially if professionals view MCC as (a) an early 

career training objective or (b) separate from clinical competency.  Endorsement of an 
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universalistic or color-blind approach to human development and applied practices also affect 

professionals’ interest in MCC training (Neville, Spanierman, & Doan, 2006).  The absence of 

MCC training as applicable or necessary during the post-degree years fuels the debate on 

whether generic clinical competence or ethical practices subsumes MCC or if MCC 

automatically translates to ethical and effective MCC practices.     

Without a doubt, all the elements of the counseling profession and our own personal lives 

exist within a dynamic cultural context.  Completing multicultural counseling training during 

graduate studies does not ensure the preparedness to address the constant changes affecting 

individuals, groups, or society-at-large.  For example, a counselor will experience many changes 

over the course of his or her career through maturity, experiences, changes in interests and job 

duties, all potentially affecting the counselor’s personal and professional philosophies, 

confidence, and efficaciousness (Goodyear, Wertheimer, Cypers, & Rosemond, 2003; Rønnestad 

& Shovholt, 2003).  Simultaneously, ethics, scientific inquiry, theoretical approaches, 

assessment, diagnoses, and interventions affect our profession’s knowledge-base and practices 

and overall professionalism.  Our society continues to experience rapid changes due to 

demographical, educational, economical, and technological shifts, resulting in changes in public 

policies and legislations.  All of these changes inform and influence the interpersonal and 

relational qualities and characteristics that are unique to our profession (D’Andrea et al., 2001; 

Ridley, Liddle, Hill, & Li, 2001), requiring periodic reflections, relearning, and reconnecting to 

“who we are”, “what we do”, and “how we do what mental health professionals and educators 

are known for and expected to do”.   
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The Purpose of the Study 

 The premise of this study emphasizes MCC as a dynamic developmental process 

applicable to all mental health professionals.  MCC, coexisting with the ethical standards and 

guidelines, requires continuing education and professional development training for its 

obtainment and sustainability of its intended goals (Delphin & Rowe, 2008: Parham & Whitten, 

2003). Thus, this study determined (a) the extent professional counselors engaged in 

multicultural counseling and professional development training and (b) the specific multicultural 

counseling topics participants endorsed as possessing competence, clinical experiences, and 

desiring more training.  This study tested a secondary hypothesis of how professionals 

categorized in subgroups based on years of experience differed on their graduate-level 

multicultural training, MCC, interests and engagement in more multicultural counseling training.    

Literature Review 

Counselors and psychologists function as the conduit between scientific knowledge on 

human development and applied practices.  Historically, our cultural socialization and 

ethnocentric view of human growth and development promoted a vision of health and well-being 

that reinforced the marginalization and stigmatization of racial and cultural minority groups and 

individuals (Robinson & Morris, 2000).  MCC philosophy delineates the differences between 

diversity and multiculturalism by broadening the perspective of working with the culturally 

“other” to including the dynamics of social power and privilege (Liu & Pope-Davis, 2003).  The 

tenets of MCC acknowledge the role our profession will continue to play in institutionalizing 

social inequalities and privileges, if we remain ethnocentric and rigid, ineffective in helping 

diverse populations of clients, and on the peripheral of social change:  “…it predicted that they 

[counselors and psychologists] will be increasingly viewed as irrelevant by many of the 
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culturally and racially different persons that they are called upon to serve (Parham, 1993, 1996).” 

(D’Andrea et al., 2001, p. 230).  Most importantly, MCC theories view counselors as racial and 

cultural beings, equally exposed and affected by the same cultural socialization as our clients.  

These theories place counselors, as active participants within the cultural dynamics of 

professional relationships, as opposed to being in the role of outside, objective, yet facilitative, 

observers.  This paradigm shift challenged the ethnocentricism of traditional counseling theories 

and practices and personal sociocultural beliefs and biases that can remain embedded in one’s 

professional work.  This intersection of ethnocentricism and personal bias risks objectifying and 

labeling clients who are racially and culturally different from the counselor as the “culturally 

other”.   

MCC’s ultimate goals involves a broader and more flexible conceptualization of 

individual, group, and society that helps us understand and intervene more effectively on behalf 

of those who are recipients of our services in all settings and across the lifespan. As the MCC 

literature shifts its focus from conceptual to more empirical, its applied aspects continue to 

expand and change because of the rapid societal changes and the field’s lingering discourses.  

These changes directly affect professionals and clients, presenting new challenges in providing 

multiculturally, clinically, and ethically competent practices.  Our society and profession are 

fluid and dynamics; thus, it is impossible for MCC to be static and unchanging.   

The literature on MCC training primarily tends to focus on students and trainees (Phillips, 

2000; Robinson & Morris, 2000; Worthington et al., 2007), with little attention to continuing 

education training for professionals (Delphin & Rowe, 2008; Holcomb-McCoy & Myers, 1999; 

Parham & Whitten, 2003).  The MCC professional development training documented with 

professionals often highlight systemic training opportunities with the end goal of transforming 
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the organizations into a multiculturaly competent environment.  This type of transformation 

requires a commitment from the organizations’ governance, administrators, faculty, and staff 

(Casas, Pavelski, Furlong, & Zanglis, 2001; D’Andrea et al., 2001; Fukuyama & Delgado-

Romero, 2003) to assess themselves, individually and collectively, on their levels of MCC and 

training needs.   

The Council for Accreditation of Counseling and Related Educational Program 

(CACREP) incorporated multicultural counseling as a required core area (Social and Cultural 

Foundations) in 1994.  Due to curriculum changes and other cultural changes occurring within 

our society, there are counseling professionals who may have limited multicultural counseling 

training and exposure to specific multicultural counseling topics.  Parham and Whitten (2003) 

and Robinson and Morris (2000) expressed skepticism about graduate training producing 

multiculturally competent professionals because of  programs’ limited offering of multicultural 

courses, the course content, and students’ clinical experiences may not provided students with 

enough knowledge and understanding of multiculturalism “to produce professionals who are 

multiculturally competent” (Robinson & Morris, p. 245).  Although training programs now 

require a multicultural counseling course, the percentage of students who took only one 

multicultural course far exceed those who completed two or more courses (Locke & Kiselica, 

1999; Reynolds, 1999; Sodowsky, Kuo-Jackson, Richardson, & Cory, 1998).  The skepticism is 

understandable considering the amount of resistance observed by multicultural educators and 

trainers during instructions, particularly when the topics included power, privilege, and 

oppression (Constantine, Melincoff, Barakett, Torino, & Warren, 2004; Reynolds).  Yet, 

empirical studies with MCC self-report repeatedly reveal perceived MCC from graduate 

students, trainees, and professional counselors who completed MCC professional development.  

2010 HICE Proceedings - Page 2818



These findings occurred regardless of the participants’ views on the adequacy of their MCC 

training (Holcomb-McCoy & Myers, 1999) and contradictory MCC clinical behaviors, such as 

case conceptualization, broaching cultural content, or microaggression (Constantine, 2007; 

Constantine & Ladany, 2000; Day-Vine, Wood, Grothaus et al., 2007; Sue, Capodilupo, Torino, 

Bucceri, Holder, Nadal et al. (2007).     

The limited research on MCC continuing education training creates the missing link for 

the MCC movement.  The literature documents most professionals perceive themselves to be 

multiculturally competent; although there are many seasoned professionals who had limited or 

no multicultural counseling training during their graduate training because of when they 

completed their training.  Counseling professionals work in a variety of settings with diverse 

clients across the lifespan.  Professionals can engage in other activities and experiences that can 

contribute to the development of multicultural competencies (see Constantine et al., 2004; 

Sodowsky et al., 1998).  However, these experiences alone may only increase awareness and 

sensitivity.  Continuing education training, integrating the multiplicity of MCC, scientific 

inquiry, and applied practices, offers the most effective approach of continuous MCC 

development in professionals, particularly how multiculturalism applies to specific populations, 

settings, and organizations (also see Roysircar et al., 2003; Pope-Davis, Coleman, Liu, & 

Toporek, 2003).  Research on counselors’ behaviors, such as microagression (e.g., Constantine, 

2007; Sue et al., 2007), social desirability (Worthington, Mobley, Franks, & Tan, 2000), and 

broaching racial and cultural content with clients (Day-Vines et al., 2007) challenge 

professionals to closely reassess their interactions with diverse clients. 

Counseling professionals have participated in MCC professional development training 

occurring systematically in organizations, such as university counseling centers (Fukuyama, & 

2010 HICE Proceedings - Page 2819



Delgado-Romero, 2003), community mental health settings (Abernethy, 2005; Casas et al., 2001; 

Delphin & Rowe, 2008) and professional organizations (D’Andrea et al., 2001).  Yet, little is 

known about professionals who are private practitioners or working in settings that have yet to 

assess, challenge, or engage their personnel in the dialogue of multiculturalism.  Increases in 

MCC journal articles, textbooks, and conference presentations and workshops offer many 

opportunities for continuous professional development. Unfortunately, Parham and Whitten 

(2003) noted low attendance, overrepresentation of cultural and racial minority attendees, and 

inconsistencies in content and pedagogy as challenges for MCC continuing education training.  

In short, the question remains:  “To what extent are counseling professionals engaging in post-

degree MCC continuing education?”  

Method 

Participants 

 The initial sample consisted of 201 professionals.  The sample’s racial composition 

consisted of 8% African Americans, 84% White/Caucasian, 2% Native Hawaiian / Pacific 

Islander, and 1% identified as “Other”.  One participant identified him- or herself in each of the 

following racial groups:  Biracial/Multiracial, American Indian / Alaska Native, and Latino 

origin, respectively.  Ninety-five percent of the sample identified as United States citizens.  

Seventy-seven percent was female.  The average age was 45.  The sample’s highest levels of 

counseling or counseling-related degree were 79% master degrees, 8% doctoral degrees, 7% 

educational specialists, and 5% “other”.  Slightly more than two-thirds of participants held 

professional state licensure and less than one-third held state certification.  Additionally, 35% 

held national professional certification.  The average length of time since completing graduate 

training was 13 years, ranging from 1 to 50 years, and with a median and mode of 10 years.  
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Approximately, three-fourths of the sample reporting working full-time, 15% part-time, 5% 

retired, and 3.5% indicated they were not employed in the counseling profession. 

Table 1 summarizes the respondents’ information on graduate programs, work settings, 

total work experiences, and current job functions.  Overall, the participants reported working in 

diverse settings. Over a quarter of the participants worked in the K-12 settings (28%) followed 

by private practice (23%).  The sample reported more average years of clinical experience (M = 

12.44, SD = 9.18) than teaching or educational (M = 9.27, SD = 8.91), administrative (M = 6.71, 

SD = 5.28), or other duties (M = 6.27, SD = 5.49).  Ten percent of the sample reported working 

at more than one setting.  Seventy-six percent of participants (n = 153) indicated their job duties 

involve counseling or clinical services, which they reported spending approximately an average 

of 45% of their work time allocated to this duty. Only a fourth of the participants reported 

engaging in one job duty, most reported their work time covered two or more of the duties listed.  

Interestingly, 9% reported engaging in four or more job duties. 

Instrumentation 

 The researcher designed a paper survey specifically for master-level mental health 

professionals to assess their interests in doctoral studies, professional development, and 

multicultural training.  The survey required participants to record their knowledge-base, 

experiences, competencies, and desire for more training to a list of 21 multicultural counseling 

topics that are generally found in multicultural counseling textbooks.  Separate survey items 

collected demographic and career information.   

Procedures 

Upon IRB approval, the survey was mailed to 1,121 professionals, combining mailing 

lists of 10 years of community counseling and school counseling alumni from a CACREP-
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approved counselor education program at a southeastern pubic university and a regional listing 

(surrounding the university) of licensed master-level professionals provided by the state 

licensure board.  The mailing included an informational letter, the survey, and self-addressed 

envelopes.  The mailing occurred once and without postcard or email reminders. Two hundred 

and one respondents returned completed surveys, yielding a return rate of 19%.   

Data Analysis 

 Due to missing data, percentages reported may not calculate to 100%.  Participants who 

reported current job functions as counseling or clinical services and provided graduation dates 

were selected as a subsample (n = 143) for final analyses.  Due to dispersion of the years since 

graduation, the sample was divided into three groups:  (a) “early career” (n = 45) for 1 to 7 years 

(M = 3.53, SD = 1.75), (b) “mid-career” (n = 68) for 8 to 19 years (M = 11.65, SD = 3.70), and 

(c) “seasoned career” (n = 30) for those with 20 or more years (M = 27.60, SD = 6.09) since 

graduation.  The levels for the number of multicultural counseling courses taken, required 

multicultural counseling courses, multicultural counseling continuing education within the past 

three years, and multicultural counseling continuing education required were converted to two 

levels (“no” for zero counts and “yes” for counts of one or more) to eliminate cells with expected 

count of less than five for the chi square analysis.  Final analyses included chi square, analysis of 

variance (ANOVA), and linear regression analyses 

Results 

 Multicultural Counseling Training.  Half of the participated reported attending CACREP-

approved graduate program compared to 35% who did not attend a CACREP-approved program.  

Eighty-two percent took at least one multicultural counseling course in their graduate programs. 

Approximately half (42%) of these participants took two or more multicultural counseling 
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courses in their programs.  Ninety-two percent of the participants who took a multicultural 

counseling course indicated it was a required course, of which 80% indicated there was a one-

course requirement and the remaining 20% indicated their programs required at least two or 

more multicultural counseling courses.  Table 2 presents a summary of the multicultural 

counseling topics selected by respondents.  Eighty-one percent indicated interest in desiring 

more multicultural counseling training.  Fifty-five percent reported completing at least one 

professional development or continuing education training in multiculturalism or diversity issues 

within the past three years, of which 41% indicated the training was required by their 

employment or professional licensure or certification.  Thirty-one percent of those who 

completed multicultural counseling professional development training took at least two trainings.  

In contrast to participants who engaged in multicultural counseling professional development 

training, 42% of the sample indicated they had not taken any multicultural counseling 

professional development training within the past three years.    

Eighty-four percent endorsed having multicultural clinical experiences in an average of 

six areas, with a mode of zero multicultural counseling clinical experience (n = 32, 16%).  

Eighty-five percent perceived themselves to be multiculturally competent in, also, an average of 

six areas, and, similar to multicultural counseling clinical experience the mode was no 

endorsement of MCC (n = 29, 14%).  Majority of the participants indicated their clinical 

experiences exceeded their multicultural counseling competencies, with the exception being 

Ethical Standards for Working with Diverse Populations.  The respondents (82%) indicated 

wanting more training in all 21 multicultural counseling topics, ranging from the least interested 

(8%), working with Caucasian/European or White American individuals, to the most interested 

(49%), working Latino American/Latino or Hispanic individuals.  With few exceptions, majority 
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of the participants expressed desiring more training in areas they considered themselves already 

having clinical experiences and competencies.   

 Comparison of Career Groups.  Chi square analyses determined statistical differences 

among the groups on the number of multicultural counseling courses taken during graduate 

training (χ2 = 28.14, p = .000), multicultural counseling courses required by graduate programs 

(χ2 = 28.35, p = .000), and those who hold state licensure (χ2 = 44.62, p = .000).  The groups 

were equivalent regarding the number of multicultural counseling continuing education 

completed (χ2 = 3.96, p = .14) and required (χ2 = 2.19, p = .33).  Ninety-six percent of the early 

career group took multicultural counseling courses in their graduate programs compared to 82% 

of the mid-career group or 47% of the seasoned career group.  However, more early career 

respondents (97%) attended programs requiring multicultural counseling courses than the mid-

career groups (92%) or of the seasoned career groups (86%).   

An one-way ANOVA tested the differences between the career groups’ means on the (a) 

amount of work time spent on counseling/clinical services, (b) multicultural counseling topics 

covered in graduate training, (c) topics covered in multicultural counseling continuing education 

training, (d) clinical experiences in multicultural counseling areas, (e) stated multicultural 

competencies in multicultural counseling topics, and (f) desire for more multicultural counseling 

training.  The analysis revealed statistical differences on the clinical work time (F(2, 140) = 5.27, 

p. = .01), multicultural counseling topics covered in graduate courses (F(2, 137) = 41.02, p. = 

.000), and multicultural competencies in specific topics (F(2, 139) = 3.91, p. = .02).  Tukey post 

hoc analyses confirmed the statistical differences, showing the early career group (a)  spend less 

work time in counseling/clinical services than the mid-career group (MD = -13.94, SE =  5.83, p 

= .05) and seasoned career group (MD = -22.48, SE = 7.15, p = .05); (b) endorsed multicultural 
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competencies in more topics than the seasoned career group (MD = 3.17, SE = 1.16, p = .02); and 

(c) were exposed to more multicultural counseling topics in their graduate courses than the mid-

career groups (MD = 6.28, SE = .98, p = .000) and seasoned group (MD = 10.69, SE = 1.21, p = 

.000).   

Although not part of the original research question, a stepwise linear regression analysis 

determined the contributing factors associated with respondents’ stated multicultural 

competencies.  The analysis found three significant regression equations (refer to Table 4).  The 

first model (R2 = .33, F(1,117) = 57.54, p = .000) showed respondents’ multicultural counseling 

clinical experiences as the strongest influence on their stated multicultural competencies.  The 

second model (R2 = .38, F(2, 116) = 35.75, p = .000) shows the multicultural counseling topics 

covered during graduate training as a second significant factor when added to multicultural 

counseling clinical experiences (R2∆ = .05; F∆ = 9.69).  Respondents’ desire (or disinterest as 

indicated by the negative beta coefficient) for additional training contributed to the third 

significant model (R2 = .41, F(3, 115) = 26.22, p = .000).  Again, the addition of this variable, 

minimally, contributed to their perceived multicultural competencies (R2∆ = .03; F∆ = 4.81).  

Undoubtedly, the first model is statistically a stronger model; however, prior research on 

multicultural counseling competence has proven it is multifaceted construct, thus, the reasons for 

presenting all regression models that emerged from the analysis.   

Discussion 

Most of the research literature on MCC development focuses on graduate training, with 

little attention to MCC professional development training.  This paucity in research, 

unintentionally, presents an impression that pre-career training in the only critical time for MCC 

development throughout a professional’s career.  This study determined the extent a sample of 
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counseling professionals engaged in multicultural counseling professional development training.  

The study’s basic premise endorses MCC as a continuous learning process.  Overall, the results 

indicated slightly more than half of the respondents engaged in multicultural counseling 

development training within the past three years of data collection.  However, a closer look at the 

data tempers the practical significance of this finding.  The study reflects a consistent occurrence 

in MCC research – counselors, regardless of career level, tend to present themselves as 

multiculturally competent.  More respondents identified themselves as multiculturally competent 

than reported completing recent multicultural counseling training, having multicultural 

counseling clinical experiences, or, even, desiring multicultural counseling training.  This 

portrays a perception that MCC does not necessitate continual learning.  The author wanders if 

counseling professionals engage in less professional development in other clinical areas or 

interests,  such as assessment, evidence-based therapies, ethical issues, etc., of which they 

perceived themselves as competent.   

The analysis between the three career groups illustrates the impact of curriculum and 

training changes resulting from the inclusion of required multicultural counseling courses.  Early 

career professionals reported completing significantly more multicultural counseling graduate 

courses than their more experienced colleagues.  The differences between the early career and 

seasoned career groups in their graduate training failed to directly affect overall MCC, 

engagement in continuing education training, or desiring more training.  Although the variable of 

graduate courses did not directly emerge as a significant factor in the regression analysis, the 

models pointed to the importance of multicultural counseling topics covered in graduate courses 

as critical to perceived MCC.   
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MCC research poses many challenges, much of which are associated with the 

conceptualization of constructs, psychometric robustness of assessment instruments, and 

research methodology.  Several limitations should be considered when reviewing the study’s 

results.  First, the design of this study, although rather simplistic, relies on participants’ self-

reports on their perceived MCC and graduate and professional training.  Second, the design 

excluded mechanisms to control for social desirability or secure verification or confirmation of 

participants’ measurable levels of competence through psychometric means.  The data reported 

in this study was extracted from a larger data collected through a need assessment survey.  Third, 

the return rate is smaller than recommended (Alreck & Settle, 2004; Kerlinger, 1986); although, 

it is believed the study’s findings addressing a paucity in the MCC literature.    

Since the inception of the multicultural counseling movement, the field has experienced 

developmental changes regarding its theoretical foundation and clinical and research practices. 

These changes, along with the constant cultural changes, require continual learning throughout 

one’s career.  Similar to this study’s respondents, there are practicing professionals who may 

have graduated from training programs not requiring a multicultural counseling course or whose 

course offered a restricted range of topics than what is currently considered foundational 

knowledge.  Professional development training offers opportunity for professionals to stay 

current on new developments in the field and expand clinical knowledge and competency.  

Topics covered in multicultural counseling training during graduate education in combination 

with multicultural clinical experiences lay the foundation, not complete, for later MCC.  Without 

professional development training throughout one’s career lifespan, many professionals are 

indeed working at a deficit, which has serious implications for client care and ethical practice.   

2010 HICE Proceedings - Page 2827



References 

Abernethy, A. (2005). Increasing the cultural proficiency of clinical managers. Journal of 

Multicultural Counseling and Development, 33(2), 81-93. Retrieved June 9, 2008, from 

PsycINFO database.   

Alreck, P. L. & Settle, R. B. (2004).  The survey research handbook (3rd ed.).  New York:  

McGraw-Hill. 

American Counseling Association (2005).  ACA Code of Ethics.  Alexandria, VA:  American 

Counseling Association.  Retrieved from 

http://www.counseling.org/Resources/CodeOfEthics/TP/Home/CT2.aspx. 

Arredondo, P., & Toporek, R. (2004). Multicultural counseling competencies = ethical practice. 

Journal of Mental Health Counseling, 26(1), 44-55. Retrieved June 1, 2008, from 

PsycINFO database.  

Arredondo, P., Toporek, R., Brown, S. P., Sanchez, J., Locke, D. C.; Sanchez, J., & Stadler, H.  

(1996). Operationalization of the multicultural counseling competencies. Journal of 

Multicultural Counseling & Development, 24, 42-78.   

Casas, J. M., Pavelski, R., Furlong, M. J., & Zanglis, I. (2001).  Advent of systems of care:  

Practice and research perspectives and policy implications.  In J. G. Ponterotto, J. M. 

Casas, L. A. Suzuki, & C. M. Alexander (eds.), Handbook of multicultural counseling 

(2nd ed,) (pp. 189-221).  Thousand Oaks, CA:  Sage Publications.    

Constantine, M. (2007). Racial microaggressions against African American clients in cross-racial 

counseling relationships. Journal of Counseling Psychology, 54(1), 1-16. Retrieved June 

14, 2008, doi:10.1037/0022-0167.54.1.1. 

2010 HICE Proceedings - Page 2828

http://www.counseling.org/Resources/CodeOfEthics/TP/Home/CT2.aspx
http://sys.lib.clemson.edu:2257/ehost/viewarticle?data=dGJyMPPp44rp2%2fdV0%2bnjisfk5Ie46bZNrqa3TLak63nn5Kx95uXxjL6srUm0pbBIrq6eSa%2bwrkm4qbc4zsOkjPDX7Ivf2fKB7eTnfLuptEm0qrZKsq2khN%2fk5VXj5KR84LPjgOac8nnls79mpNfsVbesrkuvq7JOsq2kfu3o63nys%2bSN6uLyffbq&hid=22


Constantine, M., & Ladany, N. (2000). Self-report multicultural counseling competence scales: 

Their relation to social desirability attitudes and multicultural case conceptualization 

ability. Journal of Counseling Psychology, 47(2), 155-164. Retrieved June 12, 2008, 

doi:10.1037/0022-0167.47.2.155. 

Constantine, M. G., & Ladany, N. (2001).  New visions for defining and assessing multicultural 

counseling competence.  In J. G. Ponterotto, J. M. Casas, L. A. Suzuki, & C. M. 

Alexander (eds.), Handbook of multicultural counseling (2nd ed,) (pp. 482-498).  

Thousand Oaks, CA:  Sage Publications.   

Constantine, M., Melincoff, D., Barakett, M., Torino, G., & Warren, A. (2004). Experiences and 

perceptions of multicultural counseling scholars: A qualitative examination. Counselling 

Psychology Quarterly, 17(4), 375-393. Retrieved June 12, 2008, from PsycINFO 

database. 

D’Andrea, M., Daniels, J., Arredondo, P., Ivey, M. B., Ivey, A. E., Locke, D. C., O’Bryant, B., 

Parham, T. A., & Sue, D. W. (2001).  Fostering organizational changes to realize the 

revolutionary potential of the multicultural movement:  An updated case study.  In J. G. 

Ponterotto, J. M. Casas, L. A. Suzuki, & C. M. Alexander (eds.), Handbook of 

multicultural counseling (2nd ed,) (pp. 222-254).  Thousand Oaks, CA:  Sage 

Publications.  

Day-Vines, N. L., Wood, S. M., Grothaus, T., Craigen, L., Holman, A., Dotson-Black, K., & 

Douglass, M. J. (2007).  Broaching the subjects of race, ethnicity, and culture during the 

counseling process.  Journal of Counseling and Development, 85, 401-409. 

2010 HICE Proceedings - Page 2829



Delphin, M., & Rowe, M. (2008). Continuing education in cultural competence for community 

mental health practitioners. Professional Psychology: Research and Practice, 39(2), 182-

191. Retrieved June 9, 2008, doi:10.1037/0735-7028.39.2.182. 

Fukuyama, M. A., & Degado-Romero, E. A. (2003).  Against the odds:  Successfully 

implementing multicultural counseling competencies in a counseling center on a 

predominantly white campus.  In G. Roysircar, D. S. Sandhu, & V. E. Bibbins (eds.)., 

Multicultural competencies:  A guidebook of practices (pp. 205-216).  Alexandria, VA:  

Association for Multicultural Counseling and Development. 

Goodyear, R. K., Wertheimer, A., Cypers, S., & Rosemond, M. (2003).  Refining the map of the 

counselor development journey:  Response to Rønnestad and Shovholt.  Journal of 

Career Development, 30, 73-80.  Retrieved June 9, 2008 from PsychINFO database. 

Holcomb-McCoy, C., & Myers, J. (1999). Multicultural competence and counselor training: A 

national survey. Journal of Counseling & Development, 77(3), 294-302. Retrieved June 

9, 2008, from PsycINFO database. 

Kerlinger, F. N. (1986).  Foundations of behavioral research (3rd ed.).  New York:  Holt, 

Hinehart and Winston. 

Liu, W. M., Pope-Davis, D. B. (2003).  Moving from diversity to multiculturalism:  Exploring 

power and its implications for multicultural competence.  In D. B. Pope-Davis, H. L. K. 

Coleman, W. M. Liu, & R. L. Toporek (eds.), Handbook of multicultural competencies in 

counseling and psychology (pp. 90-102).  Thousand Oaks, CA:  Sage Publications.   

 

2010 HICE Proceedings - Page 2830



Locke, D. C.,  Kiselica, M. S. (1999).  Pedagogy of possibilities:  Teaching about racism in 

multicultural counseling courses.  Journal of Counseling and Development, 77, 80-86. 

Neville, H. A., Worthington, R. L., & Spanierman, L. B. (2001).  Race, power, and multicultural 

counseling psychology:  Understanding white privilege and color-blind racial attitudes.  

In J. G. Ponterotto, J. M. Casas, L. A. Suzuki, & C. M. Alexander (eds.), Handbook of 

multicultural counseling (2nd ed,) (pp. 257-288).  Thousand Oaks, CA:  Sage 

Publications.   

Parham T. A., & Whitten, L. (2003).  Teaching multicultural competencies in continuing 

education for psychologists.  In D. B. Pope-Davis, H. L. K. Coleman, W. M. Liu, & R. L. 

Toporek (eds.), Handbook of multicultural competencies in counseling and psychology 

(pp. 562-574).  Thousand Oaks, CA:  Sage Publications. 

Pope-Davis, D. B., Coleman, H. L. K., Liu, W. M., & Toporek, R. L. (eds.) (2003), Handbook of 

multicultural competencies in counseling and psychology.  Thousand Oaks, CA:  Sage 

Publications. 

Reynolds, A. L. (1991).  Challenges and strategies for teaching multicultural counseling courses.  

In J. G. Ponterotto, J. M. Casas, L. A. Suzuki, & C. M. Alexander (eds.), Handbook of 

multicultural counseling (pp. 312-330).  Thousand Oaks, CA:  Sage Publications. 

Ridley, C. R., Liddle, M., Hill, C. L., & Li, L. C. (2001).  Ethical decision making in 

multicultural counseling.  In J. G. Ponterotto, J. M. Casas, L. A. Suzuki, & C. M. 

Alexander (eds.), Handbook of multicultural counseling (2nd ed,) (pp. 165-188).  

Thousand Oaks, CA:  Sage Publications. 

2010 HICE Proceedings - Page 2831



Robinson, D., & Morris, J. (2000). Multicultural counseling: Historical context and current 

training considerations. Western Journal of Black Studies, 24(4), 239-253. Retrieved June 

9, 2008, from PsycINFO database. 

Rønnestad, M. H. & Shovholt, T. M. (2003).  The journal of the counselor and therapists:  

Research findings and perspectives on professional development.  Journal of Career 

Development, 30, 5-44.  Retrieved June 9, 2008 from PsychINFO database. 

Roysircar, G., Sandhu, D. S., & Bibbins, V. E. (eds.)., (2003).  Multicultural competencies:  A 

guidebook of practices.  Alexandria, VA:  Association for Multicultural Counseling and 

Development. 

Sodowsky, G. R., Kuo-Jackson, P. Y., Richardson, M. F., & Cory, A. T. (1998).  Correlates of 

self-reported multicultural competencies:  Counselor multicultural social desirability, 

race, social inadequancy, locus of control racial ideology, and multicultural training.  

Journal of Counseling Psychology, 45.  Retrieved June 09, 2008 from ERIC database.  

Sue, D., Capodilupo, C., Torino, G., Bucceri, J., Holder, A., Nadal, K., et al. (2007). Racial 

microaggressions in everyday life: Implications for clinical practice. American 

Psychologist, 62(4), 271-286. Retrieved June 14, 2008, doi:10.1037/0003-066X.62.4.271.  

Worthington, R., Mobley, M., Franks, R., & Tan, J. (2000). Multicultural counseling 

competencies: Verbal content, counselor attributions, and social desirability. Journal of 

Counseling Psychology, 47(4), 460-468. Retrieved June 12, 2008, doi:10.1037/0022-

0167.47.4.460. 

Worthington, R., Soth-McNett, A., & Moreno, M. (2007). Multicultural counseling 

competencies research: A 20-year content analysis. Journal of Counseling Psychology, 

54(4), 351-361. Retrieved June 1, 2008, doi:10.1037/0022-0167.54.4.351 

2010 HICE Proceedings - Page 2832



Professional counselors & CE training in multicultural counseling      23 

Table 1   

Summary of Respondents’ (N = 201) Graduate Programs and Employment Settings by 

Percentages 

Graduate Programs % Current Employment Settings % 

Counseling / Counseling & Guidance 30 K -12 28 

Community Agency 17 Independent Practice 23 

Counselor Education 10 Community Agencies 14 

School Counseling 10 Higher Education 11 

Marriage & Family Therapy 4 Non-profit Organizations 11 

Student Affairs 4 Other 9 

Educational Psychology 3 Hospital / Medical Facilities 9 

Psychology 3 Business / Corporate 1 

Clinical Psychology 2 Government Agencies  1 

Counseling Psychology 2   

Industrial / Organization 1   

Pastoral Counseling 1   

Personnel 1   

Rehabilitation Counseling 1   

Social Work 1   
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Table 2   

Percentages of Respondents from Full Sample (N = 201) who Endorsed Multicultural Counseling Topics Based on Graduate Courses, 

Continuing Education, Clinical Experiences, Stated Multicultural Counseling Competencies, and Desires for More Training 

 

Multicultural Counseling Topics  

Graduate 

Courses 

(n = 166) 

Continuing 

Education 

(n = 111) 

Clinical 

Experiences 

(n = 153) 

Multicultural 

Competencies 

(n = 153) 

More 

Training 

(n = 164) 

None  14 37 16 14 18 

Acculturation Statuses 31 14 13 11 25 

African American/African Descent/Black 81 54 71 57 29 

Asian American/Asian Descent 72 24 30 19 28 

Assessment/Testing of Ind. from Diverse Populations 43 31 28 22 32 

Caucasian/European American/White  57 19 68 60 8 

Elderly Population 37 24 37 29 24 

Ethical Standards for Working w/ Diverse Populations 58 36 31 33 29 

Gender Issues 52 32 42 38 26 

Individuals with Disabilities 48 37 59 51 21 
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Institutional Racism 19 16 14 14 26 

International Residents/Immigrants/Refugees 13 12 11 8 28 

Latino American/Latino or Hispanic Descent 67 41 39 21 49 

Locus of Control/Locus of Responsibility 39 14 22 17 24 

Native Americans/American Indians/Alaskan Natives 57 15 12 11 21 

Pacific Islanders 23 5 7 4 15 

Racial/Ethnic Identity Models 54 17 18 18 23 

Religion/Spirituality 40 34 44 39 32 

Sexuality Identity 47 27 44 37 24 

Socioeconomic Status 48 28 48 41 18 

White Privilege/Whiteness 32 22 27 28 12 

Worldview 31 14 14 13 26 
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Table 3   

Linear Aggression Models for the Criterion Variable, Multicultural Counseling Competencies 

 F df R2 R2∆ β SE 

Model 1 57.54*** 1,117 .33 .33   

Constant     2.02** .68 

MC Clinical Experience     .58*** .08 

Model 2 35.75*** 2, 116 .38 .05   

Constant     .87 .74 

MC Clinical Experience     .48*** .08 

MC  Topics      .20** .06 

Model 3 26.22*** 3, 115 .41 .02   

Constant     1.27 .75 

MC Clinical Experience     .50*** .08 

MC Topics      .23*** .06 

Desire for More Training     -17* .08 

 
*p < .05, ** p < .01, *** p < .001. 
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Massive changes in Japanese society are ongoing and are currently having 

an enormous impact on many aspects of how the nation operates, and in its global 

interrelationships. One of the last vestiges of Japan's infrastructure to have been 

bombarded by this tidal wave of change is its system of education. The reasons for 

that may not be so readily obvious. However, it is rapidly becoming evident what 

the enormous effects such change may entail for higher education in Japan. In Part 

I of an ongoing research study and personal exposition, the challenges confronting 

the higher education system (HE) in Japan will be addressed in this paper.  

 
A personal preface to this exposition 

 
   The following critical analysis paper is an expository essay that serves as a 
cross-cultural perspective on the current situation facing Japanese higher education. It is 
based on the writer’s first-hand qualitative observations, and his own personal journey as 
an educational participant, scholarly observer, teacher, fellow faculty member, teacher 
trainer, student adviser, researcher, educational technology consultant, and as an active 
critic of higher education systems over the past nearly 40 years. Thirty of those years  
have been spent in Japan as both an international school teacher for 16 years (grades K-9), 
and then for 3 years as initially an adjunct instructor at eight Japanese institutions of 
higher learning, and now for nearly 12 years as an associate professor of English as a 
Foreign Language (EFL) at a well regarded medical, health and life sciences university 
with five campus across the country and three major research hospitals, located near 
Tokyo. 
  As an undergraduate and later for graduate studies, the writer has experienced being as 
a student, instructor, and also a parent and spouse, at a total of ten separate universities in 
three other countries outside of Japan over the span of his career. On this basis, the 
readers might be able to understand how the writer may be able to make such strong 
statements and draw these emphatic conclusions based on intimate and personal 
knowledge of the situations, without recourse to a host of quotations from a wealth of 
resource materials and bibliographic citations. Hopefully, with the readers’ kind 
indulgence, the observations, predications and proposals herein can be perceived as form 
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of intuitive and existential knowledge that ties together the myriad of complex 
contradictions among a large number of huge societal and institutional forces, and major 
convoluted trends in this Age of Mega-Complexity, as we endeavor collaboratively to 
become our own visionaries and the authors of our collective futures.   

 

 

Higher Education’s Loss of Navigation 
We first must begin by examining the nature of the problem. What are the 

reasons that Japan’s higher education system (HE) is in flux? To what do we owe its 

loss of navigation, or the fact that is seemingly adrift in a sea of chaotic change? 

Because higher education in Japan is largely private and commercially managed, 

although extensively financially supported and regulated by the national 

government, it is currently facing some major upheavals. Due in large part to the 

significant but gradual changes in demographics, but also fueled by the tremendous 

shifts in the financial imperatives, budget contingencies, dramatic evolution in 

fiscal and labor policies that occurred after the collapse of the economic 'bubble" of 

the 1990s, the educational system in Japan is facing major hurdles in terms of 

assuring quality of instruction through outside accreditation, meeting fiscal 

accountability restraints, maintaining it global status as a world economic power 

and as a center of academic scientific and applied engineering research. All this 

change must incorporate several other important factors, such as the volatility of 

the labor force undergoing significant restructuring, retooling and relearning, and 

the devolution and systemic restructuring of the higher education industry itself, of 

which over 75% are private universities, having to cope with the gradual depletion 

of its student population in the face of nationwide under-funding of higher 

education. The effects of these epoch-changing movements on monetary policy, 

revenue limitations, and human management issues will have monumental 

consequences for Japan's society. Moreover, they will eventually fundamentally 

alter the entire landscape of education, particularly that of higher education 

institutions in the not-too-distant future.  

The purpose of this paper is to describe the current state of change in 

Japan's society and economy as it relates to the impact on higher education. In 

particular, the challenges to viability and also the resulting opportunities in 

Japanese higher education that are being created by these paradigmatic shifts will 

be examined. Some proposals will be suggested for how the government, university 
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governance, individual educators, and both national and international professional 

educational organizations may both support, assist themselves to survive, and even 

thrive in this new era in tertiary education in Japan. Make real plausible steps for 

facing these change conditions must be reserved for publication in Part II of this 

research.  Not likely to be a single catastrophic firestorm event, unless there were 

to be a major physical disaster, such as a giant Tokyo earthquake or tsunami that 

destroyed the capital city’s financial hub and its seat of government, this relentless 

and inevitable march toward change, nonetheless, will reshape the country and all 

components of its social structure. In a large sense, education had stood as a 

bulwark against the tides of changes, creating a damned up potential of somewhat 

stagnant quality. But a flood cannot be held back if the rains to do not subside.  

These ten years ahead forebode a reshaping of the educational landscape 

that few college professors now are willing to envision or engage in discussing, 

much less in planning to adapt for, and few university board of regents have the 

power or capacity to combat this apparent apathy. To some extent, these changes 

are partly mirrored in what is now happening in the US and Europe, which are also 

facing drastic cuts in state and national budgets, with concurrent changes 

demographics as well, amid cries for greater accountability and improved quality of 

curricula and student services. Hursh (2008) argues that secondary and higher 

education have been radically transformed in the US and UK though the creation of 

curricular standards, and more recently by the insistence on an educational 

accountability that is measured by standardized tests and along with efforts to 

introduce market competition through private commercial services. While the 

accountability, accreditation and quality assurance for the certification or awarding 

of credits is not yet in place, Japan has a long history of using high-staked 

examinations for everything from college entrance to state licensing exams for 

professions to getting a driver’s license. However, under the structural, cultural and 

organizational frameworks in the country as they exists now, universities are much 

less able to take robust actions to cope with strong surges of evolutionary change, 

due in part to the enabling, and likewise, crippling grip of power that the state-run 

Japanese Ministry of Education exerts over all aspects of schooling from nursery 

schools to graduate institutions. At the same time, neither are these institutions 
well equipped to go forward with the evolutionary flow of change because they lack 

strong leadership, a situation re-enforced by an age old system based on allegiance, 
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loyalty, territoriality, and mutually beneficial, consensual agreements through 

power-brokering in many closed-door negotiations. This is not to imply anything 

sinister or untoward. It is simply a reflection on the behavior coming from the belief 

that those in a position of authority will also prove their devotion to those who 

follow them by making policy and budget decisions to everyone’s mutual benefit. Yet, 

these are strange times, and of necessity, harsh and crucial decisions may become 

compulsory, as things get worse.  

 
Mega-Complexity: Repercussions for Higher Education  
 While the traditional university in most every nation will inevitably 

undergo substantial, if not drastic, changes, the impetus for upheaval in higher 

education institutions in Japan is driven by demographic evolution of an aging 

society, by the constant inroads of new learning technology and information 

management systems, by massive restructuring in business and industrial sectors, 

by the increasingly harsher financial constraints of a revenue-strapped central 

government, by the changing demands on the public accountability of educational 

institutions by the Ministry of Education and by the public at large. The university 

system has to cope as well with the growing entrepreneurial threats of educational 

alternatives, and by the expanded intellectual opportunities of the increasingly 

globalized economy, by the needs of a knowledge production focused workforce, and 

our global network connected societies whose economic interdependence has been 

recently shown to be both critical and not as stable as once assumed. According to a 

number of analyses, globalization places new and specific responsibilities on our 

educational systems (Suárez-Orozco, M., et al, 2004). These involve developing 

cognitive skills, fostering intercultural skills and transnational competencies, 

harnessing digitals skills, helping to formulate identity in a globalized world 

(Süssmuth, 2007).  

 An extensive and more formal analysis of these complex issues of the HE 

system merits a complete book to adequately respond. In fact, one such 

well-documented book as published by Brian McVeigh (2002) who examined in 

depth the historical, educational, philosophical, and social systems that, in fact, 

makes an eloquent and persuasive argument why the quality of Japanese higher 

education is essentially a myth. The author of this paper offers a broad 

cross-cultural comparative perspective, based on thirty years of as an educator in 

2010 HICE Proceedings - Page 2840



HE in Japan, on the current factors affecting the nature and progress of change in 

the Japanese system of higher education. The critical analysis offered here 

addresses the structural challenges impeding change, describes how strictly 

traditional instructional pedagogy, resistant to innovation and quality improvement, 

is limiting learners and organizational growth for stakeholders in Japan’s higher 

educational system. It is my belief that one central problem is the assumption that 

‘teachers know best.’  It gives them incredible autonomy in their own classrooms, 

but there is not outside evaluation of the what students are actually learning or to 

what standards the instructor is holding the students or even themselves. The fact 

that so many content course have only a single summative examination, i.e. the 

final test, shows that many faculty members have little energy or experience or 

inventiveness for insuring that students are really learning the material. Courses 

go through the motions and are conducted identically for decades in some subject 

areas. In 12 years, this instructor has never had his class observed or his syllabi 

scrutinized by any other fellow teacher or administrator. The impetus for 

self-improvement seems to be inextricably bound to that of the institutional will for 

get better at what the university does: teaching and inspiring learning. When one is 

weak, the other fades away.  

That aforementioned analysis also delineates human resource and  

management barriers that constrict growth that would allow coping with change. 

Finally it investigates cultural precepts affecting the evolution of Japanese higher 

education. The ultimate intent is to outline principles that higher education 

systems both in Japan and elsewhere – as a global institutions- should recognize in 

facing these challenges in order to not simply survive, but hopefully, thrive in this 

age of chaotic change.   

 What Ronald Barnett (2000) referred to as ‘supercomplexity’ in a 

knowledge-based society has every appearance of galloping into hyperdrive. He did 

not go far enough at the time in pinpointing the essence of the coming turmoil. With 

the advent of a globalized, interdependent knowledge production economy 

spreading worldwide, an international political ecology characterized by chaos and 

instability with the new alignment of world power structures, new modes of 

increasingly smoldering conflict, and the recent global financial crisis which shook 

the world’s leading nations to the core, we have reached the Age of 

Mega-Complexity.  
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This new evolutionary wave of human macroculture is furthered along by 

our increasingly sophisticated digital media communication, and its new forms of 

global synchronicity, enhanced by the proliferation of Web 2.0 applications across 

our networked societies, and by the exponential reframing of our knowledge 

paradigms caused by unabated scientific discoveries and technological innovations. 

The questions of what new roles of intellectual authority do universities need to 

play, and in what new forms of institutional integrity can higher education lead us 

in taking our interdependent societies coherently and successfully toward the 22nd 

century are ones that need to be debated. Andy Hargreaves (2003, p.39) makes an 

effective argument by listing several reasons in detail why a strong system of state 

education should not only be an integral part of thriving and prosperous knowledge 

economy, but should also become vital in strengthening democracy because of the 

way it builds community and develops human character (Hargreaves & Fullan, 

1998). An allusion to this important underpinning function of higher education – 

one that, in fact, works – will be made in the Part II section of this research study 

on envisioning solutions. Chipman (1998) refers to this as “a fundamental shift in 

their core teaching business from knowledge induction to character formation.”  

Hargraves (2003, p. 41) goes on to insist that universities, especially as embodies 

the teaching and research faculty members,  

 
should not just be catalysts of the knowledge economy, they 
should also be essential counterpoints to it, building and 
preserving the public, communal democracy that parallels the 
knowledge society and is also imperiled by it. 

 

Such discourse as just recounted finds very few forums for engaging 

almost anyone in Japan. Fear, caused from the heat of the moment as the ‘crisis’ 

looms – agonizing over its own survival strategy and the bottom line – a condition 

that seems to have dampened the drive to approach the problem holistically. It 

should be duly noted that while most funded by the State (tax revenues), the vast 

majority of HE institutions in Japan are private owned and operated. Perhaps that 

collective lack of mutual mission is a very limiting and ultimately debilitating factor, 

preventing the effective shared coping with tidal waves of change across its society.   

Each higher education institution in Japan, since most of them are 

privately owned institutions, and unable to charge enough for tuition to pay 
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necessary costs to operate are, therefore, is largely dependent both financially and 

for micro-managed policy decisions on the central government bureaucracy, The 

Ministry of Education, Science and Technology (MEXT). Further, the 

decision-making modus operandi for most Japanese HE institutions – whether 

educational or not – is the top-down approach, although there are notable 

exceptions. University governance seems to place little value on the opinions or 

possible suggestions that members of their own faculty, staff, students, and parent 

might be willing and able competently to offer. It is very traditional in Japan to 

leave the solution of problems to those who are in power. It is even more so the case 

in public and private universities, where the full professors, who were mostly 

automatically promoted through the archaic and patronizing personnel system, 

must appear to be fully cooperating in compliance with MEXT’s sometimes 

autocratic directives or face loss of significant annual financial support. 

 The lack of autonomy tends to have a smothering effect down the chain of 

command. The Board of Regents cannot set new directions due to MEXT policies. 

The faculty then is not consulted on how it would suggest ‘improving’ things. The 

students don’t even seem to be considered capable of making recommendations. In 

fact, they may well not be able to do so because they expect to simply go through the 

motions, and not rock the boat. Many are happy enough to have been accepted, so 

resign their college careers so to simply riding the automatic escalator and 

entrusting their education to a process the school has always been run by. 

Heretofore, that may have sufficed.  

 Only recently did the lowest end of the food chain, the consumers, 

actually make their voices heard in a landslide election of the Democratic Party, 

ushering in a new more consumer-aware, citizen-focused administrative and 

legislative government. The reins of power in the government and its budgetary 

purse strings were formerly dominated by the LDP, a rather fiscally tight, – for 

education at least – and conservative on policy, pro-business party for the past 55 

years. Perhaps this tide change in 2009 may foreshadow similar consumerism and a 

tide swell of calls by the consumers of HE – the students and their parents – for a 

more user-friendly, educationally valuable, and intellectually vibrant HE system, 

including a major overall of its antiquated, single-test university entrance system. 

These entrance tests, of which English and not Japanese is universally mandatory,  

will eventually become meaningless for selecting the best candidates for admission 
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because the declining population of university-age young adults is decreasing so 

rapidly that the university (and some colleges already are doing so) will have to 

accept all candidates in order to financially survive, or have to face drastic cuts in 

personnel (staff and teachers) and other cost-cutting measures. The national 

government of Japan, even now, is already under massive public debt and fiscal 

deficits rivaling almost those in the US, since tax revenues are not able to pay for 

what has to be drawn annually from the State coffers for education, the growing 

cost of health care for a rapidly aging population, increased employment and high 

rates of ‘drop-outs’ and swelling roles of welfare cases, known as the ‘working poor’ 

that a socialistic system such as Japan as built into its national and local 

government infrastructure.   

 
Barriers to Coping Effectively with Chaotic Change in the 
Japanese University 

When the first modern Japanese university came into existence in 1877, it 

was an institution created for the training of the nation’s future elite. Tokyo 

University, as it stands today, which nominally a public university, remains the 

highly emulated and heralded pinnacle of Japan’s higher education system. Yet, for 

the longest time, Todai, as it known colloquially, was not able to reach a ranking 

position in the top 50 universities of the world until fairly recently. In a public 

address on the future of Japanese higher education given at the United Nations 

University in December 2002, Dr. Akito Arima, a former president of Tokyo 

University and once Head of the Ministry of Education, explained that only in the 

1970s did the enrollment levels of high school students coming into public and 

private colleges exceed fifteen percent (Arima, 2003). He interpreted that to mean 

that, for a century Japan, had been operating an elitist type of post-secondary 

education, one which could – at that time – adequately meet the mandates of its 

mission. As one of many consequences, the general education program at most 

universities was very weak or non-existent. The formerly elite students with 

superior educational backgrounds and very career-specific goals for their university 

studies did not need or want to be liberally educated. But when the ratio of high 

school graduates reached 25% enrollment in colleges and universities during the 

‘90s and above later, and much higher recently, things have changed considerably. 

While well over 90 percent of a largely age-limited cohort of young people graduate 
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from high school in Japan, the country has a smaller percentage (approximately 

40%) of young people who enter college than those of other industrialized nations 

(Yamamoto, et al, 2000). This increase in enrollments is occurring despite the 

steady drop in the 18-24 year-old population throughout the country, which has 

already accounted for the demise of many institutions of higher learning. In 

particular, there has been an almost complete collapse of junior colleges. A system of 

community colleges never existed. Other liberal arts and smaller campuses are also 

in jeopardy. The next decade will see a major culling of the number of HE 

institutions. Competition for the remaining cohort of less-than-elite entrants is 

heating up. Already, there are major merger and acquisition moves being 

undertaken or in the works, but again MEXT holds the final say because it wants to 

prevent educational monopolies from being formed. So much for faith in market 

capitalism! Obviously, Japan has been and still is, to a large degree, a socialistic 

country, and the state government takes a large hand in regulating and even 

managing many aspects of the nation’s infrastructure, often doing so by proxy and 

coercion through threats for withdrawal for or decreasing the funding on which HE 

institutions and schools have become dependent.  

Clearly, the socialized and strongly regulated nature of Japan’s society has 

not been totally bad – in fact, it produced extraordinary results as in the case of its 

single-payer national health care system. However, when things undergo 

fundamental radical changes, a highly regulated, inflexible system cannot easily 

adjust itself and cope effectively and in a timely manner. Much of the same can be 

said for the system of higher education in the country, which is highly privatized, 

but absolutely dependent on government funding through the citizens’ taxes.  

Dr. Arima (2003) went on the elaborate that whereas, from a financial 

viability perspective, Japanese universities should have been cutting their 

enrollments by as much as 25% up through the current year because it had been 

well established that university-age populations were declining, in actual fact, 

universities have seen a steady increase in enrollments, and an accompanying 

decline in the ‘elite’ college entrant, so there is now a great need for a thorough 

general education programs which can also provide remedial education and 

pre-requisite study skill and cognitive training for students who are not admitted 

with them. In 2006-7, it was revealed by the media in a series of scandalized 

admissions by secondary school districts across Japan that as many as one-eight of 
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high school student population had not completed the necessary credits required for 

graduation. They were excused from such classes as history and home economics, 

and in some cases were given ‘fake’ grades. The reason was because the classes were 

thought to be ‘frill subjects’ since the schools are evaluated and receive contingent 

funding based on how many of their graduates have applied for and obtained 

entrance to universities, especially to colleges whose rankings are high on lists that 

are widely disseminated throughout the nation. Another startling fact to be gleaned 

from Dr. Arima’s speech is the revelation that, even those students enrollments in 

HE are increasing, the funding from public and private sources for Japanese higher 

education ranks among the lowest among developed world (1.02 in year 2000). Only 

Turkey ranked lower for a country of similar size and comparable population. 

Whereas, Korea, a rival neighbor to this country, and the United States had nearly 

twice the percentage of funding at 2.51 and 2.29, respectively, according to OECD 

statistics. Currently, the average cost of tuition, fees, books, etc is about half in 

Japan of what it costs in the United States, where the majority attend public – 

state-sponsored and operated universities.  

For a decade now, pundits have decried the continuing drop in academic 

skills and requisite preparation among the newly admitted college freshmen. Some 

blame the high schools who have concentrated on entrance exam preparation to the 

detriment of teaching citizenship, or an appreciation for and literacy in both 

Japanese language and information technology, and its emphasis on rote learning 

and acquisition of advanced computational techniques instead of helping students 

learn critical thinking, the ability to process knowledge analytically, for to discuss 

issues, reflect or summarize them in written compositions. Yet, not much has been 

done to beef up academic support programs, alter entrance requirements, or 

improve high school curriculum and to coordinate matriculation requirements 

between them and the colleges. Remedial instruction was never heard of a few years 

ago. Even today most college course syllabi list no pre-requisites for a particular 

course. Many universities – in face of massive research and paperwork for 

documenting requests for organizational changes or curricular innovations, higher 

costs for operating, and outside competition, and due to Ministry scrutiny to catch 

institutions trying to skirt the strict regulations in order to carve out a competitive 

edge, – have been reluctant to take appropriate actions that will allow them to cope 

with these conditions. Instead, they nod quietly in acquiesce to bureaucrat demands 
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and also give in to those internally who preach fear and avoidance of risk. However, 

the wolf ’s bite is far more dangerous than his threatening howl. Avoidance simply 

delays the inevitable. But then again, some institutions hope they can scramble to 

pick up the good pieces once things start to crumble. In effect, they intend to win the 

war of attrition simply by waiting it out and positioning themselves to catch the 

cookie as it crumbles.  

 Such crises as the HE system in Japan is now facing allows for 

emergency measures, the kind that are too politically risky to undertake since 

holding the status quo is much easier and involves little additional sacrifice and no 

apparent conflict As long as everything simply appears to be working well enough, 

then it seems ‘wiser’ just to go on one more year the way things are; so the cycle just 

continues – nothing much changes. But then again, it has already reached a point 

that the number of students applying at some institutions is less than the number 

of candidates they expect and need to accept in order to be fiscally stable. It can only 

get worse from now on, and there is little place to run and hide from the problems.  

The challenges that Japanese HE institutions face nowadays from the 

decline in birth rates, rapid aging of the Japanese population, and from the collapse 

of the stupendous economic bubble that occurred two decades ago are formidable 

(Hani, 2002). There are long lists of structural barriers, institutional barriers, 

instructional pedagogy problems, and human resource management policies that 

impede the necessary discussion and actions to face and find resolution to these 

challenges created by the onslaught of change. This author, among others, first 

began speaking and writing of these barriers nearly a decade ago and published 

papers shortly after (Brooks, 2002, 2003).  

 

Strategies to survive, thrive and evolve in this mega-complex 
environment 

The important core message of the above descriptive analysis of the state 

of educational flux in Japan institutions of higher education is the hope that such 

will serve to generate concrete discussion, collaborative action plans, and inevitably 

achieve the level of understanding and wisdom needed to collectively take steps for 

helping Japan’s higher educational system not only survive, but also thrive in the 

new millennium. While some explicit actions may be deduced by the nature of these 

observations about Japan’s HE system, the readers should realize that the 
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Japanese HE system cannot simply be made into an imitation of any other nation’s. 

Instead, the leadership and stakeholders alike, particularly of Japan’s central 

governing body of educational policy, along with each individual university’s 

governing body, and the majority of its dedicated and interested faculty members, 

must collaboratively fashion a path toward institutional growth and change without 

fear of risk or failure, and must maintain at the heart of these efforts the central 

purpose of the university:  to enhance student learning and the opportunities to 

develop human potential through the discovery of, production of, management of, 

and distribution of knowledge in order to obtain the wisdom that its effective use 

can bring to society.  

Much of the same areas that Dr. Arima recommended for immediate 

improvement during his pivotal speech in 2002 have still not been adequately 

addressed or have only been touched upon at the surface level currently by MEXT 

and at the local university level. Therefore, it is appropriate to once again bring his 

recommendations forward and make a call for some observable progress in meeting 

these seven goals: 
 First, the financial basis of universities needs to be strengthened.  
 Second, unique characteristics should be developed in terms of the goals, 

organization and policies of a university. It should be made clear which targets to 
aim for, especially in the case of research-oriented universities, high-level technical 
education-oriented universities and intermediate technical education-oriented 
universities.  

 Third, it should be decided how to handle the issue of general education. The faculty 
of general education should be reconstructed immediately, especially in the case of 
research-oriented universities and high-level technical education-oriented 
universities.  

 Fourth, the autonomy of the university and the leadership of the rector need to be 
guaranteed.  

 Fifth, the degree of cooperation among industry, academia and administration needs 
to be strengthened.  

 Sixth, external evaluations need to be encouraged.  

 And seventh, the size of the foreign teaching staff should seriously be enlarged in 
order to become truly international. 

 
Dr, Akito Arima, The Future of Japan Higher Education, Speech given at UN House, United Nations Universiy, 
December 12, 2002. From UNU PUBLIC LECTURES, UNU Public Affairs Section  Published June 2003.  
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Introduction 

All human beings throughout their lifetime familiarize and evaluate the sur-

rounding world and collect information about their own selves. The experiences col-

lected in the course of development constitute a set of notions referring to one’s own 

“I” – an imagination, which becomes the basis both for identification in reference to 

other people and for finding one’s own place in different roles fulfilled in life. Most of-

ten self-image is regarded as an element of personality structure and its function 

consists in integration and stabilization of personality. Self-image should ensure per-

manence and replication of our behaviour and activity. The regulating role of “I” struc-

ture is strictly linked to the fact that it is a source of evaluations concerning one’s own 

abilities. Thus, self-evaluation becomes a significant factor of self-acceptance as it 

determines one’s attitude to oneself and gives certain feeling of one’s own value. On 

one hand, self-evaluation seems to regulate behaviour, integration and stabilization. 

On the other, it constitutes a basic source of motivation, especially in undertaking 

actions aiming at maintaining and developing one’s own person (Nikodemska, 2003). 

 The issue of self-image seems to be of special significance for children 

from dysfunctional families. A project of broad research was prepared with an aim to 

include pupils from community youth centres from Cieszyn County and the 

neighbouring ones. Apart from the main issue, life plans and dreams were also taken 

into consideration. 

 The text divided into three parts opens with a discussion on building 

self-image and on the issues of the child’s self-evaluation and its determinants. In the 

further part, the analyses of the research results are presented – the studies were 

carried out among children taking part in classes of community youth centres in Ci-

eszyn County. Altogether, 67 pupils and 8 tutors took part in the research. Due to 
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editorial demands, only a section of the obtained research results and their analyses 

is presented here. 

 

Creating self-image 

The image of one’s ‘own self” comes into being as a result of the differentiation 

between what refers to one’s own person and what refers to the outer world. Creating 

self-image is a process forwarded with the collected experience. It originates from the 

generalization of information concerning several aspects, such as: one’s own inner 

states, appearance and physical features, acquired skills and abilities, one’s own 

wishes, needs, attitudes. The information referring to one’s position among other 

people also undergoes generalization (Reykowski, 1977). 

Self-image means not only broadly understood self-knowledge but also more 

or less critical attitude to oneself – self-esteem. As an effect of observation and 

imagination about oneself, the individual creates self-knowledge, which is manifested 

in the beliefs and views concerning one’s own person. This knowledge is compared 

to task requirements or other people’s achievements, which results in self-evaluation 

and certain associated emotional states (Kulas, 1986). In the estimation of one’s own 

abilities, overrating (in relation to task requirements) or underrating may take place. 

These tendencies can be of temporal nature or can be the individual’s permanent 

feature (Reykowski, 1992). Underrated self-esteem brings about limited activity and 

smaller achievement than it is in fact possible. No willingness to undertake more diffi-

cult tasks often seems to result from lacking belief that they can be done correctly. 

Overrated self-esteem consists in attributing higher abilities than the real ones. This, 

in consequence, leads to undertaking activities incompatible with the real knowledge 

and skills. As an effect, failure may occur and cause disappointment, frustration, 
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shifting responsibility to other people, which finally brings about a conflict with the 

environment (Strelau, 1977).  

What is most beneficial for man’s proper functioning is adequate self-esteem – 

the balance of imaginations and the actual state. Adequate self-esteem is facilitated 

by six conditions. The first is the necessity to realize what is important for man’s ac-

tions, aims, values, and for the conduct which agrees with one’s observations and 

knowledge. The necessary knowledge concerns not only the surroundings but also 

one’s own self. In order to achieve an appropriate level of self-esteem, self-

acceptance is needed – agreeing to who one is, what one feels and thinks, and also 

how one’s own body is recognized. The third condition is self- responsibility, under-

stood as realizing one’s own choices, actions and values which guide the individual 

in life. Moreover, the knowledge of what we bring into interpersonal relations is nec-

essary, as well as the knowledge of one’s own attitude to other people and their mat-

ters. The next principle concerns assertiveness – the need for respecting one’s own 

wishes and values, the readiness to defend oneself, and “open” being who one is. 

Goals and consequent aiming at them also seem to be very significant. The last con-

dition is the practice of personal integrity – the coherence of ideals, judgments, stan-

dards and behaviour patterns with one’s beliefs (Branden, 1998). 

Two basic dimensions can be distinguished in self-image: objective and sub-

jective one. The objective dimension refers to the contents which constitute the state 

of “I” and it assumes the following values: the “real I” (the set of personality traits the 

individual possesses), the “ideal I” (the features which the individual would like to 

present) and the “obligatory I” (the features which should characterize the individual 

as they are associated with one’s awareness of duty and responsibility). The subjec-

tive dimension concerns the perspective in which the individual specify the contents 
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of a certain state of “I” – the point of view from which one can see one’s own self. 

Individuals can view themselves through their own personal imaginations and beliefs 

about themselves. They can also apply other people’s standpoint and in self-

evaluation they can be guided by others’ imaginations of how they are perceived and 

evaluated by others, especially so called significant others (Bąk, 2002; Higgins, 

1987). In this way, thoughts and imaginations about oneself are also created through 

interactions with different people. People whose role in one’s life has been significant 

seem to be permanent in one’s thoughts and self-esteem. This results from direct 

applying other people’s opinion and evaluation of one’s own person (Mellibruda, 

1986; Strelau, 2004). 

The “real I” and the “ideal I” may remain in various relations to each other, 

from complete convergence to extreme divergence. The smaller the extent to which a 

person fulfills the self-established requirements, the bigger the threat to the person’s 

self-confidence. The level of self-satisfaction decreases, self-acceptance falls down, 

self-esteem is lowered, and frustration and depression appear (Kulas, 1986). No co-

herence of the “ideal I” and the “obligatory I” is associated with the proneness to fear. 

Stronger “obligatory I” results in the lack of harmony between what the person is and 

what one should be (Bąk, 2002; Higgins, 1987). 

People with well-organized “ideal I”, with a precise ideal picture of themselves, 

firmly tend to express a clearly specified image of what they would like to be in cer-

tain respects. These people often use the “ideal I” as a point of reference while inter-

preting the received information and as a source of guidelines for choosing certain 

types of behaviour. This dimension of “I” structure constitutes a criterion of self-

evaluation. People without a clear picture of themselves do not indicate a tendency to 
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use such images for the purpose of certain situations, the images do not influence 

they real behaviour (Wojcieszke, 1986). 

 

Self-evaluation of children and its conditions 

Self-knowledge of children is predominantly shaped and influenced by the 

opinions of significant people – parents, teachers, and friends. For children, they are 

the source evaluating the effectiveness of their activity. The younger the children are, 

the smaller the extent to which they can view their achievements themselves; that is 

why they expect adult judgment (Cibor, 1998). 

Self-esteem influences human conduct in many respects. How one evaluates 

oneself determines the response to tasks, the character of interpersonal relations, 

and the effectiveness of one’s actions. Self-esteem also determines the way the indi-

vidual functions in various social roles and indicates what a person is ready to under-

take and what the person is afraid of. What is more, self-esteem (according to its 

properties) can stimulate or inhibit the individual’s activity. It exerts significant influ-

ence on the level of aspirations and may become a motivating agent, a person-

creating factor, a stimulus for self-education and self-improvement (Kulas, 1986).  

Proper self-esteem allows for undertaking tasks adequate to the aptitudes, 

which protects the individual from failure and its negative results. Moreover, right self-

esteem enables self-fulfilling through using its all potentialities in action (Majewski, 

2002). 

Forming an opinion about oneself means work on developing positive thinking 

about oneself and an optimistic attitude to one’s own person and the surrounding re-

ality. This is also learning how to accept and approve of oneself, as well as recogniz-

ing one’s strong and weak points. Shaping adequate self-esteem consists in weaken-
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ing and eliminating the reluctance and scorn towards oneself and reducing too de-

manding goals. It also corrects overabundant ambitions and obsessive tendency to 

perfection (Wosik-Kowala, 2002). 

Achieving a high level of self-recognition influences: children’s behaviour, their 

position in the peer group and class, their communication skills, the attitude to learn-

ing and their school progress. Thus, the pupil’s functioning at school and outside it 

will depend on the level of self-acceptance. 

Children with underrated self-esteem present a low level of aspiration, which 

results in the inhibition of their activity, the negligence concerning results, avoiding 

difficult tasks, not using the potentialities and aptitudes of the individual (Guz, 1987). 

These children also seem to have low motivation – they do not show much engage-

ment and effort in their actions. Faced with difficulty, they easily get discouraged, 

abandon their plans and show indifference as if reaching the aim was not important 

(Włodarski & Hankała, 1991). Children from this group often show readiness for self-

perfecting tasks, but in fact they rarely undertake them. The feeling of inner control 

dominates them and the style in which a task is fulfilled involves disagreement be-

tween aspirations and expectations (Majewski, 2002). Moreover, these children often 

experience inner conflicts, which may bring about symptoms of social inadequacy. 

Their characteristic features – over-sensitivity, aggression, disbelief, suspicion – usu-

ally worsen their relations with the environment. Inner conflicts may turn into social 

conflicts. Children from this group show little engagement in work for the group. In 

the company of peers, they experience strong interpersonal threat and they are eas-

ily influenced by outer stimuli which confirm their shortages and inadequacy. They 

are convinced that they cannot impress the environment in any way and, for that rea-

son, they avoid company and it is difficult for them to make friends. Their peer con-
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tacts occur with the attitude of dependence, with lacking openness and familiarity. 

They often fall into isolation, loneliness and sadness. People with low self-esteem are 

reluctant towards competition. They tend to present themselves in false light and to 

focus on their inner life, where difficulties and problems occupy the central position. 

They are usually introvert children with the tendency to self-analysis and the feeling 

of guilt. Moreover, they have difficulties with decision making, they are easily influ-

enced by others, they lack determination and confidence and they present conformist 

behaviour (Kulas, 1986). 

The strong dependence of self-esteem on school achievements results in a 

more negative attitude to learning and worse results of children with low self-esteem. 

People who underrate themselves usually are unable to cooperate with their peers, 

have problems with class adjustment, and have a low social position in class (Kulas, 

1986).  

The first and most important environment of children is family, where they col-

lect first experiences and enter first interpersonal relations. These are parents who 

have significant influence on shaping the child’s self-esteem – their feedback and 

type of upbringing determine its (high or low) level. Children with negative self-image 

often describe their parents as dishonest. The discipline in their home ranges from 

excessive strictness to excessive permissiveness. Parents rarely respect their opin-

ions and standpoints, they do not know much about their children, they do not show 

physical feelings, and they do not lead their children to the belief that they mean a lot 

as people (Fontana, 1996).     

The children with high self-esteem are characterized by a high level of aspira-

tions, which stimulates them to act. They do not avoid difficult tasks and aim at mak-

ing use of their potentialities (Guz, 1987). They present a high level of motivation, 
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undertake new challenges with passion, and engage in fulfilling their goals. They are 

capable of intensive and long-term effort and they overcome obstacles with determi-

nation. They do not get discouraged in their way to the aim (Włodarski & Hankała, 

1991). They usually work on self-improvement and focus on eradicating negative 

qualities. In their activity, they refer to personal models, such as parents, friends or 

acquaintances. They have the feeling of inner control and attribute the sources of 

success to themselves. In their case, the agreement between aspirations and aims 

occurs, which results in better effects of their activity (Majewski, 2002). 

Children with positive opinion about themselves are aware of their possibilities, 

they know what they can afford and their conduct is based on realism. They have 

realistic self-image – despite certain lacks, they accept themselves as they are. Such 

attitude results from the ability to arrange life successfully with regard to one’s abili-

ties and self-confidence, which facilitate the struggle with life difficulties. People with 

high self-esteem show readiness to undertake responsibility; they treat themselves 

as valuable (but not perfect) individuals. They have a sound attitude to themselves 

and they are spontaneous in acting and expressing themselves without unnecessary 

fear of negative opinions of others. They function well in social life, are able to main-

tain right relationships with the environment, and are confident and favourable to oth-

ers. They are socially active, have a low level of anxiety and proper self-control. They 

often initiate talks and discussions in which they take active part. They also feel free 

in new surroundings, easily start conversations, enter relationships, and make friends 

(Kulas, 1986). 

Children with a good opinion about themselves have a positive attitude to 

learning and high school achievements. Their social contacts are successful and ow-

ing to good peer relationships they have a high social position in class. High self-
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esteem determines deep social engagement. People of an adequate opinion about 

themselves often make suggestions concerning the inner life of the class and organ-

ize meetings in order to spend spare time together (Kulas, 1986). 

The conditions of upbringing environment decide about how the child will fulfill 

the role of a pupil and a peer. In their family home, children with high self-esteem are 

regarded as significant and interesting people. They experience parental acceptance, 

their opinions and standpoints are respected. Parents do not allow for everything, in 

the applied discipline there is no corporal punishment, good behaviour is rewarded 

and bad is not approved. Parents know their children well and show them a lot of 

physical feeling. Children brought up in such educational atmosphere know they 

mean a lot as people (Fontana, 1996). 

 

Research Strategy 

The research comprised a group of children attending community youth cen-

tres – 67 people aged 9-15 – and 8 teachers. Some respondents filled the question-

naire on their own; some were offered explanatory aid in certain questions. Due to 

the requirements of this article, only a fragment of broader studies is presented here 

and the focus is on merits and drawbacks which pupils declared, with reference to 

teachers’ indications as well. 

 In order to learn what are in the respondents’ opinion their merits and 

drawbacks, Niebrzydowski’s (1974) classification of positive and negative qualities 

was applied. The author distinguishes the following positive features:  

1. qualities facilitating co-existence with others (friendliness, truthfulness, po-

liteness, justice, understanding, kindness, punctuality); 
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2. qualities facilitating the acquisition of school knowledge (diligence, respon-

sibility, self-discipline, strong will); 

3. positive physical qualities (fitness, strength, health, good looking); 

4. other positive personality qualities (abilities – intelligence, courage, ambi-

tion, reliability, self-criticism, modesty, determination, thrift). 

As negative the author considers features which: 

1. inhibit achieving satisfactory learning results (laziness, irregularity, de-

pendence); 

2. create difficulties in co-existence with others (aggression, proneness to ar-

guments, lie, disobedience, malice, jealousy, vulgarity); 

3. characterize other negative sides of one’s personality (shyness, nervous-

ness, lack of abilities, greed, carelessness, conceitedness);  

4. constitute physical defects (lack of fitness, no good looking, defects in body 

built, sight and hearing defects).  

An identical set of qualities was included in the questionnaire for teachers. 

Comparing their answers to pupils responses allowed for the recognition of the 

child’s self-image and self-esteem. 

 

Results 

In the first group of qualities (facilitating co-existence with others), both pupils 

and teachers indicated friendliness. More frequently, however, this feature is recog-

nized by children – 90%. Over a half of the respondents (57%) consider themselves 

to be kind and just (51%). The first quality is also often declared by teachers (27%) 

but justice is seen by them only in case of three children. A similar situation occurs in 

indications concerning truthfulness. Politeness is mentioned almost equally often by 
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pupils (29 people) as by teachers (23). Such features as understanding and punctu-

ality were declared by teachers only in reference to one person. The detailed results 

are presented in table 1. 

Table 1 

Qualities facilitating co-existence with others¹ 

Positive quali-

ties 

Pupils’ re-

sponses 

% Teachers’ re-

sponses 

% 

friendliness 60 90 27 40 

kindness 38 57 18 27 

justice 34 51 3 4 

truthfulness 31 46 4 6 

politeness  29 43 23 34 

understanding  28 42 1 1 

punctuality 25 37 1 1 

¹ Total number of pupils n = 67 

  

Among drawbacks inhibiting interpersonal contacts, children most often indi-

cated: proneness to argument (40%), aggression (36%) and vulgarity (30%). Disobe-

dience (18%) was indicated more rarely and the smallest number of pupils admitted 

to lie.  

In teachers’ opinion, the relations with others might be hindered by such nega-

tive features as: proneness to argument (22%) and disobedience (16%). Teachers 

notice vulgarity and tendency to lying in case of very few pupils. They did not notice 

jealousy as a quality influencing interpersonal relations in any of the pupils (see table 

2). 
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Table 2 

Qualities inhibiting co-existence with others  

Negative quali-

ties 

Pupils’ re-

sponses % 

Teachers’ re-

sponses % 

proneness to 

argument 27 40 15 22 

aggression 24 36 8 12 

vulgarity 20 30 4 6 

disobedience 18 27 11 16 

malice 17 25 7 10 

jealousy 12 18 0 0 

lie 7 10 4 6 

 

Among the qualities which facilitated the acquisition of school knowledge, pu-

pils most often attributed diligence (52%) and responsibility (40%). Strong will (37%) 

and self-discipline (36%) were less frequent. The biggest divergence between the 

responses of pupils and teachers occurs in the two last features. The details are 

shown in table 3. 

Table 3 

Qualities facilitating the acquisition of school knowledge 

Positive quali-

ties 

Pupils’ re-

sponses % 

Teachers’ re-

sponses % 

diligence 35 52 14 21 

responsibility 27 40 11 16 

strong will 25 37 2 3 
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self-discipline  24 36 4 6 

 

As regards qualities which hinder the acquisition of school knowledge, the big-

gest number of children indicates laziness (51%). However, teachers stressed irregu-

larity most frequently. They also notice the pupils’ lack of independence more often. 

This was an issue which occurred often in the talks with teachers. Doing homework 

and preparing for classes with the guardians provide, in respondents’ opinion, a lot of 

evidence that this is a key determinant of learners’ school failure. The detailed results 

are presented in table 4. 

Table 4 

Qualities inhibiting the acquisition of school knowledge 

Negative quali-

ties 

Pupils’ re-

sponses % 

Teachers’ re-

sponses % 

laziness 34 51 13 19 

irregularity 15 22 27 40 

dependence 4 6 14 21 

 

Out of the suggested positive physical qualities the respondents declared: 

health (78%), fitness (67%), strength (52%) and, less frequently, good looks (36%). 

Teachers view their pupils mostly as fit (48%) and healthy (19%) (see table 5). 

Table 5 

Positive physical qualities 

Positive quali-

ties 

Pupils’ re-

sponses % 

Teachers’ re-

sponses % 

health 52 78 13 19 
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fitness 45 67 32 48 

strength 35 52 9 13 

good looking 24 36 7 10 

 

Few respondents notice negative physical features in themselves. They indi-

cate most frequently: no good looks (30%), defects of body built (12%), shortage of 

fitness (10%). This group was also the least frequently mentioned by teachers. The 

detailed results are shown in table 6. 

Table 6      

Negative physical qualities 

Negative quali-

ties 

Pupils’ re-

sponses % 

Teachers’ re-

sponses % 

no good look-

ing 20 30 1 1 

defects in body 

built 8 12 2 3 

shortage of 

fitness 7 10 3 4 

sight defects 5 7 3 4 

hearing de-

fects 2 3 1 1 

 

Moreover, pupils attributed to themselves the following positive personality 

traits: courage (72%), reliability (57%), abilities – intelligence (48%), self-criticism 

(46%). The smallest number of respondents considers themselves determined. 
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Teachers most often indicated modesty (39%). Reliability, self-criticism and thrift (3% 

of indications each) were the least frequent responses of teachers. The detailed re-

sults are presented in figure 1.  

Figure 1. Other positive qualities of personality
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Out of the remaining negative personality traits, the respondents chose nerv-

ousness (39%) and it is the only quality confirmed in 37% by teachers. Three next 

qualities were close in the number of indications: carelessness (19%), conceitedness 

(18%), and shyness (16%). The last was the most frequently mentioned trait by 

teachers (43%) (see figure 2). 

Figure 2. Other negative qualities of personality
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Respondents had a choice of 23 positive qualities. Most often they contributed 

to themselves from 7 to 10 qualities, less frequently from 11 to 18. One person chose 
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only 3 options and two respondents claimed they had all positive qualities. Teachers 

usually contributed from 1 to 3 qualities to their pupils. In case of 14 children they 

chose from 4 to 6 and they did not notice any positive qualities in one person. 

The set of negative qualities consisted of 21 entries. Most often pupils noticed 

from 1 to 3 of their drawbacks, one person indicated 15, and 5 respondents did not 

notice any negative qualities of themselves. Teachers also noticed from 1 to 3 draw-

backs in their pupils. 

The number of positive features was bigger than of negative ones in case of 

37 people, in 4 cases negative traits prevailed. The number of positive qualities indi-

cated by the pupil was always higher than the number of positive features attributed 

to them by teachers. In 19 cases teachers pointed at more negative qualities than the 

children indicated themselves and in 7 cases the number of indications was the 

same. 

 

Conclusion 

The presented research results concern just one aspect – the evaluation of 

one’s own merits and drawbacks. In cases of children from dysfunctional families, 

inadequate evaluation often takes place. This is brought about by life in a world 

“stigmatized” by lack of parental interest, excessive criticism, and lack of clear princi-

ples and distinct roles of adults. What self-image children apply influences their life 

plans and aspirations – it often becomes a determinant of their life path. In this situa-

tion, it is important that teachers who work with children should see the problems with 

which children struggle. They also should know how to help children to create an 

adequate self-image, which can become an element enhancing life aspirations and 

plans for the future. This type of studies enables teachers to recognize the “strong 
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points” declared by their pupils and to confront them with what they notice in pupils in 

their everyday contacts.  

In our opinion, the issue of self-image ought to become of crucial importance 

for teachers – the people who significantly influence its shaping (especially in case of 

younger children). Nonetheless, this does not seem to be a simple issue to discuss. 

In his essay devoted to this subject (an excerpt of which “opened” the article), 

Szczepański (1984) reflects the complexity of the issue in a remark which might also 

“close” our considerations:  

Thus, I end my considerations on self-image with a thesis that it is rather a 

creation of the irrational sphere than of the discourse-based recognition, of de-

fensive mechanisms rather than the achieving attitude, of subconsciousness 

rather than consciousness – and maybe what plays role here are the powers 

and factors which function under our outer skin about which we know nothing 

and the existence of which we cannot even guess? (p.43) 
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Introduction 

The legal profession in the United States has been involved for many years in 

programs intended to increase minority representation, meeting with only minimal 

success (Glater, 2001).  Minorities are significantly underrepresented in the legal 

profession, according to Barker (2005), who indicated that Blacks and Hispanics 

accounted for slightly more than five percent of lawyers in the top 250 grossing law 

firms in the country.  The failure to make significant strides toward more racial 

diversity in the legal profession can be traced back to the classroom.  Sadly, the nation’s 

law schools continue to be woefully lacking in the enrollment of minorities, especially 

Blacks (“Among the,” 2007).   

In Florida’s legal profession, the landscape is similar to the nation as a whole, with 

minorities underrepresented as a result of a lack of access, enrollment, and production 

of minorities from publicly supported law schools (Herbert, 1999).  For example, the 

Florida Bar Association (FBA) (2004) reported that there are 74,125 members of the 

Florida Bar, of whom, 43,007 reported their race, and of that number, minorities made 

up less than ten percent.  By comparison, minorities represented more than 20% of 

Florida’s population during this period (U.S. Census, 2002).  The statistics are not very 

different in Florida’s public law schools with Blacks (308) lagging behind Whites (1,808) 

and about 25% fewer in number than Hispanics (405) during 2006. 

Nationally, the American Bar Association (ABA) has found that the percentage of 

minorities enrolled in law schools decreased over a two year period (Mallory, 2005).  
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The percentage of minority law school students diminished “from 20.6 percent in 2001-

20002 to 20.3 percent in 2003-2004” (Chambliss, 2004, p. 2).  The “Miles to Go” study 

conducted by the ABA’s Commission on Racial and Ethnic Diversity found that African 

American representation in law is less than in any other profession.  Chambliss (2004) 

described the reduction of minority enrollment in the profession “extremely troubling.”  

“In 2000, African Americans made up only 3.9 percent of all lawyers, compared to 4.4 

percent of all physicians, 5.6 percent of college and university professors, 7.8 percent of 

computer scientists, and 7.0 percent of accountants and auditors” (Mallory, 2005, p. 5).   

 From data provided by the ABA, Blacks make up approximately 4 percent of the 

nation’s lawyers even though Blacks represent 13 percent of the population of the 

United States.  This lack of representation has far-reaching effects in the distrust of the 

legal system by racial minorities because of the lack of lawyers and judges who look 

like them (Randall, 2004).  Kim Keenan, President of the National Bar Association, 

believes the underrepresentation of African Americans in the law profession will mean 

individuals of color will not be able to find lawyers of color (Mallory, 2005).   

 Critical Race Theory (CRT), on which this study is based, suggests that 

encouraging more racial diversity in the legal profession is important nationally, and 

especially so for states like Florida, California, Texas and others referenced in U.S. 

Census Bureau data as among states with the fastest growing minority populations 

during the last decade.  Florida is among the states that moved away from the use of 

traditionally defined affirmative action, such as quotas and preferential treatment.  In 

Florida, affirmative action was redefined by the One Florida Initiative (OFI), an 
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Executive Order (EO) established by the state’s former Governor, John Ellis “Jeb” Bush 

(Office of the Governor, 1999; Bush, 2000).   

This EO seeks to increase diversity in education and contracting within the state by 

revising agendas for tests, race-based admission practices, and contract set-asides.  At 

about the same time as implementation of the OFI, Florida’s legislature opened two 

Minority Serving Institution (MSI) law schools, the new Florida International University 

(FIU) College of Law and re-opened Florida A&M University College of Law. 

Purpose of the Study 

The purpose of this study was to examine the impact of the OFI and the addition 

of two MSI law schools on racial diversity in Florida’s public law schools and legal 

profession through the lens of CRT, which analyzes laws that support the status quo of 

White authority and Black subordination.  This study sought to determine what, if any, 

impact these two events have had on recruitment, admissions, enrollment, and 

graduation rates in Florida’s public schools of law and racial diversity within the state’s 

legal profession.  Florida is significant here because, like California, Texas, and 

Michigan, it is part of a growing national trend toward dilution of conventional 

affirmative action’s race-based policies.  The state of Nebraska recently took similar 

action, while others such as Colorado, Arizona, and Missouri are considering anti-

affirmative action legislation.  This research was expected to shed much-needed light on 

the issue of achieving greater diversity and on the continuing debate over programs 

and policies that alter the traditional concepts of affirmative action.  This study is 

pertinent because very few studies have examined the impact of the OFI and the 
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creation of two MSI law schools, which occurred independently of the OFI, on 

increasing diversity in Florida’s law schools and the state’s legal profession. 

Significance of the Study 

The outcome of this study is of interest to higher education in America and to 

current and future public policy as it relates to affirmative action and diversity.  As a 

result of the OFI in Florida and other ballot initiatives (Proposition 209 in California, 

Initiative 424 in Nebraska), American colleges and universities have been encouraged to 

revisit their admission and recruitment standards and practices in order to ensure 

compliance as well as their commitment to diversity.  The research presented serves as 

an initial study for others to report findings in the future as well as provide valuable 

information to the institutions to effectively diversify their law schools. 

 This study is important for several reasons, not least among them is the benefit to 

others who are interested in the subject of diversity in higher education.  It may also 

encourage other researchers to look further into the impact that implementation of non-

traditional affirmative action policies might have on other communities considering 

implementing similar initiatives.  This study, therefore, can be very helpful to those 

interested in developing policies that seek to increase diversity as well as those seeking 

to make informed decisions about policies affecting the use of conventional affirmative 

action.   
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Research Questions 

Based on the purpose and the significance of the study, this research examined 

the impact of the OFI and the addition of two MSI law schools on diversity in the State 

University System (SUS) of Florida public law schools.  In order to fully assess the 

impact of the two events, this research was conducted to determine whether the OFI 

affected student applications, admissions, enrollment, and Law School Admission Test 

(LSAT) scores.  The study also asked if the OFI brought about a more diverse legal 

profession in Florida.  In addition, the researchers was interested in learning whether 

the creation of two MSI law schools influenced diversity in student applications, 

admissions, enrollment and LSAT scores, and separately, how the creation of the two 

MSI law schools might have affected diversity in Florida’s legal profession, graduates 

and those admitted to the Florida Bar. 

Examining these issues, through the lens of CRT, is helpful to researchers who 

seek answers to the questions that are concerned with racial diversity within colleges 

and universities and affirmative action policy.  Critical race theorists have long been 

interested in minorities’ access to higher education, particularly their lack of access to 

predominately White institutions (PWIs) as a means of maintaining White superiority 

to other races.  It was this lack of access to PWIs that led to the establishment of MSIs 

and, later, MSI graduate and professional schools.  Access and equal opportunity are 

the raison d’etre for many of this country’s MSIs (Rivers, 2000; Swygert, 2004).  

Crenshaw, Gotanda, Peller, & Thomas (1995) expressed the position that CRT 
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represents a racial analysis, intervention, and critique of traditional civil rights theory, 

on one hand, and critical legal studies, on the other.   

Theoretical Framework 

This study utilized CRT as the theoretical framework.  Delgado (1995) indicated 

that CRT originated in the early seventies as a result of the civil rights movement’s legal 

strategy to achieve racial justice.  Researchers consider CRT to be one of the most 

significant legal developments on issues of race and ethnicity since 1975 (Crenshaw, 

Gotanda, Peller, & Thomas, 1995).  Harris (2002) promotes the idea that CRT “coheres in 

the drive together to excavate the relationship between the law, legal doctrine, ideology 

and racial power but the motivation of CRT is not merely to understand this vexed 

bond between law and white racial power but to change it” (p. 1218).   

An examination of policies such as affirmative action and the OFI, including why 

they are used and whether they are effective, are well-suited to the concept of CRT.  The 

framework for CRT is predicated on historical court decisions and laws such as the Dred 

Scot decision, the Naturalization Act of 1790, Ozawa v. United States 1922, and Scott v. 

Sandford 1856 (Cooper, 2002).  Critical race theorists such as Delgado, Crenshaw, and 

Bell concentrated on legal, constitutional, and civil rights concerns, which also included 

affirmative action.   
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Methods 

In addition to a theoretical framework that involves CRT, this research also 

employed a design that utilized quantitative methodology.  Secondary data sets 

provided by the SUS of Florida and the FBA were used to determine the impact of the 

OFI and the addition of two MSI law schools.  The enrollment data compiled by the SUS 

of Florida consisted of data by race or ethnic makeup and by institution from 1998-2006.  

In addition, the research utilized data from the FBA, which included the percentage of 

minority attorneys in Florida’s legal profession from 1998-2006.  Quantitative data lends 

itself to analyses using both descriptive and inferential statistics.  The types of statistics 

that were assembled include frequencies and percents.   

Procedure 

The secondary data sets compiled within the study were received from the SUS 

of Florida and the FBA office.  These offices assisted with the compilation of the data 

needed for this study.  The central office of the SUS of Florida was contacted by mail, 

email, and follow up telephone calls to request any and all data in their possession that 

included statistics on the number of applicants for law school in Florida’s public 

colleges and universities between 1998–2006; the number of students admitted to these 

schools during those years; the number of students that enrolled; as well as the number 

of students that graduated.   
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The headquarters for the FBA was contacted by mail, email, and by follow up 

telephone calls by the researchers to request data in their possession related to this 

study.  The requested data included statistics on the number of bar certified attorneys in 

Florida between 1998–2006.  This was done in an effort to determine, as accurately as 

possible, the number of lawyers that are bar certified to practice in the state of Florida.  

The quantitative data was gathered in Microsoft Excel and later analyzed using an Excel 

spreadsheet and the quantitative data analysis software, SPSS. 

Data Analysis 

After the receipt of the secondary quantitative data sets from the SUS of Florida 

and the FBA, the information was analyzed with two types of analyses, descriptive and 

inferential.  The descriptive statistics within this study consisted of frequencies, 

percents, means, and standard deviations.  Inferential statistics are used to draw 

inferences about a population from a sample.   

The independent variable distinguished within this research was the time frame 

before and after the OFI and the time frame before and after the addition of the two MSI 

law schools.  The dependent variables were: a) percentage of minority applicants; b) 

percentage of minorities admitted; c) percentage of minorities enrolled; d) LSAT scores; 

e) percentage of minority graduates; and f) percentage of minority law school graduates 

sitting for the bar.  This research was conducted using a Z-test of proportion because 

the independent variable was categorical and the dependent variable was a proportion.  

The difference in the average LSAT scores of the public law schools prior to and 
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following the implementation of the OFI and the addition of the two MSI law schools 

were evaluated using a one-way analysis of variance because the independent variable 

was categorical (year) and the dependent variable was interval (LSAT score).  The level 

of significance for rejecting the hypotheses was a = 0.05.    

Findings 

There are areas in which implementation of the OFI seems to have had a 

significant impact, including the percentage of minorities applying, admitted, and 

enrolling in Florida’s public law schools.  In all but a few years when there were non-

significant declines in the percentage of minority law school applicants, there was an 

overall increase each year since 2000, when the OFI was implemented, and that increase 

continued through 2006.  Moreover, the percentage of minority students admitted to the 

four public law schools rose immediately after the OFI and has increased in most years 

since, from nearly 28% in the 1999-2000 academic year to more than 31% in 2005-2006.  

In addition, there was a significant and similar increase in the percentage of minorities 

who ultimately enrolled in Florida’s public law schools.  These significant increases, 

however, proved to be inconclusive and may simply be the result that would be 

expected with the addition of two MSI law schools.  In fact, these two minority-serving 

law schools accounted for much of the overall increase in the percentage of minorities 

applying and ultimately enrolling in Florida’s public law schools.   

Based on the findings of the study of minority representation in Florida’s public 

law schools before and after the OFI, and the addition of two MSI law schools in the 
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state during roughly the same period, it appears that minorities fared better following 

both events.  The data suggests, however, that the combination of the two events was a 

major reason for the increase in minority representation and that each without the other 

would have resulted in less significant improvement.  In summary, this study found 

there were more minorities enrolled in Florida’s public law schools and yet, the 

diversity of the schools was substantially impacted.  The larger share of the rise in Black 

enrollment was realized at the historically Black FAMU College of Law and, likewise, 

the minority-serving law school at FIU accounted for a sizeable portion of growth in the 

Hispanic student population.  It is important to note that, despite the increase in 

minorities, this study found a non-significant difference in median LSAT scores and 

graduation rates of students who attended public law schools in Florida prior to and 

following implementation of the OFI and the creation of the two MSI law schools.  
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“Raising the Bar” with Rigor, Relevance, and Results  
 
Deborah R. Esparza, Chief Area Officer, Chicago Public Schools 
 
Introduction 

The answer to effective school leadership perhaps is premised within many other 
questions. Selecting educational leadership as a profession requires an awareness of self and 
purpose, an understanding of local and global development, a level of knowledge in scientific 
theory, and a vision for a more efficient and fulfilling outcome. The ways in which schools and 
other organizations are similar, but yet different, have not been sufficiently pursued. Theories of 
leadership have been imported from business, sports, military, transportation systems, and other 
organizations. These models, although valuable, operate under different conditions and 
objectives than in educational leadership. 

The greatest challenge to improving our educational system is to collectively agree on 
what it is we want our children to contribute as adults in a global society.  This is particularly 
difficult since our pluralistic society will always struggle with an ever-evolving definition of 
citizenship.  Moreover, we need to decide on the best way to capture the learning and evidence 
we expect in order to meet the requirements of continuing to receive funding for public 
education. The world has a new profile.  Our students are different from the era that we and our 
parents grew up in. Technology has created new ways to communicate, but has also alienated us 
from one another.  In addition, the continued increase in minority families relying on public 
education throughout the entire country, combined with the No Child Left Behind (NCLB) 
mandates, has placed a new emphasis on closing the achievement gap.   

This is the greatest challenge we face to improving our “system” in response to the new 
challenges in education. As educators, we have a moral responsibility to our students.  Therefore, 
we need to be receptive to new and dynamic processes that allow these multifaceted and talented 
individuals to express themselves and contribute to their world of tomorrow (Brown & Moffett, 
1999; Boyatzis & McKee, 2005).  Educational leaders must become astute in identifying 
teachers and educators who believe in themselves, have a genuine desire for social justice, have a 
high level of emotional intelligence, and have nurtured and grown themselves. This involves 
getting the right people on the education “bus” and in the right seats (Collins, 2005).  These 
prospective leaders will in turn select others to assist them in true organizational change with a 
high emphasis on student growth.   

 
Historical Perspective 

Concepts regarding leadership, ideas about leadership, frameworks surrounding 
leadership, and leadership practices have been the subject of great discussion, writing, teaching, 
and learning. Leadership has long been a topic of great interest to those concerned with 
organizations. The Industrial Revolution brought scientific management principles from 
Frederick W. Taylor, administrative abilities functions from Henri Fayol, and the creation of 
bureaucratic theory from Max Weber (Owens, 1995). These individuals developed principles 
and theories that, by the early twentieth century, were widely accepted as critical to the effective 
functioning of growing organizations. The human relations movement of the 1920’s resulted in 
new insights regarding the American workforce, which included such concepts as employee 
motivation, organizational behavior, collaborative decision-making, and human resource 
management.  
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The education sector remained relatively unaffected by the evolution of administration as 
a field of study, and relied primarily on first-hand knowledge and experiences of former school 
superintendents. By the mid 1950’s the concept of social systems was gaining acceptance in 
educational administration. The social systems theory took into account the structural 
characteristics of the organization and the personal characteristics of the individual. The 
knowledge derived from these theoretical foundations had applications to business, industry, the 
military, and many other kinds of organizations, in addition to school districts and individual 
schools (Owens, 1995). The 1980’s gave rise to both qualitative and ethnographic research in 
schools (Denzin & Lincoln, 1994). Studies were done by visiting sites and directly questioning 
school personnel. This led to foundations we know today regarding school culture, school 
leadership, and effective educational practices. This also dramatically impacted what is now 
known as the 1980’s School Reform Movement. This movement created an impetus for 
governmental regulatory practices and accountability systems. Simultaneously, it brought 
dissatisfaction to teaching professionals who quickly opted out of the profession or became 
frustrated on the job.  

 
Leadership Theory  

The education field has since seen a new wave of reform, which has empowered 
professional educators to exercise more autonomy through site-based management models, 
restructured organizational roles, and collaborative school environments. As a result, the 
educational leader’s role has taken on a pluralistic perspective. School community stakeholders 
are more involved in decision-making processes that are in the best interest of the children they 
serve. The effective school leader must be willing to engage parents, teachers, and the 
community in collaboratively constructing and accomplishing the mission of the school. Chalker 
opines, “Educational leadership is analogous to directing a symphony. Input must be 
harmoniously blended to create beautiful music. School leaders for the next century must learn 
the art of conducting” (1992, p.29). Effective leaders make decisions that are premised on 
concepts from both art and scientific theory. Hodgkinson asserts, “It is legitimate for the 
practical leader to pursue truth and accept maxims wherever they can be found. Maxims are 
grounded in experience—what works. For administrators, mega maxims are: Know the task. 
Know the situation. Know the followership. Know oneself” (1991, p. 152).  

Leadership begins with a personal view of the world that becomes the foundation for 
one’s reality. This view can be facilitated by understanding the context, culture, conditions, and 
competencies of the current learning situation using the 4C’s Diagnostic Tool (see Appendix A) 
as a lens. From this, a school leader can envision a realistic future worth fighting for. This vision 
needs to be clearly communicated with an action plan, which provides tangible results along the 
way.  

Using the 4C’s Diagnostic Tool “As Is” (see Appendix A) as a lens to frame the context 
of the current learning situation, there is now a new emphasis on closing the achievement gap 
and increased student expectation for active participation in their learning. In addition, the 
children of today are a technologically savvy generation of learners, who can utilize technology 
to shelter themselves from undesirable realities. As educators, we need to recognize the need for 
developing effective socialization and communication skills for young adults, while also 
recognizing the urgency to capture the learning and evidence needed to continue to receive 
funding for public education. 
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 The culture of the current learning situation includes an ever-changing definition of 
citizenship and high student performance accountability demands from school districts, which 
are also monitored at the state and federal levels. As educators, we have a reliance on others’ 
formulas for accountability of education, which is now unavoidable considering the ubiquitous 
availability of information and technology. Therefore, teachers and administrators, now more 
than ever, operate in an environment of transparent expectations for teaching and learning. As a 
result of these accountability pressures, principals are increasingly embracing the 
professionalism and support provided by the Chicago Public Schools District and Area staff. In 
addition, to meet these accountability pressures, principals have become more proactive in 
teacher recruitment and retention efforts. 

The conditions of the current learning situation include decreasing resources while also 
establishing venues for new ideas and open dialogue. This is needed to facilitate a value-added 
approach to addressing school improvement in a coherent manner. As a result of the availability 
of information and technology, educators need to establish effective data-driven goal setting 
targets. An effective mechanism for monitoring and moving towards these learning targets is 
through the focus on productive student-centered results from grade level and whole faculty 
meetings. In addition, change leaders need to provide opportunities to support and mentor new 
teachers.  

The competencies of the current learning situation include increased communication 
through technology and promoting the use of multiple data sources to drive effective teaching 
and learning. Educational leaders must also develop an increased identification of teachers and 
educators who believe in themselves, have a high level of emotional intelligence, and have 
developed their skills. A skillful organizational leader will also be able to connect each of its 
members’ individual personal goals to the organizational priorities (Collins, 2005). Examples of 
organizational priorities could include new specialization requirements for ESL teachers and 
middle-grade endorsements. 

Using the 4C’s Diagnostic Tool “To Be” (see Appendix B) as a lens to frame the context 
of the learning situation that is planned to happen in the future, educational leaders need to help 
young adults achieve and succeed to their fullest potential. This can be realized by helping young 
adults to develop the skills needed to shape positive relationships and societal change. 
Technology can be utilized as a powerful tool for promoting effective communication, positive 
social networking, and improved productivity. As a result, educational leaders will have a 
leading role in developing global citizens who can think for themselves and have the tools 
needed to self-actualize, while also creating a new workforce fully equipped to meet the ever-
changing needs of the global marketplace. The culture of the learning situation would include an 
adaptive organizational readiness for constant change and horizontal accountability for school 
goals and objectives. 

The conditions of the learning situation ”To Be” include taking a proactive role in 
acquiring abundant resources needed to support school improvement and student success. In 
addition, new teachers will need to commit to their careers more than ever and receive the 
necessary support and mentoring to maintain their commitment. The competencies of the 
learning situation ”To Be” include leaders having the discernment to select staff that will connect 
their personal goals with the goals of the organization (Collins, 2005, p. 11).  Moreover, all 
teachers will need to possess the skill sets, endorsements, and certifications necessary to address 
a variety of instructional specialties in order to better meet the needs of their students. In 
addition, they will need to develop the skills required to effectively use multiple data sources to 
identify both qualitative and quantitative areas of need and success. The evolution of the 
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Diagnostic Tool from the “As Is” to the “To Be” form is a very powerful and pragmatic process 
that can be used to support and improve instructional leadership at the schools that educational 
leaders serve. 

 
Urban Leadership 

Urban educational leadership in particular is unique in that it operates within varied value 
systems. Students and community members bring a richness of cultural experiences to the 
educational process that often goes unrecognized. To understand an urban environment requires 
an appreciation of cultural backgrounds, a knowledge base of constituents’ motives for 
migration, and their educational expectations. The belief systems of students are a reflection of 
their cultural and home environments. Unlike corporations and the military, which train 
developed individuals to a predetermined set of objectives, school leaders need to facilitate 
students’ construction of their own knowledge base and value systems. Since educational 
outcomes are complex, it is the school leader’s responsibility to introduce students to a new 
culture of expectations. Additionally, we need to be conscious of the challenges and resiliency 
with which they lead their lives and channel these life skills into productive and lifelong 
successes. The partnership effort between school and parents needs to be constant. We need to 
acknowledge that beyond any differences in ideology we are bonded by the goal of student 
success. This common goal is an invaluable asset toward building a dynamic learning 
community.  

Education reacts to its external environment, which is evidenced particularly in large 
urban school districts that are comprised of a myriad of families seeking better opportunities for 
their children. Urban educational leadership needs to set high goals for student achievement but 
yet be flexible and prepared to react to constantly changing variables. These variables include 
rapidly increasing rates of demographic mobility, differing cultural values and languages, 
economic disparities, and technology access inequities. Educating in an urban environment 
requires a unique set of leadership characteristics. These attributes need to respond to, and 
simultaneously affect a continuous change process during adolescent development. Also, 
educators need to adapt their objectives to what society considers useful learning. This requires 
an examination of the type of leadership necessary in today’s schools. The following model 
outlines an educational leadership process, which has proven successful and can be replicated to 
meet the diverse needs of global citizens facing new and unique challenges for the future.  
 
Model for Effective Leadership 
1. Vision Sculpting/Environmental Assessment 

A true leader has the ability to see beyond the present. The combination of life and 
professional experience has a great impact on this perspective. Vision sculpting is a profound 
introspective action, which requires an aspiring leader to ask many of the right questions. This is 
also a person who has made a conscious meta-cognitive realization about who she/he is and 
wants, is comfortable with complexities, and makes a stand for a preferred future. School leaders 
must be grounded in a knowledge base of the community they serve as well as the accountability 
system in which they operate. Without these prerequisites, the sculpting and assessment phase 
will lack foundation and validity. The potential actualization of a community can only be 
achieved from this evolutionary understanding. The challenge for educational leaders is to 
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develop a school culture and climate whereby skills and talents are identified and enhanced as a 
catalyst to help students achieve their fullest potential.  
 
2. Ethnographic Social Perception 

In addition to a guiding vision, effective leaders will identify the perspectives and value 
systems stakeholders bring to the organizational design. A school leader will be consciously 
aware of the strengths each person possesses to fulfill the goals and objectives of the school 
vision. Human resource allocation is the most powerful tool a leader has to utilize in this effort. 
Within every organization there exists a formal and informal leadership dynamic. If this dynamic 
is properly employed, it can be very useful toward building a school community consensus and 
achieving priority goals. Social perception requires the ability to analyze people and their 
interactions. School leaders must be aware of these cultural realities in order to identify the key 
individuals, which will facilitate the desired outcome of school improvement. An effective 
school leader engages in ethnographic research activities, which requires her/him to develop an 
awareness of the particular norms, values, and traditions of the community served. It is this most 
important fact that supports the potential of leadership success. A leader who embraces and 
values community realities has a great advantage over those who eschew and/or diminish these 
cultural norms and traditions. 
 
3. Strategic Learning  

A grounded theoretical foundation is necessary for school success. However, without 
praxis, it is but a wish for an ideal. In the field of education, time is of the essence. The nature of 
our role as school leaders forces us into positions of decision making unlike any other institution. 
Effective school leaders must immediately adapt to expectations and simultaneously build a 
process to mold a new environment. The established cycles of operation within a school provide 
a framework for expected activities ingrained in past-accepted practices. An effective school 
leader must recognize these accountabilities, analyze their relevance to desired goals and 
objectives, find areas of improvement, prioritize timely delivery of tasks, and work toward a 
change process, which will ultimately yield improved productivity and a higher standard of 
performance.  

In order to actualize the change process, an educational leader must craft and enact a 
realistic set of strategies and actions. One model that has been especially helpful in developing 
effective strategies and actions has been the Ecology of Change Framework (Wagner et al., 
2006). In terms of relationships, my team and I are currently in the Enacting Stage. We have 
developed close and trusting relationships with our principals, assistant principals, teachers, 
parents, and students. Through several carefully planned programs and initiatives designed to 
assist and enhance our schools’ goals and priorities, we have gained the credibility and trust 
necessary to positively affect a better understanding of objectives from the many stakeholders 
throughout the thirty-three schools in Area 2 of Chicago, Illinois (Wagner et al., 2006, p. 157). 
Our Area is the only collective of schools, citywide, using the same reading series in grades K-5 
in all thirty-three schools (some schools use the series through 6th grade). Each and every 
administrator saw the vision of potential growth we could collectively accomplish with this type 
of coherence. Additionally, we have been able to identify standards aligned assessments directly 
from our reading program, which have directly benefited all of our students and teachers. 

Additionally, two-thirds of the principals in our Area have less than three years of 
professional experience in their current positions and have welcomed further mentoring and 
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support. The growth that this Area has experienced is due to many years of working alongside 
school administrators and their teams. We built relationships and collaboratively identified 
specific areas of organizational improvement in each and every school (Brown & Moffett, 1999). 
The current status of our schools’ performances can be taken yet to a higher level.  

Specifically, we are targeting teaching strategies, administrative models, and community 
outreach programs that will assist us in closing the achievement gap for our English Language 
Learners, Hispanic, African-American, Refugee, and Homeless populations (see Appendix C). 
One example of relationship building I can clearly cite is the Area Walk-Through process 
(Wagner et al., 2006, p.158). We have visited thousands of classrooms and met with hundreds of 
school-based Instructional Leadership Teams (ILTs) throughout our Area. We have discussed, 
collaborated, and designed school improvement together. This level of mutual respect would not 
be possible if we had not established a common goal of student achievement at all levels. One of 
our collective goals has been to continue to shift as many students as possible from the Below 
and Meet Illinois Standards Achievement Test (ISAT) quartiles to the Exceed quartile in order to 
ensure secondary and post-secondary success.  

Also, our Area has established a number of partnerships with universities, corporations, 
and museums to promote teacher and administrator capacity that are either in their inception 
stages or in need of continued support for full implementation in the upcoming school year 
(Brown & Moffett, 1999). District-wide initiatives such as Supported Core Reading Materials 
Adoption (SCRMA), Lucy Calkins Writers Workshop, On-Line Curriculum and Instructional 
Management (CIM-IMPACT), Chicago Data Initiative (CDI), and Chicago Math and Science 
Initiative (CMSI) have been promoted and implemented in all of our Area schools to the highest 
fidelity. Since many of these initiatives are in the first or second year of implementation, these 
schools’ continued success will require sustained support and continued relationship building.  

Our Area was also selected for the Excellence in Teaching Pilot last year for 16 schools. 
This year we are folding in the remaining Area schools. We have also collaborated with the CPS 
University program to train school-based team members in each of our schools to progressively 
and proactively adopt an on-line PD model. Conversations are underway with the Office of 
Technology Services (OTS) to possibly pilot an on-line assessment model with the Area-wide 
reading series. This has great potential for immediate, valid and reliable, timely, and formative 
feedback of student performance which will assist our teachers in their continued aim to meet the 
needs of all students. I plan to utilize the principle of Preserve the Core and Stimulate Progress to 
find the balance between preserving core values, which never change, with operating practices, 
which endlessly adapt to a changing world (Collins, 2005, p. 26). 

Our next relationship building endeavor will be to enhance our outreach efforts with the 
parental community and build leadership skills, in particular, in our middle grade students. We 
want to go beyond the informed parent model to an empowered parent model, and from students 
as receivers of curriculum to students as designers of their own academic and social-emotional 
growth. 

 
4. Operationalization 

Any visionary effort requires a well-defined plan of action. Subsequently, criteria need to 
be established to provide measurable indicators of gap closures between current and desired 
results. An effective school leader will acknowledge the necessity to implement a plan with 
structural flexibility. This flexibility factor, when exercised reciprocally, will allow for a greater 
acceptance of possible and probable difficult decision making in the future toward changes in 
organizational goals and objectives. The nature of this cyclical process stimulates a constant 
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reexamination of the school restructuring effort. Organizational members need to feel a 
connection to the common goals and objectives. Moreover, once basic requirements of 
competency are met, school leaders need to inspire commitment beyond the norm. Also, in order 
for an organization’s efforts to be effectively measured, a well-designed monitoring plan, with 
controls in place, is needed to manage inevitable deviations from initial goals and objectives. 
This plan needs to take into account both a formative and summative process, be standards 
driven, and have a subjective and objective component.  
 
5. Individual Character Building 

Leadership, at its most basic level, comes from a person’s moral and philosophical 
framework. It is the very nature of one’s character and soul that drives a leader to desire his/her 
role. A leader understands the essentials of life. These essentials are very basic rules that exist 
regardless of the constant tendency for humankind to complicate the situation, event, 
opportunity, or crisis. School leadership demands have been identified as brief, fragmented, and 
greatly varied. Operating in this dynamic allows little to no time to give deep thought to each 
action. Peterson states, “The great benefit of having a personal vision that is permanently 
embedded in a leader’s consciousness is that what a leader says and does minute by minute 
automatically moves toward the personal mastery he or she has constructed as a vision maker” 
(1982, p. 2). In order to develop an authentic and enduring personal vision, an educational leader 
must examine her or his personal immunities to change.  

I have reflected on diagnosing my personal immunities to change (Figure 1). As an 
educational leader, I am committed to ensuring the best quality of academic and social-emotional 
growth for all the students that I serve in my Area.  I am also committed to establishing trust and 
the relationships required from all stakeholders and team members to effect positive growth for 
all. I also believe I am providing targeted support and guidance to administrators and teachers to 
better equip them with the skills necessary to accomplish these tasks efficiently and effectively.  
However, I am concerned I may not be collaborating sufficiently with my lateral colleagues to 
learn about and promote best practices as a leader of change. In addition, I am uncomfortable 
with the achievement of English Language Learners in my Area and how my leadership has 
impacted them.  I do not feel enough has been done to address this subgroup.  I am also 
dissatisfied with the achievement of the African-American Male subgroup and wonder if I have 
explored, invested, and pursued improvement efforts to the highest degree possible.  

In working to promote change with my schools, I have a number of big assumptions in 
place. One big assumption I have is that all stakeholders have the best interests of all students at 
heart. Another big assumption that I have is that the investments of resources, data analysis, 
time, and staff commitments to specific schools will make a difference in their instructional 
priorities. As a change agent, I believe it is imperative for me to investigate these big 
assumptions and find evidence in order to continue to hold these big assumptions. In situations 
where the evidence does not support my big assumption, I need to work to create the conditions 
for these values to exist. In cases where these conditions might not exist even with all of my 
efforts, then I must have the emotional intelligence to recognize that reality and deal with the 
situations to the best of my ability.    
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Personal Immunities to Change Chart 
Deborah R. Esparza 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Fig 1: Personal Immunities to Change Chart 

1 2 3 4 
Commitment Doing/Not Doing Hidden/Competing 

Commitments 
Big Assumption 

I am committed to 
ensuring the best 
quality of academic and 
social-emotional growth 
for all the students that I 
serve in my Area.  I am 
committed to 
establishing the trust 
and relationships 
required from all 
stakeholders and team 
members to effect 
positive growth for all. 

I am providing targeted 
support and guidance to 
administrators and 
teachers to better equip 
them with the skills 
necessary to accomplish 
these tasks efficiently 
and effectively.  I am 
not collaborating 
sufficiently with my 
lateral colleagues. 

I am uncomfortable with 
the achievement of ELL’s 
in my Area and how my 
leadership has impacted 
them.  I do not feel 
enough has been done to 
address this subgroup.  I 
am also dissatisfied with 
the achievement of the 
African-American Male 
subgroup and wonder if I 
have explored, invested, 
and pursued improvement 
efforts to the highest 
degree possible. 

I assume that all 
stakeholders have the 
best interest of all 
students at heart. 
I assume that the 
investments of 
resources, data analysis, 
time, and staff 
commitments to 
specific schools will 
make a difference in 
their instructional 
priorities. 

 
 

 
6. Emotional Intelligence 

Emotional intelligence is at the core of leadership. It is a meta-cognitive awareness of 
one’s purpose. It is the ability to persevere, despite personal events and experiences, both tragic 
and successful, that enables a leader to stay on course with the journey of uncovering truth and 
wisdom. Emotional intelligence comprises the ability to become aware of and express one’s 
internal feelings, the ability to perceive and influence the cognitive and affective states in others, 
and the ability to utilize one’s emotional resources to achieve self-set goals (Goleman, 1995; 
Salovey & Mayer, 1990). Emotional intelligence is a life-long process and can be developed over 
time (Goleman, 1995). A school leader needs to develop an awareness of this characteristic, 
assess his or her own level of emotional stability, and nurture this quality to the same degree as 
potential intellectual ability.  
 
7. Self-Valuation 

The value system that drives each leadership decision flows from judgments a person 
makes about himself or herself throughout life. The nature of self-evaluation has a deep affect on 
a person’s beliefs, feelings, thoughts, and actions. Self-esteem flows from this value judgment 
and strongly affects a person’s behavior. This concept can be seen as a duality. The negative 
static beliefs that one holds about himself or herself actually cause the eventual failures in one’s 
internal and external environments. Conversely, learning to love oneself wholly and completely, 
yet humbly, will lead to decisions and actions that will cause eventual success and personal 
fulfillment. As school leaders, we carry the charge and responsibility to first lead ourselves by 
changing our internal belief systems and then transferring this process to future generations 
through the education of our youth.  
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8. Organizational Character Building 
Leadership has been described as “the will to control events, the understanding to chart a 

course, and the power to get things done, cooperatively using the skills and abilities of other 
people” (Krause, 1997, p.3). Organizations operate within the inevitable complexities of its 
members. The very nature of an organization brings together a wealth of experiences, which 
need to be consolidated toward a common cause. It is the leader’s responsibility to ensure that 
the cause always stays true to its initial intent. Additionally, a school leader communicates that 
the future success of each child hinges on the sense of urgency internalized within each and 
every school and community member. This is evident in the daily routines and practices, 
instructional methodology, social interactions, commitment levels, and student learning 
outcomes.  

As I examine my 4Cs Diagnostic Tool and my Strategies and Actions artifacts, I reflect 
on how the work of Collins (2005) has influenced my conceptualization. As I look at my 
Diagnostic Chart from Collins’ lens, I reflect on Stage 1: Disciplined People (Collins, 2005, p. 9-
13). Level 5 leaders are ambitious first and foremost for the cause, the organization, the work – 
not themselves. As educators, this core value naturally flows from the work we do because 
educators have a huge influence on the next generation of humanity. Therefore, we need to 
develop a productive and functional culture and grow the competencies we seek with those 
entrusted to educate our children. In order to achieve this, we need to have the right people on 
the bus and in the right seats (Collins, 2005, p. 13-17). As such, educational leaders must become 
astute in identifying teachers and educators who believe in themselves, have a genuine desire for 
social justice, have a high level of emotional intelligence, and have nurtured and grown 
themselves.  These prospective leaders will in turn select others to assist them in true 
organizational change with a high emphasis on student growth.  

Stage 2 discusses the concept of Disciplined Thought. One component of disciplined 
thought is confronting the “brutal facts”. One brutal fact is that the Chicago Public Schools 
(CPS) is currently experiencing painful cost-cutting strategies.  This provides a backdrop 
regarding the context and conditions that CPS currently faces.  The conflict consists of remaining 
financially solvent while continuing our commitment to ensuring a superior quality education for 
all of our students. Therefore, we need to employ the Hedgehog Concept, which is an operating 
model that focuses on what we can be the best in the world at, what we are deeply passionate 
about, and what best drives our economic or resource engine (Collins, 2005, p. 17-23) . From my 
vantage point, these elements can be summed up by ensuring high quality instruction and 
authentic learning for all of our students. This has to be accomplished through Stage 3, which is 
Disciplined Action (Collins, 2005, p. 23-28).  

Disciplined Action is cultivated by operating with freedom within a framework of 
responsibilities. As an educational leader, we need to set in motion the conditions necessary in 
order to facilitate success. I have focused on building capacity through several layers of the 
school organizations that I support.  Many of the in-services and professional development 
opportunities provided have been directed to school personnel who serve specific student needs.  
We promote and engage our administrators’ commitment through a consistent value-added 
approach.  Through multiple and on-going school and Area team conversations, as well as school 
observations, we have built trust and consensus on the highest priorities that affect our students.  
Through disciplined action, we work closely with our administrators to develop the conditions 
necessary to replicate this multifaceted approach within their school buildings to ensure 
productive student-centered results via grade level and whole faculty meeting interactions and 
data-driven goal setting efforts.  
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Finally, in Stage 4, building greatness to last (Collins, 2005, p. 28-35), great 
organizations prosper through multiple generations of leaders. As an educational leader, I believe 
it is my responsibility to cultivate and distribute leadership throughout the layers of my 
organization to build a culture of caring and efficacy. In order to accomplish this, there has to be 
a transparency of core values that all members of the organization can visibly see and resonate 
with. This is facilitated through an agreement with all stakeholders regarding what it is we want 
our children to contribute as adults in a global society. As educators who are committed to the 
authentic education of the students that are entrusted to us, we need to be receptive to new and 
dynamic processes that will allow these multifaceted and talented individuals to express 
themselves and contribute to their world of tomorrow.   

Therefore, as an organization, this context provides a framework through which we need 
to have a timeless set of core values and a core reason for being that remains constant over long 
periods of time, while also having a relentless drive for change and progress that endlessly adapts 
to a changing world (Collins, 2005, p. 26). Examples of balancing these principles would 
include: (1) facilitating a sense of urgency among school leaders to the rapidly changing 
environment in which they inevitably operate, (2) guiding individuals through self-reflection and 
life balance, (3) promoting honest meta-cognition at every school level regarding personal values 
and beliefs and how they impact the overall school culture, (4) highlighting administrative 
awareness with reference to the talents and potential contributions of all school community 
stakeholders, (5) creating competency in the use of multiple data sources that can be accessed to 
execute the best instructional modifications in the most timely manner, (6) promoting an 
appreciation and identifying the value of untapped resources which surround school 
communities, (7) focusing on the optimal use of time and internal resources, and (8) setting clear 
and attainable targets for student performance within an academic cycle. While this list could 
continue indefinitely, the important point is that we, as educational leaders, must ensure the 
organization has the right people on board for the right reasons, doing the right things that will 
ensure the right results for our students over time, and therefore, build the great organization 
possible to endure over time.   
 
9. Consensus Building 

Leaders often suffer from the inability to get others to willingly work toward a common 
vision because the visionary often suffers from the inability to convince others that the common 
vision is in everyone’s perceived best interests. When individuals do not see the value of buying 
into a common vision, the organization often breaks down into a cacophony of self-interests 
where self-serving agendas prevail. Effective leaders have the skill sets necessary to not only 
articulate a vision for the organization, but also to facilitate stakeholder buy-in. This ability 
places all of the organization’s strengths in the same direction, while benefiting from economies 
of scale and the division of labor. When groups of people pull in different directions, the energy 
from each interest group will tend to nullify each other’s efforts, resulting in a zero net gain. 
Conversely, when all interest groups pull together for a common goal, great achievements can be 
accomplished.  
 
Sources for Future Educational Leadership 

The skills and personal characteristics necessary for effective school leadership have 
serious implications for quality educational leadership recruitment and preparation programs. 
Many school districts throughout the USA, including Chicago Public Schools (CPS), are 
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experiencing shortfalls in the number of qualified administrators needed for actualizing highly 
effective schools. CPS is proactively utilizing creative venues for recruitment of projected 
vacancies in key positions of leadership. Concurrently, other large urban school districts 
including New York and Philadelphia have also sought non-traditional methods of recruitment 
for the ever-increasing loss of human resources in critical positions, due to attrition or career 
mobility. Responses from school districts have been to reexamine their established recruitment 
programs and make projections to fill inevitable vacancies. In addition, school districts have also 
made efforts to seek available talent from external sources, i.e. military programs, corporate 
career changers, and, in some cases, higher education faculty. 

Significant change efforts in public education are directly affected by the quality of 
leadership. Leadership preparation programs will need to incorporate skills and characteristics, 
which will enable aspiring administrators to make the best decisions based on sound judgment 
and community grounded visioning and assessment. Administrative curriculum preparation 
programs also need to emphasize productive social perception abilities, facilitate meta-cognitive 
reflection practices, focus on continuous instructional improvement through awareness of 
mentoring and empowering efforts, lead future leaders in the development of organizational 
structures which optimize all available resources, and provide a solid foundation of evaluation 
models for effective decision-making.  

 
Next Step on My Journey 
 The next step on my journey is to actively seek out the wisdom figures who will able to 
serve as guides on my quest. I also need to ensure that I have the right people in the right seats 
doing the right actions on a daily basis (Collins, 2005).  The impact on instruction and student 
growth if my problem focus is solved will be a greater connection to the skills and concepts our 
children will need in their future endeavors as adults. We need to consider the expected demands 
and possibilities our descendants will have in a world where technology and information are 
ubiquitous and easily accessible.  Citizens of the future will have efficiencies beyond our 
imagination.  Social equity and responsibility will be unavoidable.  If our children are to succeed 
in this world, we need to educate them to be problem-solvers, environmentally conscious 
citizens, have the ability to form deductions and inductions related to phenomena of 
circumstances that surround them, synthesize varied amounts of information, and appreciate the 
simple pleasures of human interaction and life balance.  We cannot continue to affect our own 
versions of what we think our children should know and learn. Rather, we need to listen to new 
voices and be open to how our students are valuing and profiting from our current systems. This 
will allow them an active role in a change process that is truly conscious and aware of the 
changing world that they will inherit.   

 
Conclusion  

Our interconnectedness as a humanity exists within the fact that we are a manifestation of 
a greater force. We live in a socio-political and economic landscape that promotes division and 
obfuscates our human connection. The citizens required for the 21st century are those who can 
define and solve problems thoughtfully and thoroughly, taking into account the impact of their 
actions on others. Our information age has linked us into a world of new responsibilities. As a 
global society, educators have the mandate to prepare future leaders for a more challenging and 
dynamic existence. As educational leaders, we are in a unique and privileged position of 
influence to guide children into a deeper understanding of the past, present, and future.  
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More importantly, as professionals we need to forge our organizational models and 
frameworks from successful practicing environments in order to optimize student-learning 
outcomes. The successful school leader of today will exercise common sense approaches of 
analysis, be conscious of the value others possess, make decisions without deviation from 
objectives, develop a culture of dynamic growth, utilize every venue available to maximize 
opportunities for their organization, and have the skills required to reassess and redirect courses 
of action whenever and wherever necessary. 

Currently, I am reflecting on Regan’s (2009) model of Innocence versus Wisdom. As I 
began my journey of school improvement planning, my old mindset of “innocence” focused 
primarily on professional and career success. However, I think that my paradigm has shifted to a 
bigger picture that is now beyond just me and my physical and financial comfort. I believe I have 
moved to a place of genuinely caring about supporting the current and next generation of citizens 
to be productive members of society and also to be change agents themselves. Moreover, I 
believe that I need to continue to make a concentrated effort to examine my mental models to see 
where I am acting in an “innocent” manner and facilitate “wisdom” in my organization by 
surfacing the real conflicts that our schools and school communities face. Moreover, I need to 
embrace all voices and viewpoints and hold them together as all of the stakeholders work 
together to solve our real problems in education and ensure a superior quality education for all 
students (Regan, 2009). 

Certain realities make it imperative that I embark on a heroic journey of school 
improvement. Growing crime rates and increased levels of poverty are critical realities to which I 
can no longer claim innocence. Gang violence coupled with an all-time high murder rate for the 
Chicago Public Schools have made it abundantly clear that we cannot just do our jobs and go 
home. As change agents, we need to embrace the communities that we serve and work hand-in 
hand with them to solve these problems. The values about teaching, learning, and schools that 
will drive my actions include an unequivocal belief that all children can and will learn. This 
value is critical because if students do not construct a high quality education, then they will be at 
a critical disadvantage in the world of work, and also in life, in general. 

The vision or object of my quest is to ensure that our children can contribute as 
productive and actualized adults in a global and technologically sophisticated society. The 
wisdom figures who can guide me on my journey would include those who have come before me 
and have enacted real change for people. Examples would include Dr. Martin Luther King, 
Mahatma Ghandi, Cesar Chavez, Rosa Parks, and other historical figures. In addition, 
contemporary heroes will guide me on my path to actualize my vision. These heroes include 
school district superintendents, political activists, educational researchers, business and not-for-
profit leaders. Maintaining my internal resolve, resiliency, and emotional intelligence in the face 
of problems and barriers will certainly be a difficult task. As I encounter these challenges, such 
as the Sacrifice Syndrome, one important set of tools that I will use will be mindfulness, hope, 
and compassion (Boyatzis & McKee, 2005). As I move through these challenges and obstacles, 
the treasure at my journey’s end will be to know that I have made an impact on humanity, in 
whatever small or large way that will echo for generations to come.  

 
Change becomes inevitable when reality becomes unavoidable.  
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Appendix C 
 

Strategies and Actions for Success – Deborah R. Esparza  

 
Strategy: Focus on Teacher Capacity and Efficacy to Improve Curriculum Rigor 
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School staff participates in differentiated professional 
development, managed by a centralized data base, to better target 
professional areas of need and track progress. (CPS University) 

   

   
Administrators, teachers, and support staff use a common 
language to describe best practices, increase self reflection, and 
improve teaching practices. (Excellence in Teaching Program) 

   

   

Use of the World-Class Instructional Design and Assessment 
(WIDA) standards for lesson planning to provide high quality 
instruction and close the achievement gap among English 
Language Learners (ELL). 

   

   

Increase teacher expertise through university and museum 
partnerships and programs. (NLU cohorts: ESL, Bilingual 
Education, Middle School; De Paul University High School 
Algebra Teacher Training, Shedd Aquarium Navigators, Adler 
Planetarium Partnership, Lincoln Park Zoocology, National 
Geographic JASON Project) 

   

   
Refine language objectives and lesson planning to improve 
delivery of instruction for ELL students. (Sheltered Instruction 
Observation Protocol – SIOP) 

   

   
Use high quality curricula to improve instructional capacity and 
student learning in mathematics and science. (Chicago 
Math/Science Initiative) 

   

   

Train teachers in planning and facilitating instructional strategies 
to address individual student needs, closing the achievement gap 
among all students through differentiation of content, process, 
and/or product. (Applying Differentiated Strategies – ADS) 

   

   
Provide best practice informational sessions to promote 
fellowship and capacity of school staff and increase student 
achievement, growth, and development. (Area Education Fair) 

   

   Improve literacy in all content areas through the use of primary 
sources. (Library of Congress Teaching with Primary Sources)    
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Strategy: Focus on Improving Student Achievement and Engagement 
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Improve student engagement, problem solving ability, and 
higher-order thinking skills through use of a structured chess 
program. (First Move) 

   

   
Increase instructional capacity for middle grade teachers to teach 
and improve student learning in earth science. (National 
Geographic JASON Project) 

   

   
Provide real life, authentic experiences for students to supplement 
inquiry-based learning. (Shedd Aquarium Navigators, Adler 
Planetarium Partnership, Lincoln Park Zoocology) 

   

   
Provide before, during, and after school tutoring to support 
student mathematics learning. (Loyola University’s Countdown 
Program) 

   

   
Improve high school outcomes for success by offering high 
school preparation and content level classes in the middle grades. 
(High School Algebra for Middle School Students) 

   

   Support social studies teaching and learning. (Barat Foundation 
Partnership)    

   

Curriculum coherence with alignment to state standards and 
benchmark assessments, increasing student achievement through 
more effective and targeted instruction and assessment processes. 
(Supported Core Reading Materials Adoption – SCRMA, Lucy 
Calkins Writing Workshop, Area Curriculum Maps, Area 
Standards-Aligned Reading Charts) 

   

   Increase student achievement in writing skills through use of a 
technology tool that provides immediate feedback. (My Access)    
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Strategy: Develop Distributive Leadership 
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School data teams collaborate to do a deeper analysis of student 
work and use multiple measures of summative and formative 
data to create an increased awareness of student needs. (Chicago 
Data Initiative – CDI) 

   

   

Employ technology to support the use of multiple measures of 
data for decision making and curriculum alignment to improve 
the use of differentiated instruction and increase student 
achievement. (IMPACT Curriculum and Instruction Management 
Tool – IMPACT CIM) 

   

   

Develop an objective, data-based, and reliable method of 
focusing organizational energies on continuous improvement for 
leaders and members of their units in order to increase in the 
levels of organizational productivity and increase the leadership 
capacity of leaders and teams throughout the organization. 
(Organizational Health – OH) 

   

   

Establish Professional Learning Communities (PLC) in which 
best practices for teaching and learning are reviewed, discussed, 
adapted, and adopted into practice. (Excellence in Teaching 
Program, Book Study Groups, Principal and Assistant Principal 
cohorts, Teacher Specialty Cohorts) 

   

   

Promote positive student leadership models to address the need 
for character education, anti-drug/anti-bullying education, and 
improved decision making to increase student involvement, 
improve attendance, and reduce discipline problems.  

   

   

Facilitate communication between the home and school to 
empower parents as partners in education and increase parental 
knowledge of grade level curricula and home-based 
interventions. (Parent Conference/Fair) 
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 2

          Abstract 
 
 
This session is designed to provide information regarding the various goals for early 
identification of developmental problems and a select number of accurate screening tools 
to document the possible Fetal Alcohol Spectrum condition found infants and toddlers.   
 
The workshop will offer guidelines for the selecting appropriate assessment tools.  The 
power point format will explore and discuss: 
 

• Common assessment types for children/theoretical basis 
• Screeners, Readiness & Diagnostic Tests – Oh my! 
• Screening mothers during pregnancy/developmental issues 
• Overview: Validity, Reliability, Sensitivity, and Specificity 
• Examples of Developmental Screening Tests/FAS Screening 

Tools/Issues 
• Example of a completed infant developmental screening result 

 
Handouts will include charts of a select group of developmental screening tools and the 
completed example infant screening protocol.  There will be a Question and Answer 
session to summarize interpretations and options for follow up actions for parent and 
caregivers. 
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Multicultural Supervision    2 

Abstract 
 

 This workshop highlights the vital role of the supervision as a critical training modality in 

developing multicultural counseling competence.  It is designed for all counseling professionals 

who include supervision as part of their clinical practice or professional role.  Professional 

standards and ethical guidelines explicitly outline the expectations for counselors to be 

multiculturally competent in their specific areas of practice.  Current research on multicultural 

counseling competence revealed a disconnection between self-reported multicultural counseling 

knowledge and competencies and actual clinical skills, such as case conceptualization.  Clinical 

supervision, particularly multicultural supervision, is an effective training forum to assist 

counseling professionals in integrating multicultural theory into ethical practice.  This workshop 

focuses on the research and components of multicultural supervision, emphasizing the inherent 

cultural dynamics existing within the supervisory relationships and how supervisors, through a 

solid working alliance with their supervisees, can use the supervisory relationship as a 

foundation for supervisees’ development of their multicultural counseling competence.   

Workshop participants will, at the completion of this activity, be able to: 

 1. Identify the congruence between ethical standards and multicultural counseling 

competency in clinical supervision; 

 2.  Conceptualize the cultural dynamics between the supervisory and therapeutic 

relationships to facilitate trainee’s case conceptualization skills and development of working 

alliance with clients; and 

 3. Identify and address potential pitfalls and concerns of multicultural supervision for 

both the counselor supervisor and the counselor student/trainee.    
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Professional Development Opportunities for Early Childhood Majors: The 
Experiences of Using Professional Development Plans 

 
The purpose of this case study was to explore the content of four sophomores’ 
professional development plans and their experiences using the plans in Taiwan. The 
sophomores majored in Early Childhood Education and took the same yearly 
practicum class taught by the researchers. Through finding and discussing the content 
and experiences of the sophomores’ professional development, the researchers 
illuminated the growth and needs during the process of the college students’ 
professional development. The study was guided by three research questions: (1) how 
professional development plan was created and used (2) what the contents of the 
students’ professional development were, and (3) what students’ experiences using the 
plan were. The data of this study were mainly collected through students’ writings in 
their professional development plans and semi-structured interviews. Strategies for 
examining the data for this study were thematic and constant comparative analysis. 
Six themes have been emerged from the students’ experiences: (1) The students’ 
planed objectives are influenced from each individual’s past and present learning 
experiences , present ability, and future vision, (2) The students’ perceptions toward 
teachers’ roles and the planned contents are not directly influential to each other, (3) 
The professional development plan is a reminder tool for students to search for their 
planed objectives and to fulfill them, (4) Fulfilling the plans helps students to become 
reflective on what they did, learned and needed in courses or college activities, (5) the 
students are lack of assurance toward the appropriateness of the planned objectives at 
the beginning, (6) The common difficulties to fulfill the objectives are time 
management and communication skills. Based on the research findings, 
recommendations for future implementation of professional development plan, early 
childhood professionals’ preparation and future research are provided.  
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Bio: 
Shannon Devorsine is an outstanding Primary School Teacher and Curriculum Co-ordinator, 

allowing her to teach students and lead teachers in curriculum development, particularly in the 

area of Boys Education. She is undertaking postgraduate studies in the area of Boys Education 

and applies her learning and research directly into the classroom. Shannon has presented at 

Staff Development Days, inspiring teachers to cater for boys in the classroom. 

  
WORKSHOP OVERVIEW/ABSTRACT: 
  
This workshop will share and unpack current international research on Boys Education, 
specifically focusing on Literacy. The Australian Federal Government has conducted inquiries 
into Educating Boys and has funded Boys Education Lighthouse Schools as well as professional 
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development in Boys Education through the Success for Boys Program. With Boys Education 
high on the Australian agenda, the presenters will present longitudinal research from a Success 
for Boys Australian case study which showcases the practical ways boys’ disengagement and 
underperformance in Literacy can be combated. Linking research and practical examples will be 
the key, providing teachers with the knowledge and ideas to cater for boys in their own 
classroom. A multi-literacy approach to engaging boys will be explored as well as ways to 
positively change negative attitudes and stereotypes towards literacy using role models 
effectively. 
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A Congress of Discourses: The Development of Science Teachers' Professional Identities 
Scott Sala 
University Of Colorado Denver 
3831 S. Quebec St., Denver, CO 80237 
scott_sala@dpsk12.org 
 
    In response to major documents from the American Association for the Advancement of 
Science and the National Research Council, professional identity of science teachers has 
become an increasingly important focus of research. Are newer teachers shifting their practice in 
light of these recommendations? Are they experiencing conflicts between school realities and 
recommended practice, and, if so, how are these teachers reconciling these differences? Using 
Gee’s concept of discourse identity, our research focuses on three early-career middle school 
teachers as they face the challenges of making reform-based science teaching a critical part of 
their professional identity. 
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Abstract 
This study aims to investigate the keyword method training effect in ESP 

vocabulary instruction. With the use of quasi-experimental design and the open-ended 
questionnaire, forty students from two intact classes in a university in central Taiwan 
were randomly assigned as the keyword and traditional groups. The keyword group 
received the keyword strategy training, while the traditional group focused on teaching 
and learning specific words by means of presenting definitions or synonyms.  The 
results indicated that after the treatment, students in the keyword group recalled more 
target vocabulary than the traditional group did.  Aside from the improvement of the 
vocabulary recall, differences on the vocabulary memorization strategies between two 
groups were found.  Finally, students’ perceptions toward the keyword method were 
discussed; meanwhile, suggestions for further research were provided at the end of the 
study. 
Key words: keyword method, traditional method, vocabulary memorization strategies 

 

INTRODUCTION 

  The effectiveness of vocabulary learning methods and instructional techniques has been 

recognized as an important element in L1 and L2 pedagogy.  It was claimed that learners need 

to be given explicit instruction of vocabulary strategy in order to facilitate their awareness of 

vocabulary learning strategies that they can use to learn their own outside the classroom (Atay & 

Ozbulgan, 2007).  Among the vocabulary learning methods, it was claimed that vocabulary 

memorization strategies involving deeper processing may result in better retention of words than 

strategies for shallow processing (Sagarra & Alba, 2006).  Thus, one of the most popular and 

the most extensively researched foreign language vocabulary teaching methods has been the 

keyword method (Rodriguez & Sadoski, 2000; Pressley, Levin & Delaney, 1982) for that the 
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theoretical framework for the encouragement of using keyword method in vocabulary learning 

lies in its strength of verbal linkage and visual imagery in the memory process.  Such method 

may trace back to the empirical support of Paivio’s (1997) Dual-Coding Theory (Rodriguez & 

Sadoski, 2000; Shapiro and Waters, 2005). As Shapiro and Waters (2005) pointed out, 

memories are stored in two different coding systems in Dual-Coding Theory with different 

levels of processing ranging from shallow to deep.  Shallow processing emphasizes surface 

features of words to be remembered such as sounds, orthography, or physical features such as 

the number of vertical lines in a word, while deep processing focuses on meaning.  The richer 

the meaning of an item to be remembered, the deeper the processing and the more it will be 

recalled (Craik and Lockhart, 1972, as cited in Shapiro and Waters, 2005). Such strategy 

associates the meaning, sound, and image of the L1 and L2 has been found to improve retention 

(Hulstijn, 1997; Pressley, Level, & Miller, 1982, as cited in Fan, 2003). 

  Recent studies examined the facilitation of the keyword strategy on foreign language learning 

and enhancement of vocabulary recall.  Rodriguez and Sadoski (2000) conducted a study to 

explore the effectiveness of training in the use of the keyword method for vocabulary 

acquisition by students who are experienced in learning a foreign language.  It was found that 

the keyword-trained students maintained a significant and substantial advantage in recall of 

word definitions over control students.  Similarly, Shapiro and Waters (2005) indicated that the 

keyword method of vocabulary learning is a mnemonic method to help students learn foreign 

vocabulary.  The keyword method was effective for that it provided a meaningful visual image 

upon which to base memory for a new word’s meaning.   In Taiwan, researchers also found 

positive effect of the keyword method on elementary school and senior high school students’ 

vocabulary retention (Chen, 2006; Hsu, 2007; Lin, 2004) and on elementary school students’ 

learning of word meaning (Lin, 2009) as well. 

When previous researchers explored the effect of the keyword method on learners’ retention 

of vocabulary in L1 and L2 settings, few studies investigated the training effect of the keyword 
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learning strategy on the learners’ change of their vocabulary memory strategy use.  When 

recent studies showed a positive effect of the keyword method training on vocabulary learning 

(Chen, 2006; Wyra, Lawson, Hungi, 2007), very few of them investigated the role of the 

keyword strategy training effect on learners’ vocabulary memorization process (Wyra, Lawson, 

Hungi, 2007) and explored students’ attitudes towards the keyword method training (Chen, 

2006).  Wyra, Lawson & Hungi (2007) examined the effects on recall of word-meaning pairs 

of the training in the use of keyword procedure.  The researchers used six Spanish words as 

instruction and 22 Spanish-English pairs used as target words in the learning and testing part 

and found that the training was a significant predictor of both backward and forward recall 

performance.  Chen (2006) investigated the effect of the keyword method on elementary 

school students’ long-term vocabulary learning in EFL setting in Taiwan and found that the 

elementary school students in the keyword-given and keyword-generated groups indicated that 

the keyword method was not only an interesting tool for learning English vocabulary, but also a 

skill helping them in acquiring the English words in a faster and easier way which can also 

increase the level of retention.   The lack of the research on the keyword strategy training 

effect in learners’ vocabulary learning process motivated the researchers to conduct further 

study. 

When studies on the keyword method have been widely conducted, such issue is barely 

discussed in the ESP setting.  Many colleges were in the process of developing specific English 

courses, having a content base or a skill focus, such as business writing, tourism English, 

English for technology and the like.  As Akbari & Tahririan (2009) claimed, students in an 

ESP context frequently encounter unknown words in text material and they urgently need to 

adopt some deliberate strategies to facilitate long-term retention of word meaning.  The 

vocabulary memorization seems to be the most important concern in ESP courses.  However, 

few studies investigated the effects of using memory strategies on recalling ESP vocabulary 

(Atay & Ozbulgan, 2007) and even fewer studies applied the keyword method in ESP 
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vocabulary recall.   

Based on the suggestions of the previous research, the present study aimed to investigate the 

keyword method training effect in ESP vocabulary instruction.  The ESP vocabulary learners’ 

use of memory strategies and students’ perceptions toward the keyword strategy training were 

investigated by using open-ended questionnaires before and after the treatment.  It is hoped that 

this study may not only examine the effect of the keyword method in ESP vocabulary 

instruction, but also compare the quality of the use of vocabulary memorization strategies before 

and after the keyword method training across groups.  In particular, the study seeks to answer 

the following research questions: 

1. Will there be any difference in the vocabulary knowledge between the keyword instruction 

and the traditional instruction after training? 

2. Will there be any difference in the vocabulary memory strategy use before and after the 

treatment and between the keyword and traditional instructions? 

3. What are students’ perceptions toward learning vocabulary through the keyword method? 

 

METHOD 

Design 

Two intact classes taking Business English were randomly assigned to the treatment group and 

control group.  The treatment group received the keyword method training, while the control 

group was involved in traditional vocabulary instruction, including repeating, translation, and 

example sentence explanation.  Students’ vocabulary knowledge was tested before the 

treatment and immediately after the treatment for both experimental and control groups. 

Participants 

Participants were selected from two intact classes at one university of technology in central 

Taiwan.  Participants who were third-year students with various majors, including Psychology, 

Health Care, Business Management, English, and Health Medical Care, took two-hour Business 
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English course as an elective course per week for one semester so as to enhance their reading 

and writing abilities of business English.  Each class consisted of 20 students aged from 20 to 

22.  All the participants have learned English for at least six years.  Two intact classes were 

randomly assigned to experimental and control groups.  Both classes were taught by the same 

instructor using the same teaching material entitled English for Business with the same teaching 

schedule.   

In order to ascertain that both experimental and control groups’ English proficiency for 

business-related areas was at the same level prior to different instructional treatments, an 

independent samples t-test was used to compare participants’ scores of reading section of 

TOEIC model test (2007) including 40 multiple-choice questions.  Since the TOEIC test is 

designed to evaluate learners’ ability to use English in the workplace, the test content involved 

in business sectors is appropriate to use as a determinant of participants’ English proficiency in 

ESP setting.  With the total scores of 40, the score average for the control group was 29.20 

(SD=6.50) and that of the experimental group was 29.80 (SD=5.35).  No significant difference 

existed between these two groups’ English proficiency levels (t=-3.19, p >.05).  

Materials  

All the participants use the same course book entitled English for Business (Lang & Hsiao, 

2001).  The course book focuses on different topics related to English in the business sector, 

including topics for sales promotion letters, making inquiries, making offers, counter offers, 

placing orders, acceptance of orders, and other social correspondence.  Vocabulary items will 

be selected from the glossary of each chapter in this textbook.  A total of 259 word pools in the 

list of the glossary from this textbook were chosen as the target training words. Based on the 

suggestions proposed by the previous studies (Mastropieri, Scrugg & Fulk, 1990; Shapiro and 

Water, 2005), only the concrete words or those which are easy to make a mental imagery were 

selected. 

The keyword training material consisted of a set of 15 Chinese-English translation pairs 
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from the pre-selected vocabulary pool for the keyword training. All the participants were asked 

to complete a word recognition list so as to examine their knowledge of ESP vocabulary before 

the treatment and elicited possible 15 unfamiliar words reported by the participants.  These 

words consisted of 13 nouns, one verb, and one adjective.  

According to Uberti, Scruggs, and Mastropieri’s (2003) procedures of the keyword method 

instruction, the researcher first examined the class reading materials, identified important and 

challenging vocabulary words, and made a list of those vocabulary words and their definitions.  

The researcher then examined each vocabulary word, recoded that word to an acoustically 

similar keyword or cue word, and related that keyword in an interactive picture with the 

to-be-remembered information.  After that, the researcher found the pictures before delivering 

some relevant instruction for students.  Finally, students were asked to remember the picture of 

the keyword and the definition together and to think of the keyword and what was happening in 

that picture so as to retrieve the definition.   Each unfamiliar word in the present study was 

shown through three slides with the use of the overhead projector.  The first and the third slides 

showed the English word and the English vs. Chinese translation, while the second slide 

provided the keyword and the mnemonic picture for the memory linkage of the target word.  

Instruments 

The vocabulary knowledge test used in the present study was designed based on the form of 

Schmitt, Schmitt, and Clapham’s (2001) Vocabulary Level Test which has been widely used in 

vocabulary assessment and research and which also presented validity evidence by investigating 

the item discrimination and test reliability indices (Schmitt, Schmitt & Clapham, 2001).  The 

self-designed vocabulary knowledge test covered all 15 target words in the keyword training 

process.  Since the use of keyword method relies heavily on the acoustical similarities between 

the first language (L1) keyword and the target word (L2), participants were required to choose 

the right word to go with each Chinese meaning rather than the English definitions of the target 

words.  Thus, participants identified a set of six target words with a set of three Chinese 
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meanings.  In total, the vocabulary test was composed of five sets of six target words with five 

sets of three Chinese meanings.  One point was given for each correct item in a total of 15 

points.  The vocabulary knowledge test was piloted on 44 students with similar educational 

background in order to obtain the reliability for the test.  The test-retest reliability of the 

vocabulary knowledge test with the one-week interval was .8223 which showed an acceptable 

reliability value since tests that yield scores with a reliability of .80 or higher are sufficiently 

reliable for most research purposes (Gay, 1992, as cited in Chen, 2006).  The vocabulary 

knowledge test was used as the vocabulary pretest and posttest.  Although both tests were 

identical in order to compare participants’ vocabulary performance before and after the training 

between groups, the items for these tests were re-arranged each time in a different order to 

minimize possible rote memorization (Levine & Reves, 1990, as cited in Sildus, 2006). 

   Aside from the test instrument, a vocabulary memory strategy questionnaire and a 

vocabulary learning perception questionnaire were used to elicit participants’ use of vocabulary 

memory strategies and their perceptions toward learning vocabulary through the keyword 

method.  All the participants were asked to write down their use of vocabulary memory 

strategies for five new words which were not included in the instruction and vocabulary test. 

Procedures 

Two intact classes were randomly assigned to the experimental (the keyword method condition) 

group and the control group (the traditional method condition) with the same instructor and the 

same teaching material.  Before the treatment, a reading comprehension test adopted from the 

reading section of a TOEIC practice test was conducted to identify the homogeneity of their 

English proficiency level.  Meanwhile, all the participants were asked to complete a word 

recognition list to elicit the target 15 unfamiliar words.  Also, all the participants were asked to 

write down their use of vocabulary memory strategies for five unfamiliar words which were not 

included in the treatment in order to elicit their vocabulary memory strategies before the 

treatment.  Before the treatment, all the participants were also received a vocabulary 
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knowledge test as a vocabulary pretest to evaluate their vocabulary knowledge before the 

training.  During the treatment, the experimental group received the keyword method training, 

while the control group was instructed under traditional vocabulary presentation.  

   For the experimental group, certain instruction guidelines suggested by previous researchers 

(Atay & Ozbulgan, 2007; Mastropieri, Scrugg & Fulk, 1990; Avila and Sadoski, 1996) were 

followed.  On the first day of the experiment, the instructor talked about the importance of 

vocabulary knowledge in language learning and illustrated the importance role that the keyword 

method plays in vocabulary memorization.  Then, the instructor explained the logic of the 

keyword method.  After that, the keyword method was suggested to be modeled by the teacher 

for the students (Mastropieri, Scrugg & Fulk, 1990).  Students were first taught keywords for 

the two practice examples from the preselected word list.  They were then shown the new 

vocabulary word first, followed by a mnemonic picture and keyword linkage for this new word.  

Then, the Chinese meaning of this new word was demonstrated.  On the second day of the 

experiment, students were shown the 15 target vocabulary words, presented in a randomized 

order. Students were shown each picture while the instructor described the keyword and the 

pictorial strategy. Again, students saw the Chinese meaning of each new vocabulary word once 

and then described the interactive picture once.  One the third day of the experiment, students 

reviewed the 15 words with the instructor, briefly repeating the procedures of the second session.  

Then, all the participants were told that they were later asked to recall their meanings and 15 

minutes were allotted for studying the words independently.   

   Students in the control group were received the traditional vocabulary instruction which 

focused on teaching and learning specific words and had students work with meanings by 

presenting definitions or synonyms (Brabham & Villaume, 2002).  On the first day of the 

experiment, students were asked to repeat the target 15 English word several times. Then, the 

Chinese translation, the word usage and the example sentences for each word were presented.  

On the second day of the experiment, the same procedure was conducted again.  On the third 
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day of the experiment, students reviewed the words by repeating and were asked to recall their 

meanings by memorizing these words independently in 15 minutes.  

Following the study interval, the instructor gave all the participants an immediate vocabulary 

knowledge recall posttest for the Chinese equivalents of the English words.  The posttest 

consisted of the 15 English words previously studied, with no other information such as 

keywords or interactions.  After the posttest, all of the participants were asked to write down 

their vocabulary memorization strategies for the five unfamiliar words which were not included 

in the training process.  Meanwhile, the students in the treatment group were asked to write 

down their perceptions toward learning vocabulary through the keyword method. 

Data Analysis 

With the use of the vocabulary knowledge test scores from all the participants, the means were 

first computed for the two groups and for the pre- and the posttests.  The preliminary 

descriptive statistics for cell means will be examined to see if they differed from one another 

and from overall means.  Furthermore, in order to find out if the differences among the cell 

means will be large enough to be statistically significant, t-test was first performed to see 

whether the differences of three vocabulary tests between the traditional and the keyword groups 

existed.  For the statistical analyses, the alpha level was set at .01. 

For the qualitative data, the researcher analyzed, synthesized, and categorized the 

vocabulary memory strategies and the vocabulary learning perceptions reported by all the 

participants in the open-ended questionnaire.  The reported strategies between the traditional 

and keyword groups were compared before and after the treatment.  

 

Results and Discussion 

The preliminary descriptive statistics for the vocabulary knowledge tests appear in Table 1.  

The pretest scores were considered as scores of vocabulary knowledge before the treatment and 

those of the posttest were the performance of students’ recall of the vocabulary after the 
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treatment.   

Table 1 Descriptive statistics of pretest and posttest for the traditional and keyword groups  

Groupn   Test      Mean    SD  

Traditional   Pretest     4.25     1.89 
    Posttest     8.40     3.94 
Keyword   Pretest     5.70     2.85 
    Posttest     14.30    2.03 
a n= 20 for each group. 

    As shown in Table 1, both groups’ performances in the posttest were better than those in 

the pretest.  It was also revealed that the performances on the pretest and posttest increased 

4.15 words with the traditional instruction and 8.6 words with the keyword instruction.  The 

findings suggest that the keyword treatment involved more beneficial effects than the traditional 

treatment from pretest and posttest. 

Comparative Effectiveness Between Traditional and Keyword Groups Before and 

After the Treatment 

The results of scores between the pretest and posttest in the keyword group were shown in 

Tables 2.  Table 2 indicates that the students in the keyword group gained more knowledge of 

the target vocabulary after the instructional treatment.  The mean difference between the 

keyword group’s pretest and posttest scores (M=-8.60) indicated that students had significant 

vocabulary gains after keyword instruction (t=-14.44, p<.01). The traditional group also made 

significant vocabulary gains on the posttest after the traditional vocabulary treatment (M=-4.15, 

t=-4.17, p<.01).   

Table 2 Differences on the scores between Pre- and Post Tests  

Groups  tests   Mean  SD   Std. error mean  t 

Keyword  Pre/Post  -8.60a  2.66   .60     -14.44 ** 
Traditional  Pre/Post  -4.15 a  4.45   .99     -4.17 **  
a The negative mean demonstrates that the mean of the pretest is lower than that of the posttest. 
** p<.01, df=19  

   In order to compare the effectiveness of the two instructional treatments on vocabulary 

performances, the independent sample t-test demonstrated in Table 3 indicated that the mean 
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difference between the traditional and keyword groups’ scores measured at the time of posttest 

was significant (t = 5.96, p<.01).  This indicates that the keyword group recalled more target 

vocabulary than the traditional group.  The result demonstrates that the keyword group retained 

significantly more lexical knowledge than the traditional group. 

Table 3 Differences on the scores Between the Traditional and Keyword Groups 

Test      Mean differences     Std. error  
(Traditional/ Keyword)      differences   t 

Pretest   1.45       .76     1.90  
Posttest 5.90       .99     5.96 ** 

** p<.01, df = 38 

     The first finding that students in the keyword group significantly recalled more target 

words than the traditional group right after the treatment corroborated previous researchers’ 

assertion on the effectiveness of the keyword method in vocabulary memorization (Chen, 2006; 

Condus, Hsu, 2007; Lin, 2004; Mastropieri, Scrugg & Fulk,1990; McDaniel & Pressley, 1984; 

McDaniel and Pressley, 1989; Raugh & Atkinson, 1975; Rodriguez & Sadoski, 2000; Shapiro & 

Waters, 2005).  The theoretical framework for the encouragement of using keyword method in 

vocabulary learning lies in its interactions between auditory and visual cues to enhance 

meaningful information and to promote strong associations between target word and its meaning 

(Raugh and Atkinson, 1975). 

 
Strategy Use in Vocabulary Memorization 
In order to investigate the keyword method training effect in ESP vocabulary instruction, the 

researchers provided five more words aside from the 15 words in the treatment so as to know 

whether or not learners may transfer the use of keyword method in new vocabulary 

memorization tasks.  The strategy types were identified based on the finding in previous 

studies (Oxford, 1990; Lawson & Hogben, 1998; Sanaoui, 1995).  The strategies used by the 

participants included segmenting, recombination, rote memorization, association, placing new 

words into context, and linking of sound and meaning.  Segmenting means that students 
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separate words into several syllables, as one participant indicated, “I need to separate the word 

‘bottle’ into several syllables ‘bo-ttle’ so as to help me pronounce the word and memorize its 

spelling pattern.”  Recombination indicates that students put together known elements to form 

a new word, such as using prefixes or suffixes, as one participant said, “The word ‘unique’ can 

be divided into ‘uni-’ and ‘que’.” Rote memorization means saying or writing target words 

several times till they were memorized, as one student expressed, “The only way is to repeat the 

words several times by speaking it out or writing it down.”  Association is that relating new 

words to be learned to another word to create associations in memory, as a student said, “I 

associated the word ‘bonds’ to the known word ‘bank.’  Placing new words into a context 

means that placing a word in a meaningful sentence or conversation in order to remember it, as 

one student reported, “I put the word ‘bottle’ into a sentence like ‘Please give me a bottle of 

mineral water’.” Linking of sound and meaning indicates that students memorize a new word 

based on its similar sound in Chinese, as one participant said, “The word ‘bottle’ is pronounced 

as “扒頭’ in Chinese and such sound also links the image of a bottle cap which is removed.”  

    As shown in Table 4, the keyword group reported using rote memorization (76%) the most 

frequently, followed by segmenting (15%), linkage of sound and meaning (5%), association (2%) 

as well as recombination (2%) in the pretest.  In the posttest, most students (47.57%) preferred 

using rote memorization (47.57%), followed by segmenting (33%), linkage of sound and image 

(17.48%), and association (.97%) as well as placing words into a context.  The most often used 

strategy ‘rote memorization’ decreased from 76% on the pretest to 47.57% on the posttest, 

indicating that the keyword group showed a decrease of 28.43% in the rote memorization 

strategy after the instruction.  On contrast, the less frequently used strategy ‘linking of sound 

and meaning’ increased from 5% to 17.48%.  The result indicates that when only three students 

used the keyword strategy in the pretest, nearly half of the students (8 out of 20) reported using 

such strategy after the instruction.  

Table 4 Descriptive statistics on category of students’ strategy use in the keyword group    

2010 HICE Proceedings - Page 2922



Strategy                      Strategy Use (%)           Number of students using   
                           Pretest       Posttest strategy type (n=20) 

Segmenting      15     33    6   /   10 
Recombination     2     0    2   /   0 
Rote memorization     76   47.57   17  /   12 
Association       2   .97    2   /   1 
Placing words into a context   0   .97    0   /   1 
Linkage of sound and image    5   17.48   3   /   8 

In a similar vein, Table 5 indicates that the traditional group reported using rote 

memorization (72%) the most frequently, followed by linkage of sound and meaning (12%), 

segmenting (9%), association (4%), and recombination (3%) strategies in the pretest.  In the 

posttest, most students used rote memorization (42.42%), followed by segmenting (39.39%), 

linkage of sound and image (14.14%), association (3.03%), and recombination (1.01%).  The 

most often used strategy ‘rote memorization’ decreased from 72% on the pretest to 42.42% on 

the posttest, indicating that the keyword group showed a decrease of 29.58% in the rote 

memorization strategy after the instruction.  When 14 out of 20 students used rote 

memorization in the pretest, only 9 out of 20 students used the same strategy in the posttest.  6 

out of 20 students used the keyword strategy in both the pretest and posttest, showing that 

linkage of sound and image was the strategy with nearly the same tendency in the traditional 

group. Segmenting strategy showed a great increase of from 9% to 39.39%, indicating that 

students in the traditional group used not only used rote memorization, but also the segmenting 

strategy after the treatment. 

Table 5 Descriptive statistics on category of students’ strategy use in the traditional group    

Strategy                      Strategy Use (%)           Number of students using 
                           Pretest       Posttest strategy type (n=20) 

Segmenting      9   39.39   3 /  11   
Recombination    3   1.01    3 /  1 
Rote memorization     72   42.42   14 /  9 
Association      4   3.03    1 /  2 
Linkage of sound and image   12   14.14     6 /  6 

   Table 6 presents an overall difference of the strategy use for both groups across tests.  In 
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the pretest, both groups showed the same preference on strategy use.  Rote memorization was 

the strategy frequently used by both groups of the students.  However, when students in the 

keyword group (76%) and traditional group (72%) frequently used rote memorization in their 

vocabulary memorization process before the treatment, nearly half of the students in the 

keyword group (47.57%) and in the traditional group (42.242%) preferred using rote 

memorization after the treatment.  It seems that both groups relied heavily on the rote 

memorization before the treatment.   

    However, after the treatment, when rote memorization was adopted nearly half of the 

students in both groups, the segmenting strategy was also reported as higher frequently used 

strategy in both groups.  When similar frequency of the strategy of the linkage between sound 

and image before the treatment (12%) and after the treatment (14.14%) was found in the 

traditional group, the frequency of the keyword method increased from only 5% before the 

treatment to 17.48% after the treatment in the keyword group.   

Table 6 Differences on category of strategy use between the keyword and traditional groups 

Strategy                                       Strategy Use (%)
                                 

                                 Pretest                      Posttest          
                         Keyword     Traditional Keyword   Traditional  

Segmenting      15      9    33    39.39 
Recombination     2        3     0   1.01 
Rote memorization     76       72    47.57  42.42 
Association       2       4     .97    3.03 
Placing words into a context   0   0     .97   0 
Linkage of sound and image    5       12    17.48  14.14 

    The second finding that both groups reported using rote memorization strategy most 

frequently before the treatment is consistent with Sanaoui’s (1995) ESL learners’ approaches to 

vocabulary learning, including writing words, repeating words mentally or aloud several times, 

and returning to lexical item after repeating it several times mentally or aloud.   After the 

treatment, both groups still preferred rote memorization, followed by segmenting and the 
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keyword strategies.  Such finding lends the support that although the keyword method 

facilitated initial learning of the vocabulary meanings, if students did not know how to connect 

both sound and image cues, they would go back to “superficial strategies such as repetition and 

memorization of the definition of new words” (Akbari & Tahririan, 2009, p. 50).  Since 

students were given a new vocabulary memorization task, it seems hard for some students in the 

keyword group to transfer such method in new task.  In Chen’s (2006) study on the comparison 

of three memory strategies (keyword-given, keyword-generated, and rote rehearsal methods), 

the finding that the keyword-given group is superior to the keyword-generated group on the 

recall tests indicates that the transfer of the application of the keyword method in new tasks 

needs students’ life experience and first language expression.  Such factors may cause 

difficulty in creating interactive images when students intend to apply the keyword method into 

  

lly, 

half of the students (65%) liked to memorize words through the keyword method. 

keyword method 
Reponses  stu  

new context.  
Students’ Perceptions toward vocabulary learning through the keyword method 
     Table 7 shows students’ perceptions toward the keyword method.  The majority of the 

students (75%) in the keyword group reported that it was fun to learn new words by using the 

keyword method.  Most of them (60%) indicated that the keyword method was helpful in 

memorizing the pronunciation of English words and Chinese meanings of the vocabulary. 

The majority of the students (80%) believed that the keyword method made vocabulary learning 

more efficiently.  As for the vocabulary retrieval and retention, most of the students (70%) 

thought that the keyword method made the vocabulary recall easier, while more than half of the 

students (60%) considered that such strategy made the retention last for longer time.  Fina

over than 

Table 7  
Students’ Perceptions toward 
vocabulary learning through the 

 
    Total number of dents (n=20)

Number of students Percentage 
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The keyword method is interesting
vocabulary learning    

 in 
Yes 
No 

Not Sure 

15 
0 
5 

75 % 
0 % 
25 % 

The keyword method is helpful in 
memorizing the pronunciation of 
English words 

Yes 
No 

Not Sure 

12 
1 
7 

60 % 
5 % 
35 % 

The keyword method is helpful 
memorizing Chinese meaning
English word

in 
s of the 

s 

on longer 

No 2 10 % 

Yes 
No 

Not Sure 

12 
5 
3 

60 % 
25 % 
15 % 

The keyword method helps me 
acquire the vocabulary more 
efficiently  

Yes 
No 

Not Sure 

16 
1 
3 

80 % 
5 % 
15 % 

The keyword method helps me 
retrieve vocabulary easier 

Yes 
No 

Not Sure 

14 
4 
2 

70 % 
20 % 
10 % 

The keyword method makes my 
vocabulary retenti

Yes 
No 

Not Sure 

12 
2 
6 

60 % 
10 % 
30 % 

I like to memorize words through the 
keyword method 

Yes 

Not Sure 

13 

5 

65 % 

25 % 

    From the open-ended questionnaire for students’ perceptions toward the keyword method, 

students reported that the keyword method was interesting in vocabulary learning because such 

method can connect sounds and image so that they can recall words easily.  Furthermore, the 

keyword method can help students memorize the pronunciation of English words and Chinese 

meanings of the English words for that such method was impressive and can help them recall 

English and Chinese words at the same time by means of sounds and pictures linage. 

Furthermore, the keyword method also helped students acquire new words more efficiently, 

retrieve vocabulary easier, and make vocabulary retention longer in that such method aroused 

students’ interest to learn new vocabulary, made vocabulary learning more impressive, and 

connect the pronunciation of the English words to the Chinese similar sounds with the bridge of 

pictorial image to associate the English words and its Chinese meanings.  Based on these 

assertion

 

s, it was found that students liked to memorize words through the keyword method 
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because such method helped them recall words easily and aroused their interests to learn English 

words. 

     The benefits of the keyword can be explained in terms of Paivio’s (1997) dual coding 

theory because the method uses two memory systems (Rodriguez & Sadoski, 2000; Shapiro and 

Waters, 2005), verbal and image, so that if one of them fails, the other can still be used for 

learning.  Another explanation is that the image memory system strengthens the shared and 

distinct features of the keyword and the L1 translation of the target word during the association 

learning phase (Marschark, Richman, Yuille & Hunt, 1987, as cited in Sagarra & Alba (2006). 

With the basis of Dual-Coding Theory proposed by Paivio (1997), when shallow processing 

involves remembering characteristics other than the meaning of a word like sounds or spelling, 

deep processing focuses on meaning.  Students using keyword methods which help retrieve the 

target foreign words may involves in a deep processing of learning.  This is because students 

need to think of a keyword sound with a visual image so as to associate target word and its L1 

translation.  Therefore, with deep processing, students in the keyword group can make 

connection with L1 when learning L2, and thus help them recognize the word easier (Pa

 

lmber, 

 

problem.”  Another one reported, “I 

1987, as cited in Chen, 2006).  The richer the meaning of a word to be remembered, the deeper 

the process, and the better the recall (Craik & Lockhard, 1972, as cited in Chen, 2006).   

     When students stated that the keyword method can facilitate their vocabulary 

memorization, it was cautioned that such method still had its limitation as one student said, 

“This method may not be applied to every English word because it is hard for me to find the 

linkage between the English pronunciation and the Chinese similar sound for some words.” 

Another student reported, “Changing my habitual strategy use of the vocabulary learning is hard 

for me.”  Another student noted, “The method sometimes confuses me by the linkage between 

sounds and images because the Chinese similar sounds are different from those of English 

pronunciation.”  Another one claimed, “Although the method helps me recall the Chinese 

meanings easily, spelling out the English words is still a 
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think this method is better for beginners because it can only enhance the ability of word 

recognition rather than the ability of word production.”   

   The positive attitudes toward the keyword method in the present study echoes the findings of 

Chen’s (2006) assertions that such method is an interesting tool for acquiring English 

vocabulary and most of the students believed that such skill can help them acquiring English 

words in a faster and easier way, and thus increase the level of retention.  Nevertheless, the 

limitations of the keyword method which were reported by some the students in the present 

study corroborates the assertions that the keyword method is most helpful for the beginners 

(Atkinson and Raugh, 1975) and was designed for use with concrete words (Rodriguez & 

Sadoski, 2000).  Such limitations may be one of the factors interfering students with the 

rds used in the present study 

ere nouns.  Further research may investigate other parts of speech in order to examine the 

he keyword method from different dimensions.  

Refe

application of the keyword method in new vocabulary learning tasks, and thus need to be taken 

into further consideration.   

     Although the present study provided insight into the effectiveness of the keyword strategy 

instruction in ESP context, the present study suffered from certain limitations.  Firstly, the 

effects of the practice effect due to the same test items on pretest and posttest was unknown.  

Further study may examine the effects of foregoing variables on vocabulary growth.  Secondly, 

the sample size was small and thus needs further expansion of more samples with various 

backgrounds in the future study.  Finally, most of the target wo

w
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Can Early Language Delay Predict Reading Comprehension for 
Chidlren with Autism Spectrum Disorders？ 

 
A body of research showed that early language delay was related to later 

language proficiency and reading achievement (Bishop & Adams, 1990; Scarborough 
& Dobrich, 1990; Silva, McGee, & Williams, 1983; Silva, Williams, & McGee, 1987). 
Some children with autism spectrum disorders showed early delays in language 
(Eisenmajer et al., 1996, 1998; Mayes & Calhoun, 2001), and some were observed to 
have difficulties in reading comprehension later in school (Frith & Snowling, 1983; 
Myles et al., 2002; Nation, Clarke, Wright & Willliams, 2006). The study investigated 
the relationship between early language delay and reading comprehension for children 
with autism spectrum disorders. 
 

Thirty-two (32) children diagnosed with Asperger syndrome and mild autism by 
independent clinicians, as well as 30 typical-developed children aged from11 to 12 
were recruited in Taiwan. Diagnostic criteria from the DSM-IV (APA, 1994) for 
Asperger syndrome included no clinically significant general delay in language, 
therefore participants with autism spectrum disorders were divided into autism and 
Asperger groups based on with or without a history of early language delay. The 
autism group (IQ range between 81 and 101) and the Asperger group (IQ range 
between 95 and 110) consisted of 14 and 18 participants, respectively. Participants in 
the typical-developed, autism and Asperger groups were matched for age and gender. 
A standardized reading comprehension test (Lin & Chi, 1999), vocabulary usage test, 
and Peabody Picture Vocabulary Test-Revised (PPVT-R) (Dunn & Dunn, 1981) were 
administrated to all participants. The results showed that there was no significant 
differences in Wechsler’s full scale IQ between the 3 groups. Compared with the 
group of typical-developed children, the groups of children with autism and Asperger 
had less comprehension of non-literal language measured by the vocabulary usage test. 
The autism and Asperger groups significantly differed in the size of vocabulary 
measured by the PPVT-R. No significant difference was found between autism and 
Asperger groups in reading comprehension. 
 

Early language delay may have influence on the size of vocabulary in the later 
development of language, but no enough evidence was found to support that early 
language delay can predict reading comprehension for children with autism spectrum 
disorders.  
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ABSTRACT 
 
Field trips play an important role in a horticultural course. Visits to farms and nurseries 
give students firsthand experience. However, one problem with field trips is students 
visiting the same farms/nurseries in several courses. In addition, there is the cost and 
availability of transportation by van and private cars on the island of Oahu and the 
expense of airfares and rental cars on the neighbor islands. The objective of this study 
was to determine the feasibility of using virtual field trips to supplement actual field trips 
in an undergraduate tropical crop production systems course. In 2008, students were 
surveyed to find out who has had work experience on a farm/nursery. This included 
students whose family had a farm/nursery or who were owners of a farm/nursery. These 
selected students took photographs of the farm/nursery and gathered information about its 
operation. The goal for the students was to give a presentation to the rest of the class as if 
the class had actually visited the farm/nursery. In 2009, a virtual field trip assignment was 
given to all students. Students gave excellent PowerPoint presentations about the farms 
and nurseries they had worked on or had visited. These included a hydroponic vegetable 
farm on Oahu. A student visited a hydroponic vegetable farm on the island of Maui 
during spring break for his presentation. Questions from the class indicated much student 
interest in these horticultural enterprises. Of particular value were presentations by 
students who owned or whose family owned businesses⎯a turfgrass/mondo grass farm, 
an aquaponics operation with tilapia, and a taro farm on Kauai. A student who worked on 
the U.S. mainland on a family farm, which emphasized crop diversity and sustainable 
agriculture, gave another insightful presentation. The virtual field trips presented by the 
students offered the class much needed exposure to farms and nurseries that the class did 
not or would not have a chance to visit. These included places on the U.S. mainland, the 
neighbor islands of Maui, Kauai, and Hawaii, and farms/nurseries not ordinarily visited 
                                                 
1 Associate Professor. 
2 Graduate Teaching Assistant. 
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in other departmental courses. In conclusion, virtual field trips offer a viable supplement 
to actual field trips. 
 
 
INTRODUCTION 
 
Field trips play an important role in horticultural courses. For example, field trips and on-
site visits are critical in teaching greenhouse management and controlled environment 
agriculture (Harkess et al., 2007). Visits to farms and nurseries provide students with 
firsthand knowledge of agricultural enterprises (Figure 1). Field trips help to reinforce 
concepts introduced and discussed in class. Well-planned field trips benefit students by 
connecting in-class studies with real world, local situations (Klemm and Tuthill, 2003). 
 
Figure 1. Students in the TPSS 664 Orchidology course 
visited an orchid nursery in Waianae, Oahu. 
 

 
 
 
TPSS 300 Tropical Production Systems was designed to serve as a bridge between the 
introductory course TPSS 200 Tropical Crop Science and the upper division crop 
productions courses in vegetables, fruits, flowers, and foliage (Figure 2) (Dept. of 
Tropical Plant & Soil Sciences, 2004). It is a four-credit course with three 50-minute 
lectures and one three-hour laboratory a week. It is a required for all TPSS undergraduate 
students and helps fulfill the credit requirement for a B.S. degree. TPSS 300 was 
designed to have field trips to a fruit or vegetable production operation and an 
ornamentals production operation. 
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Figure 2. Mind map showing the topics and subtopics of TPSS 300 
Tropical Production Systems. 
 

 
 
 
Instructors face instructional and logistical constraints that hinder their planning and 
conducting actual field trips. These constraints include expense, liability, safety issues, 
and lack of administrative support (Klemm and Tuthill, 2003). Logistics and economics 
have reduced the ability of horticulture instructors to use field trips or on-site visits as 
educational tools (Harkess et al., 2007). Over the past ten years, student course 
evaluations of HORT/TPSS 300 indicated students were not satisfied with the course. 
One reason was some field trips were repeats of field trips taken in other TPSS courses. 
As such, for the Spring 2008 and Spring 2009 semesters, TPSS 300 was modified 
regarding topics, content, and teaching methods to meet the needs of the students 
(Kobayashi and Perez, 2009). Part of these modifications included selecting field trips to 
different sites and using virtual field trips. 
 
Virtual field trips are computer-based, multi-media simulations of actual field trips, 
which allow students to explore aspects of an actual trip without leaving the classroom 
(Clark et al., 2002). The technology used range from using digital pictures and text in 
Microsoft® PowerPoint® to digital video and panoramas in Adobe® Macromedia® 
Director®. Virtual field trips can be entirely stand-alone for use without an actual field 
trip. In addition, virtual field trips can help prepare students ahead of time for an actual 
field trip (Bellan and Scheurman, 2001) and for classroom discussion of the actual field 
after it is done. 
 
The objective of this paper is to describe the use of virtual field trips in a tropical 
production systems horticultural course. 
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METHODS 
 
Spring 2008 semester 
 
Students were surveyed to find out who has had work experience on a commercial farm 
or nursery. This included students whose family had a farm/nursery and students who 
were owners of a farm/nursery. These selected students took photographs of the 
farm/nursery and gathered information about its operation. The goal for the students was 
to give a virtual field trip presentation to the rest of the class as if the class had actually 
visited the farm/nursery. The assignment was voluntary and not graded, and students 
could work in groups or individually. The class evaluated the oral presentations using an 
evaluation sheet (Table 1) which was collected and given to each presenter.  
 
Table 1. Evaluation sheet used by TPSS 300 students to 
evaluate the other student's virtual field trip oral 
presentations. 
 
1.  What did you like about the presentation and its 
content? 
2.  How could the presentation be improved? 

 
 
Spring 2009 semester 
 
A virtual field trip assignment was given to all students (Table 2). The students had an in-
class discussion on Harkess et al.'s article (2007) to familiarize them with horticultural 
virtual field trips (Table 3). Students worked individually on the assignment, which was 
graded for the oral presentation and written report. The class evaluated the oral 
presentations using an evaluation sheet (Table 1) which was collected and given to each 
presenter. 
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Table 2. Virtual field trip laboratory assignment given to all TPSS 300 students in the 
Spring 2009 semester. 
 

VIRTUAL FIELD TRIP AND REPORT 
100 points 

 
I. BACKGROUND 

A virtual field trip simulates for the class an actual visit or field trip to a farm or nursery. It is as 
if the class actually went to the place in person. 
 
II.  VIRTUAL FIELD TRIP 

You are to visit an agricultural production system such as a farm or nursery. Interview the 
owner or manager to find out about the operation. Take photos of the operation. You are to work 
individually on this assignment. 

 
Tell me the name of the farm or nursery that you chose by February 19 so I can make sure that 

students do not report on the same farm or nursery. 
 
III.  ORAL PRESENTATION (40 POINTS) 

You are to present a 10-minute PowerPoint talk in class about the agricultural production 
system. Remember, your presentation simulates for the class an actual visit or field trip to that farm or 
nursery. It is as if the class actually went to that place in person. 

 
Students will give their talks on April 28 and May 5 during the lab period—five students each 

day. 
 
IV.  WRITTEN REPORT (60 POINTS) 

You are to turn in a report about the agricultural production system on April 21, 2009. Use a 
word processor. The report should be double-spaced, have 1-inch margins all around, and be limited to 5 
pages. 

 
The report should include: 
 

1.  Description of the agricultural production system. 
2.  A diagram of the system. Include and label: 
 The environment. 
 The boundary. 
 Several important entities. 
3.  Describe several important entities. Describe two attributes of each entity. 
4.  Describe a relationship between similar entities. 
     Describe a relationship between different, dissimilar entities. 
5. Explain how several environmental factors influence the growth and development of the 

crop(s). How does the owner/manger attempt to control or manage these environmental factors 
to optimize production? 

6. Describe any sustainable agriculture practices that are used. 
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Table 3. Questions used for an in-class discussion 
about virtual field trips, discussing Harkess et al.'s 
(2007) article. 
 
1.  Explain in detail, some of the advantages that a 
computer based virtual field trip has over a real 
field trip. 
2.  Do you feel that using virtual field trips (VFTs) 
is an effective way of learning? Why or why not? 
3.  What are some standardizations that you think 
would increase the effectiveness of VFTs? e.g. use 
of diagrams, user interactivity, etc. 

 
 
RESULTS AND DISCUSSION 
 
Spring 2008 semester 
 
Actual field trips 
Actual field trips on the university campus consisted of visiting greenhouses, worm 
composting bins, and the Agricultural Diagnostic and Service Center, which does soil and 
plant tissue analyses. Students also visited the College of Tropical Agriculture and 
Human Resources' (CTAHR) off campus Magoon Greenhouse Facility. 
 
Virtual field trips 
The use of virtual field trips not only highlighted a horticultural business, but also gave 
insights into the students' personal experiences on farms and nurseries. The virtual field 
trips consisted of several students giving PowerPoint® presentations of their own 
agricultural business (Figure 3), family business, or a farm or nursery at which they 
worked. The idea was for each student to design their presentation as if the class were 
going to that place on an actual field trip. This technique was especially effective for 
places that it was unlikely the students would visit such as Waipoli Hydroponic Greens, a 
hydroponic lettuce farm on the island of Maui, and a family farm in Maine. Other virtual 
field trips included the students viewing DVDs of horticultural enterprises and operations 
on the U.S. mainland (Harkess et al., 2007). 
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Figure 3. As owner of the Hawaiian Turfgrass farm 
in Mililani, Oahu, a TPSS 300 student gave his 
virtual field trip presentation on his enterprise. 
 

 
 
 
The instructor did not have many field trips because of previous students' commenting 
that field trips were often repeated in other TPSS courses. An alternative was used—to 
have virtual field trips. Students commented the virtual field trips were effective because 
they allowed the students to see farm and nursery operations that they ordinarily did not 
see (Spicer and Stratford, 2001). Some virtual field trips consisted of showing DVDs of 
nursery operations on the U.S. mainland, which highlighted innovative technology 
(Harkess et al., 2007). In addition, a virtual field trip allowed students to see things close 
up which is often not possible in an actual field trip with 14 students in a group. 
Furthermore, students who presented virtual field trips on operations they had worked on 
during their internships inadvertently exposed the rest of the class to potential future 
internships. 
 
Several students wanted to miss a TPSS 300 laboratory to go on a TPSS 401 Vegetable 
Crop Production field trip to a hydroponic lettuce farm. The instructor gave permission 
to these students to do so on the condition that they would do a virtual field trip 
presentation on it (Figure 4). This situation led to cooperative data gathering, picture 
taking, and an oral presentation in which the several students worked as a team. 
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Figure 4. Students in the TPSS 401 Vegetable Crop 
Production course visited May's Wonder Garden, a 
10-acre hydroponic lettuce farm in Haleiwa, Oahu. 
Several TPSS 300 students also went on this field trip 
and later gave a virtual field trip oral presentation about 
this farm. 
 

 
 
 
Spring 2009 semester 
 
Actual field trips 
Actual field trips were on the university campus touring greenhouses and a tissue culture 
laboratory. Off campus field trips included visiting a permaculture garden and an urban 
agriculture garden. In this semester, there were fewer actual field trips as more 
laboratories periods were devoted to students acquiring laboratory skills in biotechnology 
techniques, soil analysis, soilless potting media, aquaponics, hydroponics, and 
environmental monitoring. 
 
Virtual field trips 
Virtual field trip presentations consisted of farms and nurseries that the students worked 
on (Figure 5), were their family business (Figure 6), the students visited by themselves 
(Figure 7), or visited in another TPSS course's laboratory period (Figure 8). Once again, 
there was diversity in the selection of farms and nurseries. 
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Figure 5. Over 400 varieties of fruits and ornamentals 
are grown at Frankie's Nursery, a tropical fruit tree 
specialist, in Waimanalo, Oahu. A TPSS 300 student, 
who worked part-time at Frankie's Nursery, gave his 
virtual field trip oral presentation about this nursery.  
 

 
 
 
Figure 6. A TPSS 300 student gave his virtual field trip 
oral presentation on Mari's Garden, his family's nursery 
in Mililani, Oahu. In the aquaponics setup shown, 
tilapia fish are raised to supplement the income of the 
nursery. 
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Figure 7. A TPSS 300 student gave his virtual field trip 
oral presentation on Hui Ku Maoli Ola, a native 
Hawaiian plant nursery in Kaneohe, Oahu. This nursery 
has over 100 different species of native Hawaiian 
plants. 
 

 
 
 
Figure 8. Students in the TPSS 403 Tropical Fruit 
Production course visited Kamiya Gold, Inc., a 25-acre 
papaya farm in Hauula, Oahu. A TPSS 300 student, 
who was also in this course, gave his virtual field trip 
oral presentation about this farm. 
 

 
 
 
Value of virtual field trips 
In times of budget problems when transportation for field trips is in shortage or 
unavailable, virtual field trips can be one solution (Jacobson et al., 2008). The State of 

2010 HICE Proceedings - Page 2943



Hawaii, CTAHR, and the TPSS Department are currently facing budget cuts. It is 
uncertain whether adequate funds will be available for field trips to cover use of the 
department's van, mileage, and inter-island plane fares. Virtual field trips are effective 
when the design and structure of the virtual field trip is as close to an actual field trip as 
possible (Jacobson et al., 2008). It needs to consider where the class would go and what it 
would do if the instructor were actually able to take a group of students on location. 
Virtual field trips allow students with physical disabilities to learn about these farms and 
nurseries.  
 
When students can create their own virtual field trips, it focuses their attention and 
learning on the intricate aspects of the operation and how it is presented (Clark et al., 
2002). Students have the opportunity to use the technology in a real world situation, and 
this prepares them to function in a technology rich information society. They learn about 
image processing techniques, programming techniques, data handling, as well as subject 
content of their location (Hurst, 1998). Details can be shown in a virtual field trip that 
would be impossible for all students in a large group to view in person (Harkess et al., 
2007) such as a specific area of a greenhouse or working in a tissue culture transfer hood. 
Virtual field trips also help to expose students to other operations and the use of 
innovative tools and technologies within those operations. 
 
Shortcomings of virtual field trips 
A virtual field trip is not an actual field trip just as a crop model is not an actual plant. 
The virtual field trip does not replace the actual site visit, but in certain situations it can 
be an adequate substitute. Virtual field trips do not provide the physical perception that 
one has in the field such as touching soil or plants, walking along fields. It is difficult for 
a virtual field trip to duplicate the tactile, olfactory, visual, and dialogue experience of an 
actual field trip (Bellan and Scheurman, 2001). 
 
The TPSS 300 students presented their virtual field trips using PowerPoint® and Google 
Maps™. Viewing a photograph does not give the sense of being in the scene that the 
photograph shows (Hurst, 1998). Being two-dimensional representations of the real 
location, digitized photographs do not convey the true three-dimensional nature of the 
location. 
 
Comments on virtual field trips in TPSS 300 
There was a wide range of quality of the oral presentations due to the instructor not 
giving detailed instructions in the assignment about what constitutes a good slide and 
specifically what students should take pictures of (Table 2). This resulted in some 
students not having slides of some of the important features of the nursery or farm. Some 
students lacked the skills in creating attractive slides and organizing an oral presentation. 
For example, one student's presentation consisted of 62 slides when approximately 10 to 
15 slides would have been sufficient. Another student selected a company that did not 
allow photos to be taken so her presentation consisted of a single Google Maps™ satellite 
image.  
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There was a wide range of different types and sizes of nurseries and farms that were 
presented. The different horticultural crop types were covered including fruits (Figures 5, 
8), ornamentals (Figure 7), vegetables (Figure 4), and turfgrass (Figure 3). Of particular 
interest was the nursery that had an aquaponics operation (Figure 6). This tied in well 
with a guest lecturer who spoke on his research—an aquaponics system of tilapia fish and 
hydroponic lettuce. One student presented his talk on a small sustainable agriculture farm 
in Palolo Valley near the university campus. Several students gave talks about their 
family farms on neighbor islands, a nursery on the Big Island and a taro farm on the 
island of Kauai. Having a virtual field trip presentation about an agriculture operation on 
a neighbor island allowed students to experience the operation when traveling there for 
an actual field trip would have not been possible. 
 
A horticultural or agricultural production system may also include businesses that process 
raw materials into finished products, such as fruit baskets, floral arrangements, and leis. 
Perhaps, for next year in TPSS 300 the scope of the virtual field trip assignment could be 
opened up to include a wider range of horticulturally or agriculturally based operations, 
including landscaping and wholesale and retail businesses. In addition, students could 
also incorporate the use of their own digital video clips as part of their virtual field trip 
assignment. 
 
 
CONCLUSIONS 
 
Well-designed virtual field trips can offer a viable supplement to actual field trips. 
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Abstract 

Cantonese opera is the most popular performing arts of the general public with 
extensive history and significant cultural tradition in Hong Kong.  From the 
perspective of cultural inheritance, introducing Cantonese opera in school 
education in Hong Kong to nurture the awareness and literacy of students’ 
own culture and tradition is particularly important.  In fact, singing and 
appreciating Cantonese opera are the most practical way in promoting 
students’ understanding of and respect for this traditional art.  Nevertheless, 
Cantonese opera had not been included in the school curriculum for decades 
until the publishing of the latest Music Curriculum Guide in 2003.  This paper 
investigates the present situation regarding the integration of Cantonese opera 
in primary school music curriculum in Hong Kong; contextual elements 
associated with the integration including musical, educational and other 
related values, curriculum and teaching requirements, and resources for 
teaching and learning are illustrated, analyzed and discussed.  Based upon the 
analysis, a model school-based curriculum for teaching Cantonese opera is 
proposed for implementation. 
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Self-regulation in EFL College Students’ English Learning 

 

Yu Ping Chang & Ching Jung Wu 

Yu Da University 

 

Abstract 

 

This study aims to design an English course with self-regulated learning activities for 

college students and to explore the effects of this English course on English performance and 

self-regulation.  This course was designed based on Zimmerman’s (1986, 1990, 1999), 

Larsen and Prizmic’s (2004) studies, theories, concepts, and perspectives of self-regulation 

learning.  The subjects were 54 college students learning English in a Taiwan college.  After 

a semester English course, an English test was conducted; results showed that the designed 

English course was effective in improving students’ English performance. With regard to 

students’ actual usage of self-regulated learning strategies, results also showed that this 

English course was effective in developing students’ affective reaction regulation. 
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Introduction 

With the rapid development of globalization, to master the use of English is very 

important in this thriving and competitive global economy and modern society.  According to 

Chang (2005), however, Taiwan is performing badly on the international English language test.  

Chang indicated that “Taiwanese students' average score of 203 on the Test of English as a 

Foreign Language (TOEFL) ranked 21st among Asian nations—sixth from the bottom in Asia 

for three consecutive years.”  It’s kind of sad, but not surprised to see the ranking, which 

showed that the English proficiency of Taiwanese students lags behind that of most Asian 

countries.   

Most students in Taiwan not only need to go to the mandatory elementary, junior high 

school, and senior high schools, but they also need to go to an assortment of English, Chinese, 

science, math, art, music, sports, and other cram schools after school.  In Taiwan, cram 

school is known as Bu Xi Ban.  It is there where Taiwanese students get even more 

homework and assignments.  Most of the time students are asked to spend most of their time 

on learning the strategies of copying, memorizing, and reproducing.  In terms of English, 

people who have completed college or university degrees are not guaranteed to be able to use 

English in their daily life or workplaces. 

To better prepare Taiwanese students, many educators and researchers have focused their 

attention on curriculum, instructional materials, innovative technology, cognition, motivation, 

self-regulation, and language proficiency on elementary and junior high school students.  

Little attention is focused on college students’ self-regulated learning in Taiwan.  Therefore, 

the researchers endeavored to develop an English course with self-regulated learning 

strategies to tailor college students’ learning. 
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Literature Review 

Definitions of self-regulated learning are vary depending on each researcher’s philosophy 

and theoretical perspective.  As well as the definitions of self-regulated learning, many 

researchers have tried to specify the characteristics of self-regulated learners based on their 

philosophies and perspectives.  Before carrying out the English course design of this study, 

the following is a brief overview of these philosophies and perspectives. 

Based on Zimmerman’s (1990, 2002), Schunk’s (1990), and Pintrich’s (2000) studies, 

there are six central characteristics of self-regulated learners, including 

1. Self-regulated learners are active participants in the learning process.  They set their 

own goals in their learning. 

2. Self-regulated learners possess a positive set of attitudes, affection, values, 

expectation, and motivations for enhancing their engagement with tasks. 

3. Self-regulated learners analyze their own personal thinking and learning habits. 

4. Self-regulated learners are aware of features or tasks that influence their effective 

learning towards goals. 

5. Self-regulated learners have the potential to monitor, control and regulate their own 

cognition, motivation, and behavior. 

6. Self-regulated learners select useful cognitive, meta-cognitive, behavioral, and other 

strategies in order to accomplish their goals and achieve better performance. 

Based on Zimmerman and Schunk (1989), areas of self-regulated learning is multifaceted 

ranging from behaviorism to modern cognitive psychology, including affective reaction 

regulation, action control regulation, and meta-cognitive regulation.  This study mainly 

focused on affective reaction regulation. 

The affective reaction regulation in this study included positive affection, values, 
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expectations, and achievement motivation.  According to Bandura (1986, 1991), Wigfield 

(1994), Wolters (1998), Wigfield and Eccles (2000), and Larsen and Prizmic (2004), 

self-regulated learners are able to use a variety of affective reaction strategies to accomplish 

goals such as taking action to solve problems caused by mood swings, writing feelings in a 

diary, letter, or email, trying to put things in perspective, trying to increase the task value and 

applying to their careers, experiences, or lives, making plans or a resolution for developing 

higher learning motivation, and attempting to change or control their motivation in order to 

complete a boring or difficult task; and trying to reinterpret the situation. 

 

Method 

The participants were 54 college students. They enrolled in a college in a northern 

Taiwan suburban area.  They were all non-English majored students; they were assigned to 

take a designed English course with self-regulated learning activities for a semester.  The 

English course was developed by the researchers based on Zimmerman’s (1986, 1989, 1990, 

1999), Larsen and Prizmic’s (2004) studies, theories, concepts, and perspectives of 

self-regulation learning. 

Instruments used to assess EFL college students’ self-regulated learning in this study 

included Self-regulated Learning Inventory (SLI) and English Achievement Test.  SLI used 

in this study was developed by Wu and Chang in 2006, which is especially developed to elicit 

the frequency of self-regulated strategy use by EFL students.  English Achievement Test used 

to test students’ English performance was also developed by Wu and Chang, which included 

listening, reading, and writing. 

 In the first week of the actual English course with self-regulated learning activities, the 

54 students were given a pre-test, including a SLI questionnaire and an English achievement 
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test.  The 54 students’ level of English proficiency was based on their testing results of the 

pre-test of English achievement test:  26 students with high level of English proficiency and 

28 students with low level of English proficiency.  After a semester English course, students 

were also given a post-test, including a SLI questionnaire and an English achievement test.  

The results of the pre- and post-tests will be analyzed later. 

 

Results of the Study 

Descriptive statistics (e.g. mean scores and standard deviations) and ANOVA were used 

to answer the two research questions of this study.  In this study, for all statistical analyses, 

the significant level was set at p < .05.  The results were as follows. 

 

Research Question 1 

Research question one is, “What are students’ English performances after completing the 

designed English course?” 

 

(1) After the English course, students (N = 54; post-M = 73.92) had higher English 

performance than before (pre-M = 69.46).  In addition, students with low level of 

English proficiency improved their English performance (pre-M = 53.77; post-M = 

59.15); students with high level of English proficiency also improved their English 

performance (pre-M = 85.16; post-M = 88.68). 

(2) The results of two-way ANOVA revealed a statistically significant difference among 

students on English performance in all stages (F = 7.75, p < .01), which is consistent 

with the previous results—students did improve their English performance. 
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Research Question 2 

Research question two is, “What are the differences of students’ affective reaction 

regulation with respect to positive affection, values, expectation, and achievement motivation 

after completing the designed English course?” 

 

(3) After the English course, students (N = 54; post-M = 23.87) had more positive affection 

than before (pre-M = 22.15).  In addition, students with low and high levels of English 

proficiency all had more positive affection than before (low-pre-M = 22.62; low-post-M 

= 23.15; high-pre-M = 21.68; high-post-M = 24.58). 

(4) Two-way ANOVA results also showed a statistically significant difference among 

students on positive affection in all stages (F = 6.79, p < .05), which means that the 

English course was effective to stimulate students’ positive affection towards English 

learning. 

(5) After the English course, students (N = 54; post-M = 25.62) had more positive values 

towards English learning than before (pre-M = 22.91).  In addition, students with low 

and high levels of English proficiency all had more positive values than before 

(low-pre-M = 23.23; low-post-M = 24.62; high-pre-M = 22.58; high-post-M = 26.63). 

(6) The result of two-way ANOVA also revealed a statistically significant difference among 

students on positive values in all stages (F = 14.34, p < .001), that means that the English 

course was effective to stimulate students’ positive values of English learning. 

(7) After the English course, students (N = 54; post-M = 28.25) had more positive 

expectation than before (pre-M = 27.08).  In addition, students with low and high levels 

of English proficiency all had more positive expectation than before (low-pre-M = 24.62; 

low-post-M = 25.77; high-pre-M = 29.42; high-post-M = 27.37). 
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(8) Two-way ANOVA results showed a statistically significant difference among students on 

expectation in all stages (F = 6.99, p < .01) and a statistically significant difference 

among students with high English proficiency and students with low English proficiency 

(F = 4.34, p < .05) on expectation.  This means that the experimental English course 

was effective to encourage students’ expectation towards English learning. 

(9) After the English course, students (N = 54; post-M = 19.07) had lower achievement 

motivation than before (pre-M = 19.35).  Students with high level of English 

proficiency had higher achievement motivation than before (high-pre-M = 18.63; 

high-post-M = 21.05); however, students with low level of English proficiency had lower 

achievement motivation than before (low-pre-M = 20.08; low-post-M = 17.08). 

(10) The result of two-way ANOVA showed that there was no statistically significant 

difference on achievement motivation in all stages. 

 

Conclusions 

The following were conclusions reached from the results of this study. 

(1) The coefficient alpha of the SLI was .94, which indicates that the internal consistency 

was acceptable. 

(2) As for English performance, there was a statistically significant difference among 

students.  This means that the English course was effective in improving students’ 

English performance. 

(3) From the study of affective reaction regulation, there were significant differences among 

students on positive affection, values, and expectation.  However, no statistically 

significant difference was found in achievement motivation.  Although no significant 

difference was found among students on achievement motivation, students with high 
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level of English proficiency still showed slightly higher achievement motivation towards 

English learning, which means that students with high level of English proficiency 

tended to have positive thoughts towards English learning; they also tried very hard to 

improve their English through the whole process of English learning during the English 

course. 

 

Recommendations 

Although the subjects of this study were limited to a specific college, the findings did 

reveal some potential issues related to the EFL learning in technological and vocational 

colleges throughout Taiwan.  The following recommendations are derived from this study. 

(1) The English achievement test used to measure students’ English performance in this 

study included listening, reading, and writing.  The results of students’ English 

performance need to be replicated with other measures, such as speaking, so that the 

findings might be more validated. 

(2) The subjects in this study were limited to one college in Taiwan.  It may not be 

applicable to other students in other colleges.  Therefore, further researches on the 

details for carrying out similar English course with self-regulated activities may need to 

be tested and experimented in a wider range of colleges. 

(3) Future or further research needs to explore other variables that may influence the use of 

self-regulated learning strategies.  Wigfield (1994), Shin (1998), Pintrich (1999), and 

Jakubowiki and Dembo (2002) indicated that self-efficacy, time management, and effort 

management all might influence the use of self-regulated learning strategies. 

(4) Most students had shown tremendous interests in English learning at age six to 12 in 

Taiwan (Wu & Chang, 2006).  Gradually, their interests started to waver and many of 
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them even gave up due to the difficulties of English.  It was necessary to improve 

students’ learning habits in order to maintain their learning motivation.  Every student is 

unique.  Students have different preferences of self-regulated learning strategies.  

Therefore, if technological or vocational college teachers in Taiwan want to train their 

students on the use of self-regulated learning strategies, they should take each student’s 

personal characteristics into account.  Self-regulated learning strategy training should 

not be limited to the classroom; it should go beyond the classroom.  The purpose of this 

effort is to help learners experience and develop a range of effective self-regulated 

learning strategies and then guide them to apply these strategies to their own learning 

outside the classroom. 
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In this highly competitive era, if the organization survives in the 

environment, one shall  make the competition advantaged, and the key to 

improve competition is performance evaluation. For example, what staff 

could be promoted, what staff should be trained, what staff has specialties, 

and so on. In other words, performance evaluation has offered important 

supports on promotion, training, wages, etc. and made job programs 

advance under control. Performance evaluation should comply with the 

rational procedure to assess, choose the appropriate performance standard 

in performance, clear goals,  and sincere interviews. The performance 

evaluation not only assesses employees’ contributions in the past at the 

job but also makes employees clearly understand future performance 

goals and direction. Therefore, i t  is the effective tool assisting personal 

and enterprise growth. In recent years, many organizations and 

enterprises pay much attention to performance evaluation. However, 

teacher's performance evaluation is l imited to the restrictions of Teacher 

Law and Teacher’s Performance Law in Taiwan, and become formalized. 

The grades of the achievement cannot only reflect real performance 

evaluation but also influence the result which can play a role to encourage 

and progress.  
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Gradually, people have too many requests and expectations to education, 

and in any society, for instance, public security problems, improvement 

of environmental consciousness, etc. people also ascribe all  responsibili ty 

to education. However, there are too much blame for teacher's payment 

and welfare. People demand that education solve society problems is all  

right though, “to do a good job, one must first sharpen one's tools.” If we 

have good performance evaluation, build a job environment suitable for 

the teachers, i t  will  enable the teacher 's job satisfaction to be improved, 

and the aspiration teachers solve society problems will be encouraged. 

 

 

Keywords: Performance Evaluation, Teacher ’s Job Satisfaction 

 

 

The meaning of performance evaluation 
 

Performance evaluation was first from the corporate management. Peter F.  

Drucker thought that the performance evaluation is the purpose of the 

corporate management, and also a reason why the corporate exists. In 

other words, the purpose of the management is to improve the 

organization's performance (Li,  1999). 

Teacher's performance is the most powerful backing for organizational performance, 

organizational objectives are reached, the performance is manifested depends on the 

soundness of organizational performance management. In general, performance 

management can be divided into two levels: the one is organizational performance 

evaluation, and the other is the staff's performance evaluation. The former is to assess 

the overall performance of the organization, setting the organization long-term goal 

through the establishment of organizational management information system, and by 

that way, assist individual teachers to set performance goals; the latter is to establish a 

feedback system for employees so that teachers understand their own results of the past, 

and set future performance targets by individual teachers to achieve its performance 

goals. By this way, teachers can improve organizational performance and productivity, 
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and create organizational goals. Therefore, teacher's performance evaluation is the basis 

for performance management. 

Climaco (1992) thought the concept of performance is wilder than of 

results. It  is a various concept, which includes quality results or product 

of competence, and meta analysis, to become a condition of improvement. 

Thus, the term “performance” including efficiency and effectiveness is an objective fact 

that is available for the evaluation. In addition to an objective external evaluation, 

subjective judgments are also included. 

Evaluation refers to the actual results and targets to measure the difference between the 

circumstances through which the implementation of the effectiveness of and know 

people who know these improvements. The early administration scholars often talk 

about "control" instead of an evaluation. However modern scholars pay more and more 

attention to the executive process including the course of planning, organization, 

communication, coordination, evaluation of the evaluation and describe the education 

program if effectively job by evaluation (Chang, 1994). From the above we can see that 

"performance evaluation" is one of the administrative process, which is an organized, 

systematic, quality and quantity of the actual results and targets to measure the 

difference between the organization or members in order to assess the work 

performance and efficiency, would then provide suggestions for improvement in order 

to improve quality. 

On the positive side, performance evaluation can motivate staff morale and improve 

teaching quality and performance, and develop better school culture and values; and the 

negative one, performance evaluation can help schools understand the lack of teaching, 

and reviewing and improving the eliminate members of the school organization 

concerns and misunderstandings. If the organizational development and personal 

development level, the performance evaluation also has its important functions. In terms 

of organizational development, performance evaluation can promote the achievement of 

the goals of school education, the development of good public schools and community 

relations, to play various aspects of school resources (human, material and financial 

resources) and efficiency; in terms of personal development, performance evaluation 

can help faculty grow and develop, enhance students’ performance, let teachers and 

students achieve the consensus, motivate members, create the wishes of students going 

up and so on. In terms of micro-features, the performance evaluation may stimulate 
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staff’s potential, and develop the effectiveness of various hardware and software 

facilities to reach teaching goals. In terms of macro-features, the performance 

evaluation will allow vocational schools to develop public relations, establish school 

goals of education. It can be seen whether performance evaluation to the school or to 

teachers, in-house staff morale motivation or public relationship of the outside school 

community, both have their capabilities and value. 

 

 

Teacher’s performance evaluation 

 

Greene (1975) thought that the teacher evaluation has the following five items: (a) 

the major is to improve the work; (b) find out good teachers and reward them; (c) as a 

basis for teacher’s promotion; (d) obey the laws; (e) decide teachers stay or go (Hsieh, 

1997). 

In summary, the purpose of teacher’s performance evaluation is:  

(a) as the basis for reward and punishment in order to improve the quality of the teacher;  

(b) to promote teachers to improve for results. 

The types of performance evaluation of teachers are regular appraisals, project 

evaluation (with the major merits and demerits), and three kinds of year-end evaluation. 

The processes of evaluation have six steps: first evaluation, second evaluation, a notice, 

check, and implementation. The evaluation criteria are ability to work, job attitudes, 

general characters, and presence. Teacher’s evaluation is leveled into A, B, C, to D. In 

accordance with the regulations, the following conditions are classified as A-level:  

(a) those who teach the class on time, teachings good progress appropriate distinction, 

and did not use or sell books published proposed to cope with their studies or 

examination of a variety of reference books, or test papers;  

(b) those who discipline students well;  

(c) those who have service commitment to the school to effectively cope with those;  

(d) those who obey the issue of 14 days off, and ask substitutes or ,make up missed 

lessons;  

(e) those who have good moral characters which can be an example for the students;  

(f) those who concentrate on service, and does not violate the relevant regulations about 

part-time courses;  
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(g) those who are on time, no late, leave early, truancy, and absenteeism records of 

those;  

(h) those who don’t have any criminal, disciplinary sanctions and administrative 

sanctions (Teacher’s Law, 2006). 

In accordance with the regulations, the following conditions are classified as B-level: 

(a) those who teach seriously and work appropriate progress;  

(b) those who have the right to discipline and guidance work can be who is responsible 

for due diligence;  

(c) those who have the right to administrative duties, with those who still capable to 

meet the demand;  

(d) those who have 15 to 28 days off, or are hospitalized more than 28 days; don’t 

extend sick leave and don’t ask substitutes. 

(e) those who have no absent records.  

(f) those who have no bad records about morals(Teacher’s Law, 2006). 

In accordance with the regulations, the following conditions are classified as C-level:  

(a) those who can just meet the requirements.  

(b) those who have absent records, but not on continuous 7 days or 10 days in one 

semester.  

(c) those who don’t ask substitutes during the days off or don’t make up missed lessons.  

(d) those who have part-time jobs without the principal allows.  

(e) those who have bad morals but legally(Teacher’s Law, 2006).  

In accordance with the regulations, the following conditions are classified as D-level:  

(a) those who rashly teach, discipline or deal with school administration so that the bad 

results happened.  

(b) those who don’t check students homework or experiment.  

(c) those who seriously delay progress and influence students’ study.  

(d) those who have bad characters, falsely charge others, and influence teachers’ 

image(Teacher’s Law, 2006). 

Teachers as A-level have annual pay promoted one level and additional one month pay; 

if teachers as A-level have the highest annual pay, the government gives additional 

two-month pay.  

Teachers as B-level have annual pay promoted one level and additional half a month 

pay; if teachers as B-level have the highest annual pay, the government gives additional 
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one and a half month pay.  

Teachers as C-level have annual pay, but no bonus. 

Teachers as D-level should be considered layoff, but if teachers violate the 14th article 

of Teacher’s Law, Teacher’s Evaluation Committee can make a resolution to dismiss, 

stop or not extend teacher’s contract.  

Owing to the aforementioned evaluation system done in the end of a school year, it is 

called the “year-end evaluation.” The daily evaluation is usually conducted on 

weekdays, and the reward standards have been provided, or teachers can check the 

Government's announcement of “Professional Standards about rewards and 

punishments.” There are three kinds of “merit” on daily life: merit, minor great merit 

and major great merit; “demerit” is also divided into demerit, minor great demerit and 

major great demerit. In the same school year, “merit” and “demerit” can be offset with 

each other. 

 

 

Teacher’s Job Satisfaction 

 

 

Generally, teachers have good job satisfaction to the current work no matter about the 

stability of work, the relationship with colleagues, and teachers are also proud of 

educating students. On the other hand, teachers’ salaries and workload are not 

proportional. The unequal distribution of school work, bad workplace, not developed 

expertise and so on are also troubled by some teachers. 

A complete study of teacher’s job satisfaction is based on theoretical research as a start, 

explores theoretical research of job satisfaction, understands how psychologists and 

behavioral scientists analyze people, the work, the job environment, and the relationship 

between the three(Yang & Yu, 1991). 

Job satisfaction was occurred in 1935, and human relations scholars 

(Parker & Kleemeir,  1951, p10) generally thought happy workers, higher 

productivity. Therefore, in order to enable workers to play a greater 

productivity, i t  is necessary to work with greater satisfaction. To meet the 

definition of the relevant work can be summarized into three categories 

(Hsu, 1994; Wu, 1993): 
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a. overall satisfaction: 

Job Satisfaction is an attitude to the work and belonged environment. The characteristic 

is that job satisfaction is a single concept but not related to its causes and processes. Dr. 

Vroom (1964) thought job satisfaction is generally referred to staff’s feeling or 

emotional reactions on the work. 

b. the referable satisfaction 

This kind of definition thought that job satisfaction refers to worker’s emotional 

response to the specific dimensions of the work. How many kinds of dimensions of the 

work are not defined, for example, Smith (1969) believed that the job dimensions may 

include the work itself, the promotion, the salary, the boss, and the job partners of five 

dimensions. There is no absolute standard of job satisfaction. In general, job satisfaction 

is a comparative conclusion. Staff usually consider some boss, some salary or some job 

environment as a referable standard. 

c. exception discrepancy 

The gap of the worker who deserved and gained is called “expectancy 

gap.” If the gap between the two is great, the satisfaction is low; on the contrary, a high 

level of satisfaction (Locke, 1969). According to Smith's method, job satisfaction is 

divided into the work itself, the promotion, the salary, the supervisors and the 

colleagues of five dimensions. 

When talking about the study of job satisfaction, most of the following six motivation 

theories are as starting points: Need-hierarchy theory, Two-factor theory, 

Expectancy theory, Equity theory, Discrepancy theory, and Reinforcement theory. 

These theories can be divided into three categories: content theory, process theory, and 

reinforcement theory. The content theory includes Need-hierarchy theory, and 

Two-factor theory, focusing on the content of motivation and satisfaction; the process 

theory includes Expectancy theory, Equity theory, and Discrepancy theory, focusing on 

the developing process of motivation and satisfaction; and Reinforcement theory 

emphasizes the measurable and observed behaviors. These six theories are described 

separately below:  

a. Need-hierarchy theory:  

Maslow proposed Need-hierarchy theory (1970), who divided the basic needs of 

mankind into five levels, from the lowest to the highest are:  

(a) Physiological needs: food, rest, exercise, clothing, housing, and other human 
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physiological needs are included.  

(b) Safety needs: a sense of security, stability, dependency, and protection are included.  

(c) Belongingness and love and needs: sense of belonging, association, acceptance, pay 

out and accept friendship, and love demand are included.  

(d) Esteem needs: respect demand comes from self-confidence, worth, strength, talent 

and sense of competence, as well as for the sense of this world.  

(e) Need for self-actualization: Maslow explained that a musician must compose, an 

artist must paint, a poet must write, and this kind of demand is called self-actualization.  

These requirements are sequential. When low-level needs are met, high-level needs are 

demanded. In addition, when a need is done, the strength of the need will be reduced 

and stop leading human behaviors; on the contrary, the intensity of higher level need 

will be increased, and gradually control the human behaviors. When applying to the 

organization, we should know what level employees should be satisfied at first, and 

cheer them up by esteem needs and need for self-actualization. 

b. Two-factor theory: 

Two-factor theory (also known as Herzberg's motivation-hygiene theory) 

was developed by Frederick Herzberg, a psychologist who found that job 

satisfaction and job dissatisfaction acted independently of each other. 

Two Factor Theory states that there are certain factors in the workplace 

that cause job satisfaction, while a separate set of factors cause 

dissatisfaction (Herzberg, 1959). 

Two-factor theory distinguishes between: 

(a) Motivators (e.g. challenging work, recognition, responsibility) which 

give positive satisfaction, arising from intrinsic conditions of the job 

itself,  such as recognition, achievement, or personal growth, and 

(b) Hygiene factors (e.g. status, job security, salary and fringe benefits) 

which do not give positive satisfaction, although dissatisfaction results 

from their absence. These are extrinsic to the work itself,  and include 

aspects such as company policies, supervisory practices, or wages/salary 

(Hackman J. R.,  & Oldham, G. R., 1976) 

Essentially, hygiene factors are needed to ensure an employee is not 

dissatisfied. Motivation factors are needed in order to motivate an 

employee to higher performance, Herzberg also further classified our 
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actions and how and why we do them, for example, if  you perform a work 

related action because you have  to then that is classed as movement, but if 

you perform a work related action because you want  to then that is classed 

as motivation. 

Unlike Maslow, who offered little data to support his ideas, Herzberg and 

others have presented considerable empirical evidence to confirm the 

motivation-hygiene theory. Their work, however, has been criticized on 

methodological grounds. Nevertheless, Herzberg and his associates have 

rendered a valuable service to science and to management through their 

efforts to apply scientific methods to understanding complex motivational 

problems at work and have stimulated others to continue the search. 

c. Expectancy theory: 

Expectancy theory is about the mental processes regarding choice, or 

choosing. It  explains the processes that an individual undergoes to make 

choices. In organizational behavior study, expectancy theory is 

a motivation theory first  proposed by Victor Vroom of the Yale School o

Management

f 

.  

Expectancy theory predicts that employees in an organization will be motivated when 

they believe that: 

(a) putting in more effort will yield better job performance  

(b) better job performance will lead to organizational rewards, such as an increase in 

salary or benefits  

(c) these predicted organizational rewards are valued by the employee in question.  

This theory emphasizes the needs for organizations to relate rewards 

directly to performance and to ensure that the rewards provided are those 

rewards deserved and wanted by the recipients (Montana, Patrick J;  

Charnov, Bruce H, Management, 2008). 

Victor Vroom (1964) defines motivation as a process governing choices 

among alternative forms of voluntary activities, a process controlled by 

the individual.  The individual makes choices based on estimates of how 

well the expected results of a given behavior are going to match up with 

or eventually lead to the desired results. Motivation is a product of the 

individual’s expectancy that a certain effort will lead to the intended 
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performance, the instrumentality of this performance to achieving a 

certain result ,  and the desirability of this result  for the individual,  known 

as valence. (S.E. Condrey, 2005, p.482) 

d. Equity theory: 

Equity Theory attempts to explain relational satisfaction in terms of 

perceptions of fair/unfair distributions of resources within interpersonal 

relationships. Equity theory is considered as one of the justice theories. It  

was first developed in 1962 by John Stacey Adams, a workplace 

and behavioral psychologist,  who asserted that employees seek to 

maintain equity between the inputs that they bring to a job and 

the outcomes that they receive from it against the perceived inputs and 

outcomes of others (Adams, 1965). The belief is that people value fa

treatment which causes them to be motivated to keep the fairness 

maintained within the relationships of their co-workers an

ir 

d the 

im. 

or 

e 

 

haps 

alize that the 

This can be illustrated by the following equation: 

organization. 

An individual will  consider that he is treated fairly if he perceives the 

ratio of his inputs to his outcomes to be equivalent to those around h

Thus, all  else being equal,  i t  would be acceptable for a more seni

colleague to receive higher compensation, since the value of his 

experience (an input) is higher. The way people base their experience 

with satisfaction for their job is to make comparisons with themselves to 

the people they work with. If an employee notices that another person is 

getting more recognition and rewards for their contributions, even when 

both have done the same amount and quality of work, it  would persuade 

the employee to be dissatisfied. This dissatisfaction would result  in th

employee feeling underappreciated and perhaps worthless. This is in 

direct contrast with the idea of equity theory, the idea is to have the 

rewards (outcomes) be directly related with the quality and quantity of

the employees contributions (inputs).  If both employees were per

rewarded the same, it  would help the workforce re

organization is fair,  observant, and appreciative. 
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al  

otal 

.  

is satisfied (such as an extra reward), the other 

t  

2). 

 

 the 

ple, a pigeon may 

pon the response is called a reinforcer. 

Most textbooks now only present examples of the 1966 model, which are 

posit nfor forcem

following. 

 

e.  Discrepancy theory: 

Discrepancy theory can be described as the study of inevitable 

irregularities of distributions, in measure-theoretic and combinatori

settings. Just as Ramsey theory elucidates the impossibility of t

disorder, discrepancy theory studies the deviations from total uniformity

Discrepancy Theory as Locke (1969) and Porter and Lawler (1971) 

advocated that the decision on the individual perception of job 

satisfaction to the "real" work pay and "expect" the gap between pay, 

which means that depending on the individual work The "real access" and 

"hope or should be," the gap between the two, if the "real access" more 

than "hope, or should be" 

hand, such as "actually received" small in the "hope or should get" is no

satisfied ( e.g. salary), if the gap is zero, will be satisfied(Chao, 200

e. Reinforcement theory: 

The theory was proposed by Skinner (1953), who articulated the major 

theoretical constructs of reinforcement and behaviorism, refused to 

specify causal origins of reinforcers. 

In operant conditioning, reinforcement occurs when an event following a

response causes an increase in the probability of that response occurring 

in the future. Response strength can be assessed by measures such as

frequency with which the response is made (for exam

peck a key more times in the session), or the speed with which it  is made 

(for example, a rat may run a maze faster).  The environment change 

contingent u

ive rei cement and negative rein ent,  and discussed as 

  decreases likelihood of increases likelihood of 
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behavior behavior 

Presented positive punishment positive reinforcement 

taken away negative punishment negative reinforcement 

According to Luthans and Kreiter (1975), Reinforcement theory has three principles: 

orcement theory is only suitable for observable behaviors, but not for attitude, 

ons between employee’s behaviors and rewards 

 

-end, and project. According to the work 

ent are necessary for teachers, as well as good for the 

valuation Committee members should be 

(a) Reinf

perception, or feelings. 

(b) behavior measure should check response frequency or extent. 

(c) it is necessary to clear up the relati

(Yang & Yu, 1991). 

 

 

Performance evaluation of teachers on the relationship between working 

satisfaction 

 

Looking at the teacher performance reward system is the following characteristics:  

a. compact and comprehensive 

Performance is considered as regular, year

ability, characters, and presence, give reasonable rewards and punishment. 

b. clear rewards and punishment 

Reasonable rewards and punishm

administration working. 

c. objective democracy 

Encouragement and punishment is counted by administrators according to annual 

evaluation. One of three Teacher’s E

non-administrator by vote. 

d. working performance and ethics, and time and deeds are both important 

Performance evaluation should be taken the performance and ethics into account. Take 

time with regular, annual performance and project, and deeds into account (Chao, 

1999). 
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However, the performance system has its shortcomings. In the past ten years, the 

teachers as A-level have been increased that caused many people to doubt whether 

teachers’ performance is real. By the way, teachers

progress and cannot promote performance-based duties (Chu, 2001) 

The performance system for teachers is also the relative impact of the teacher’s working 

satisfaction, so for its shortcomings we at

and make teacher’s working satisfaction prom

a. failure to implement the concept of evaluation  

Some of the administrators are not responsible for assessing or have personal bias, o

neglected evaluation which is just de

will influence the objective and fairness.

b. the lack of active and positive guiding:  

In the current system, members are subject to passive examination emphasized on 

performance bonuses, but ignore active and positive development mechanism. The 

evaluation system becomes routine. 

c. the lack of democratic participation  

Teacher’s Evaluation Committee has five to twenty-one members, one of three should 

be non-executive one by vote. In the cur

objectivity is being challenged. Evaluated mem

so many teachers are not satisfied at the system. 

d. teachers as A-level are too abstract and loose 

Evaluation is measured too abstract and the elasticity is too

reliability, reliability, and fairnes

e. teachers as D-level are improperly treated  

D-level conditions lack of specific standards that is hard to convince

addition, the result of the exam is to fire teachers.

trouble or fights, so few teachers are evaluated as D-level. 

f. the lack of comparative principle 

According to evaluation measures, the longer years of the service is, the more teachers

get A-le

 lack the pursuit of driving force of 

tempt to propose the ways of improvement 

oted. Shortcomings are as follows:  

r 

cided by impression or end-year performance. That 

 

rent bureaucratic system the fairness and 

bers cannot participate in the discussion, 

 large. That causes lack of 

s.  

 teachers. In 

 Most administrators choose to avoid 

 

vel. Therefore, it is not fair and it will influence credibility. 

 improved, for example, we 

should consider to adjust teacher’s position according to evaluation results, on the 

g. evaluation results are not effectively tracked  

Evaluation results are usually formalistic and not effectively
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contrary, we should offer the counsel to teachers who are eva

2002). 

Therefore, upgrading the teacher's evaluation on the teacher's working satisfaction o

of the shortcomings of the above plays an important role.  

Based on the principles of teacher’s evaluation as follows:  

a. specific and reasonable standard

Standards are offered to teachers who have

should be s reasonably set as details and evaluation methods should be multiple. In 

addition, administrators’ evaluation has better include to teachers’ self-evaluation, 

parents’ or colleagues’ reaction.  

b. standards should be fair and reasonable 

There are a number of evaluation criteria while the importance of the various is differ

so according to their importance to set the proportion of its impact and importance of 

great standa

c. democratic style procedures are needed:  

It means that we should allow teachers to participate in the evaluation and kn

results, and the t

follows:  

(a) in developing evaluation methods or standards, we should allow teachers to

participate. The representative number of teachers should be n

administrators. 

(b) the results of evaluation should let teachers know and understand their own strengt

and weaknesses which can bring improvements. Describe the advantages and 

disadvantages of teachers and sugges

(c) the use of various ways should be well-known for teachers, and when teachers know 

the evaluation standards, self request, it is easy f

luated as low level (Lin, 

ut 

s are needed 

 the goal to work on. Evaluation criteria 

ent, 

rds, the proportion of importance should be adjusted.  

ow the 

eacher has the opportunity to appeal his case. Concrete methods are as 

 

ot fewer than 

hs 

tions for improvement. 

or teachers to meet the standards and 

lt is not just a tool for rewards and punishment, but 

, 

tion methods are used to assess various dimensions. Through teacher’s 

tion, visual guidance, student reactions, and etc. 

follow evaluation methods. The resu

progress for teachers’ performance. 

(d) teachers’ complaints should be established. When teachers are not satisfied at results

we should offer reasonable pipelines for them. 

d. use multiple ways of evaluation  

Variety of evalua

self-evaluation, administrator’s observa
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we can obtain the performance of teachers in a variety of information for the evaluati

analysis. After showing the results of the e

on 

valuation, teachers should improve 

ortcomings.  

. counsel teachers after the evaluation 

evaluation is used to teacher’s reward and punishment, and the most 

portant is improvement (Hsieh, 1997). 

ce system has been changing with the environment. 

eacher's evaluation system is also continuously adjusted. However, how to apply the 

ultiple evaluations is also considered. The most important thing is that teachers can 

selves, communicate with colleagues, obtain assists from relative staff, 

nd grow up from the evaluations. 
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Abstract 

The main purpose of this study was to examine the implementation of public 

colleges and universities in Taiwan, including its current status, the problems or issues 

encountered, and the potential solutions to them.  

In order to achieve this objective, this study used the methods of document 

analysis and interview. The former included an analysis of the formal written policies 

of the Ministry of Education (MOE) and all 50 public colleges and universities in 

Taiwan. The latter interviewed one educational administers from the MOE and two 

vice presidents who were respectively in charge of the presidential evaluation 

implementation for his own university. Based on the results of document analyses and 

interviews, the findings were presented.  
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Introduction 

The college and university presidency is a crucial role that is more important than 

ever before. She/he is the most visible embodiment of institutional mission, vision, 

and the culture. Since presidential performance is critical to institutional effectiveness, 

the presidential performance/effectiveness should be periodically evaluated for the 

purpose of quality enhancement and personnel decision. 

Prior to 1994, it was the single responsibility for the MOE to designate the 

president for every public college/university. On January 5, 1994, the Revised 

University Law that was reauthorized first started to require that every public 

college/university should form a president selection committee to recommend two or 

more president candidates, from whom the MOE was able to appoint one as the 

president for the institution. On December 28, 2005, the Revised University Law 

currently in effect initiated to mandate that the educational administration authorities  

should appoint the one as the president for the institution based on the suggestion that 

the institution‘s president selection committee proposed.  

In addition to the change of president selection, the Revised University Law 

also required that every public college/university president should be evaluated by the 

educational administration authorities ten months before their current term ends if 

he/she wishes to continue his/her presidential term.  The evaluation report serves as a 

reference for the college/university to determine its presidency reappointment.  

It has been three more years since the Law became effective. What is the 

current status of the president evaluation implementation for colleges and universities 

in Taiwan? What are the problems or issues that have been encountered during the 

implementation? What are the potential solutions to the problems for future better 

practice? It is worthwhile to investigate these questions.  

Therefore, the main purpose of this study was to examine the implementation of 
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public colleges and universities in Taiwan, including its current status, the problems 

or issues encountered, and the potential solutions to them. The findings will serve as a 

base for the related implementation by the educational administration authorities, the 

related units/committees/groups of the public colleges and universities, the Boards of 

Regents for the private colleges and universities, and the interested researchers.  

Basic Concepts for President Evaluation Implementation of Colleges and 

Universities 

President evaluation is viewed as important as president selection to achieve the 

success of universities and colleges (Fisher & Koch, 1996; Kauffman, 1974; Nason, 

1984). President evaluation is one type of personnel evaluation, which could be 

defined as “the systematic assessment of a person’s performance or qualifications in 

relation to a professional role and some specified, defensible intuitional purposes.” In 

addition, personnel evaluation system is defined as “all of the rules, procedures, 

assignments, and other elements that an institution uses to evaluate its personnel.” 

(Joint Committee on Standards for Educational Evaluation, 2009) 

The main purpose of president evaluation is to improve the performance of 

presidents and institutions (American Association of State Colleges and Universities 

& American Association of University Administrators, 1988; Association of 

Governing Boards of Universities and Colleges, 2006; Davis & Davis, 1999; Fisher & 

Koch, 1996; Genova, Madoff, Chin, & Thomas, 1976; Glasman & Heck, 2003; 

Ingram & Weary, 2000; Nason, 1984). The way in which president evaluation is 

implemented may vary because of different missions, traditions, sizes, and other 

internal and external factors that confront higher education institutions. A sound 

president evaluation system, however, needs to be well planned and systematically 

conducted to achieve its intended purposes.  
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An appropriate procedure in which colleges/universities evaluate their presidents 

should be based on formal written policies to guide the implementation of evaluation 

(Fisher & Koch, 1996; Ingram & Weary, 2000; Nason, 1984; Park, 2004). President 

evaluation should be conducted “legally, ethically, and with due regard for the welfare 

of the evlauatee and those involved in the evaluation.” (Joint Committee on Standards 

for Educational Evaluation, 2009) Appropriate policies are essential for guiding the 

due process, which compiles with laws, as well as for a base of communicating 

evaluation practices. Formal written policies, on the one hand, should include 

appropriate organizations/personnel that are equipped with knowledge in higher 

education and evaluation (American Association of State Colleges and Universities & 

American Association of University Administrators, 1988). On the other hand, the 

policies should regulate an evaluation procedure, involving collecting, analyzing, 

interpreting, and apply evaluation results. Useful information provides a good 

understanding about president performance, which is used for improvement and/or 

personnel decisions.  

Methodology 

This study used a document analysis and interviews to collect the needed data. 

Based on the results of related literature review, this study developed an analytical 

framework for the document analysis, in terms of evaluation bylaws, 

organizations/units, procedures, and data use. The related documents included the 

formal written policies of president evaluation by the Ministry of Education (MOE) as 

well as by all 50 public colleges and universities in Taiwan. The purpose of the 

document analysis was to map the current status of president evaluation for public 

colleges and universities in Taiwan.   

Besides the document analysis, this study interviewed 1 educational administers 

from the MOE, who was directly involved in the policy development and formulation 

2010 HICE Proceedings - Page 2979



of president evaluation for public colleges and universities in Taiwan. Furthermore, 

this study conducted interviews with two vice presidents who were respectively in 

charge of the president evaluation implementation for his own university. Their 

perceptions of president evaluation system and implementation provided an 

understanding to the problems or issues that have been encountered and the potential 

solutions to them for further better practice. 

Findings 

The main purpose of this study was to examine the implementation of public 

colleges and universities in Taiwan, including its current status, the problems or issues 

encountered, and the potential solutions to them. Therefore, the findings that were 

drawn from the results of document analyses and interviews are categorized into two 

subsections as follows: the current status, and problems or issues encountered and the 

potential solutions to them.  

The Current Status 

The current status was addressed as follows in terms of formal written policies, 

evaluation organizations, and evaluation procedures.   

1. Formal written policies 

All 50 public colleges and universities referred formal written policies of 

president evaluation to their organizational regulation. 36 institutions (72%) regarded 

their bylaws as their evaluation guideline. 14 institutions (28%) developed additional 

regulations to guide the process of president evaluation. The formal written policies of 

president evaluation usually recorded the evaluation organizations and evaluation 

procedures.       

2. Evaluation organizations 

The organizations that are involved in president evaluation include the central 

government and individual institutions. At the level of the central government, the 
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MOE formulates a five-people ad hoc evaluation team for every president evaluation. 

The team members include one deputy minister who is an ex-officio member and 

serves as the chair of the team, and 4 scholars and experts whom are invited by the 

minister to attend the team. The team should provide an evaluation report for 

individual college/university after examining the written statements of institutional 

affairs. The team shall invite the president and other related personnel to attend the 

team meeting if needed.   

At the level of institutions, 33 institutions (66%) designated their institutional 

council for the administrative affairs as the organization to determine the evaluation 

procedure. 15 institutions (30%) establish additional organization to decide on the 

way in which president evaluation is conducted, such as committee on oversight and 

audit, committee on president reappointment, and so on.   

3. Evaluation procedures 

The procedures in which president is evaluated are summarized as follows.  

President evaluation starts with an inquiry into the president’s willingness of 

reappointment by the MOE, one year prior to the end of the term. In one month, the 

college/university should inform the MOE of its president’ willingness and send the 

written statements of institutional affairs if their president plans to continue his/her 

next term.  

Then the MOE organizes an evaluation team and prepares for the evaluation 

report within two months after receiving the written statements of institutional affairs 

that individual institution presents. The evaluation team examines the president’s 

beliefs, vision, commitment, achievement, and plan for institution’s development for 

the next term. Based on the evaluation results, the MOE provides the evaluation 

report for the institution as a reference for its decision on president reappointment.  
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While the MOE is conducting the evaluation, the college/university sets up an 

evaluation organization to implement the procedure of president evaluation and 

reappointment at the institutional level. Besides the evaluation report prepared by the 

MOE, 24 institutions (48%) collected additional data for determining on president 

reappointment. 19 institutions (38%) requested its president to prepare a written report 

or an oral presentation on their current achievement and future plan. 2 institutions (4%) 

gathered its personnel’s or students’ opinions about their satisfactory level toward the 

president. 3 institutions (6%) requested its evaluation/reappointment committee to 

provide additional evaluation results.  

The qualifications for those who have personnel consent power vary from 

institution to institution. 35 institutions (70%) designated the representatives of the 

institutional council for the administrative affairs as those who have personnel 

consent power. 6 institutions (12%) defined full-time faculty, 3 institutions (6%) 

defined full-time faculty along with researchers, and 2 institutions (4%) defined 

full-time faculty along with non-faculty representatives of the institutional council for 

the administrative affairs as those who have power to vote on president reappointment. 

Moreover, 20 institutions (40%) regulated that two thirds of voters should present at 

the council meeting and two thirds of attendants should consent, which leads to a 

result of president reappointment.  

Problems or Issues encountered and Potential Solutions to Them 

President evaluation is relative new to public colleges and universities in Taiwan. 

The current practice varies from institution to institution. According to interviews, the 

colleges/universities that have conducted president evaluation are facing similar and 

different problems or issues among institutions.    

Overall, the institutions lack a good understanding about president performance in 

Taiwan. The main purpose of the MOE evaluation report is to provide objective 
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information to colleges/universities in order to help them making the better and more 

accurate decisions on the president reappointment. Due to the institutional autonomy, 

the MOE evaluation report only serves as a reference for the institutional decisions. 

The MOE does not have authority to decide the president appointment as well as 

reappointment of public colleges and universities. Furthermore, to avoid the potential 

disputes or violations of the institutional autonomy, the results and suggestions of 

evaluation reports tend to be explicit on presidents’ strengths and euphemistic and 

implicit on their weakness. It may lead to that only those who know well about 

presidents’ performance comprehend the true meaning of implicit evaluation results. 

Thus, the effect of evaluation reports conducted by the MOE may be limited.  

According to the interviews, there seems to be a lack of communication between 

presidents and the MOE evaluation team or institutional organization. Presidents have 

few opportunities of responding to the MOE evaluation team. They also have limited 

time to react to the information that institutional evaluation organization has collected 

or synthesized. Without the presidents’ perspectives, evaluation results may be 

misunderstanding or incomplete to those who have power to vote on the presidents’ 

reappointment, which may mislead the reappointment decision. 

One of the university interviewees reported that their formal written policies did 

not clearly regulate the authority of the evaluation organization, which leads to an 

equivocal policy to guide the evaluation implementation. In addition, this interviewee 

noticed that the MOE evaluation team did not pay full attention to all of the statement 

and documents that individual institution had provided, which caused an inaccurate 

report by the MOE. He doubted that as a result, the report might have a negative 

impact on the institutional decision. In fact, his president’s reappointment failed 

afterwards as this interviewee suspected. 

Some of the potential solutions to the problems are proposed. One consideration 

2010 HICE Proceedings - Page 2983



is corporationalization of public colleges and universities to address the limitation of 

the evaluation conducted by the MOE. According to the interviews, 

corporationalization, on the one hand, may provide legitimacy for institutional 

autonomy; on the other hand, it may provide a check and balance mechanism of 

institutional governance. Nevertheless, it is not for sure about whether 

corporationalization would be fit for public colleges and universities in Taiwan. The 

execution of the corporationalization needs further researches and deliberations. 

To address the lack of communication between a president and the MOE 

evaluation team or institutional organization, one potential solution is to provide 

presidents with enough time to prepare for responses to the first evaluation 

results/reports/decisions by these two parties. Moreover, the MOE evaluation team or 

institutional organization may allow the president to present his/her feedback either 

with an oral or a written format to increase the credibility of the final evaluation 

results/reports/decisions. Finally, to address the potential problems or issues of the 

equivocal regulation and incomplete implementation of president evaluation, the 

formal written policies should be regularly examined and revised to fit the 

institutional implementation. The overall evaluation procedures, both conducted by 

the MOE and the institution, also should be regularly reviewed to strengthen the 

function of president evaluation.        
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Abstract: 
 
Teacher preparation programs recognize and address the challenges of promoting 
multiple perspectives and cultural relevance but face difficulties when undergraduate 
students bring with them little to no experience in working with diverse populations.  
This qualitative study describes how a context was created for 70 undergraduate students 
to participate in literature studies designed to force them to think outside their culturally 
insular perspectives.  Pre- and post-surveys and reflective essays were analyzed using 
modified grounded theory strategies with the emergent theoretical model conceptualized 
as a system of core beliefs and key influencers.  This study (a) describes the use of 
Contemporary Realistic Fiction (CRF) to aid education students in reexamining beliefs 
about culture and diversity and (b) analyzes the shifts in thinking made by these 
education students as a result of the experience.  
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The Influence of Arrangements of Contents of the Social Studies 

Textbook on Sixth-grade Students’ Cognitive Load and 

Performances of Reading Comprehension 

                          

  (Abstract) 

 

    The main purpose of this study is to explore how students’ cognitive load 

and reading comprehension are affected by the arrangements of contents of the 

social studies textbook, particularly with reference to cognitive load theory. 

This study aims to explore how students’ cognitive load and students’ 

performances of reading comprehension are affected by the arrangements of 

contents of social studies textbook with different levels of inner element 

interactivities and to explore the correlation between cognitive load and the 

performances of reading comprehension. According to the consequences of this 

study, concrete and beneficial suggestions for both arrangements of textbooks 

and further studies can be proposed.    

   The method of this study was quasi-experimental study; nevertheless, the 

quasi-experimental design was “a post-test of experimental group and control 

group”. The subjects of this research were 357 sixth-grade students from the 

elementary school in Kaohsiung. 90 males and 87 females participated the 

experimental group includes; 91 males and 89 females attended to the control 

group. Chinese Achievement Test for Junior High and Elementary School 

Students” , “Adaptation (I)”, and “Adaptation(II)” were used as the instruments 

for this study. 
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The results of this study were stated as follows: 

1. Students’ cognitive load was affected by different arrangements of contents 

with different levels of inner element interactivities. 

 2. Students’ performances of reading comprehension were inluenced by 

different arrangements of contents with different levels of inner element 

interactivities. 

3. Within the process of reading, the production of cognitive load would 

influence students’ reading comprehension. 

4. Students’ cognitive load decreased, when reading, and fosters students’ 

performances of reading comprehension, via the addition of the appendixes 

of effective reading resources to the arrangements of contents  

  

Keywords: cognitive load, reading comprehension, social studies textbook, 

arrangements of contents of the textbook 
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Summery  

This study aims to understand the different culture of teaching between 
preschool2 and grade 1 classroom in Taiwan. Although early childhood education is 
not a compulsory education in Taiwan, as approximately 92% of Taiwanese 
five-year-olds receive preschool education. It is important to understand the issue of 
transition.  

Over the past years, researchers understood “transition” based on the 
perspectives of readiness, ecological or socio-cultural theory. Thinking of transition, 
readiness theory focuses on children’s preparation for grade 1. Based on it, preschool 
teachers or parents help to equip children with abilities for grade 1 (Shepard & Smith, 
1990). However, different people have different definitions of the “abilities” (Graue, 
1993). In Taiwan, it always has been addressed that family or preschool have the 
responsibilities to help children build the basic academic skills needed in grade 1, 
such as reading, spelling or counting for subject learning in grade 1. Ecological theory 
extends the concept of transition from children’s readiness to their living 
environments. That means preschool, elementary school and family all have to 
prepare and adjust to each other in the transition period. It is an extended transition 
period that begin before children receive elementary schooling and throughout the 
elementary years (Mangione & Speth, 1998). But it treats these environmental 
elements as stable elements which don’t change, and independent of children. The 
socio-cultural theory takes the social-cultural environment elements into consideration 
and thinks the social and cultural environment elements change as children move to 
grade 1. As Stephen, Brown, Cope and Waterhouse (2003) and Corsaro and Molinnari 
(2005) have found out the inconsistence of classroom culture between preschool and 
grade 1, and teachers in these two school systems have their own classroom routine 
arrangements and ways of teaching. They also discovered that preschool and 
elementary school teachers change the way they teach and their expectations for 
                                                 
1 This is a working-in-progress paper. It is the PhD dissertation of the author.  
2 In Taiwan, preschool is for children from 3-5 years olds. Kindergarten is for children from 4-5 years 
old. Children at age 6 enter elementary school for compulsory education.  
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children during the transition period. It is essential to consider the socio-cultural 
elements to understand the issue of transition.  

Culture of teaching involves the teaching and learning habits and the shared 
regulations and values which are taken for granted by teachers and students while 
teaching and learning (Feiman-Nemser & Floden, 1986). A group of teachers face the 
same demands, opportunities or constraints in their teaching contexts for a long period 
of time, so they develop kinds of similar ways of teaching habits, build same beliefs 
or values of teaching, share similar regulations when teaching which influence 
students’ ways of learning, their classroom routines and teaching activities they 
provide for students. Understand “transition” on the perspective of culture of teaching, 
it means a cultural change for preschoolers to enter elementary school.  

This is a qualitative research in which the researcher is going to use the method 
of case study, story-telling to collect data. Researcher will do observations in 
preschool and grade 1 classrooms for a year each to learn teachers’ teaching in 
classrooms and interview with teachers to understand their teaching beliefs. While 1st 
graders usually come from different preschool programs in Taiwan, researcher chose 
an elementary school in April 2009 and did a survey to know which preschools 1st 
graders completed preschool education. In this elementary school district, 89% 1st 
graders studied in private preschools and only 10% 1st graders studied in the affiliated 
kindergarten of this elementary. Researcher visited these preschools, explained the 
research aims and invited them to join this research. Finally two private preschools 
and one affiliated kindergarten of the elementary school joined this study3.  

Researcher is going to do observations in these preschool classrooms since 
August 2009 to July 2010, then in one elementary school classroom from September 
2010 to April 2011. After and during the observation process, researcher will 
interview with teachers to understand their ways of teaching and teachers’ teaching 
beliefs. After leaving the fields, researcher will analyze data and compare teachers’ 
teaching habits in these two systems to understand the different teaching cultures. 
Then researcher will have story-telling with teachers to learn about their journey of 
being a preschool/elementary school teacher to understand how and why they develop 
these kinds of ways of teaching in classroom. This is to find out the possible sources 
of the formation of culture of teaching.  

This study will help understand the issue of transition from preschool to grade 1 
on the perspective of culture of teaching in Taiwan. People will acquire that transition 
is mainly the issue of the different culture of teaching, not the children‘s academic 
readiness or any transition project we do in preschool or grade 1 temperately that can 
                                                 
3 It is essential to have private preschools participate in this research because 70% preschools in 
Taiwan are private institutions and only 30 % are public. And these public preschools are kindergartens 
for only 4-5 years olds. 
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help solve the transition problem. It is the different habits of teaching and learning, 
classroom routines, regulations, and teachers’ expectations and beliefs for children 
and teaching in these two systems that count transition issue.  

 
Reference 

Corsaro, W. A. & Molinnari, L.(2005). Understanding children’s transition from 
preschool to elementary school. Columbia University: Teacher College Press. 

Feiman-Nemser, S. & Floden, R. E. (1986). The culture of teaching. In M. C. 
Wittrock(Ed.), Handbook of research on teaching(pp.505-526). New York: 
Macmillan.  

Graue, M. E. (1993). Ready for what? Constructing meanings of readiness for 
kindergarten. Albany: State University of New York Press. 

Stephen, C., Brown, S., Cope, P. & Waterhouse, S.(2003). Moving from all-day 
provision to primary school. University of String.  

Shepard, L. A. & Smith, M. L. (1990). Synthesis of research on grade retention. 
Educational leadership, 47(8), 84-88. 

Mangione, P. L. & Speth, T. (1998). The transition to elementary school: a framework 
for creating early childhood continuity through home, school, and community 
partnerships. The Elementary School Journal, 98(4), 381-397.   

2010 HICE Proceedings - Page 2991



 (DIS)AGREEMENT BETWEEN PARENT AND TEACHER RATINGS OF 
COMMUNICATIVE ABILITIES OF BILINGUAL CHILDREN 

 
 

Nenad Glumbić, associate prof.; e-mail: nglumbic@eunet.rs; Faculty of Special Education and 
Rehabilitation, University of Belgrade, Visokog Stevana 2, Belgrade, Serbia 
Branislav Brojčin, assist. prof.; e-mail: brovchin@scnet.rs; Faculty of Special Education and 
Rehabilitation, University of Belgrade, Visokog Stevana 2, Belgrade, Serbia 
Mirjana Đorđević, assistant; e-mail: mira.djordjevic81@gmail.com; Faculty of Special Education 
and Rehabilitation, University of Belgrade, Visokog Stevana 2, Belgrade, Serbia 
 
 
 

Communicative abilities are essential in education, and there is need for comprehensive 
assessment tools to identify different communicative problems in children. The objective of this 
research was to identify specific language problems and possible pragmatic difficulties in bilingual 
children.  

The sample consisted of 62 bilingual participants, of both sexes, aged from 10 to 16. 
Communication abilities were assessed by Children’s Communication Checklist – Second Edition 
(CCC-2) (Bishop, 2003). This questionnaire was completed by parents and teachers of 65 bilingual 
children. Data for three children were excluded from the sample since they did not pass consistency 
check.  

Pearson correlations between parental and teacher reports ranged from moderate to high, 
suggesting that CCC-2 have acceptable inter-rater agreement in bilingual children. 
Notwithstanding, parents and teachers do not identify same children who are likely to have 
language impairment. 

 
Key words: bilingual, Communication checklist, pragmatic abilities.   
 
Introduction 
 
 Although bilingualism could be seen as an advantage in contemporary world there still has 
been concern that non-balanced bilingualism may aggravate language difficulties of children with 
speech and language impairments. However, recent studies have not found specific language 
impairment to be increased by bilingualism (Westaman et al., 2008). Bilingual children could be 
either over identified or under identified with specific language impairments or pragmatic 
impairments due to unrealistic expectations of their parents and teachers (Bedore, Peña, 2008). It is 
very important to keep in mind that parent and professionals are likely to have different approach in 
identification of language related problems of bilingual children.  
  
Sample  
 
 The initial sample consisted of 65 bilingual participants, of both sexes, aged from 10 to 16. 
In addition to Serbian language, which is predominate in their surrounding, all of them speak 
another language (Slovak or Hungarian), which could be considered as their mother tongue. None 
of them have either sensory impairments or intellectual disability. After consistency check it was 
revealed that in three cases teachers did not understand how to use CCC-2 properly and, as a 
consequence, these three participants were excluded from the sample. The final sample consisted of 
32 boys and 30 girls, aged from 10.1 through 16 (M = 13, SD = 1.6). 
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Method 
 
 Communicative abilities of bilingual children were assessed using Children’s 
Communication Checklist – Second Edition (CCC-2) (Bishop, 2003). Original CCC-2 was 
translated in Serbian and then retranslated in English. Two English teachers independently 
confirmed that English and Serbian version of the CCC-2 are the same. The CCC-2 consists of 70 
multiple choice items divided into ten scales (each with seven items). For each scale, five items 
describe difficulties and two items describe communicative capacities. These two groups of items 
are grouped into two separate blocks. The first four scales assess aspects of language structure, 
vocabulary and discourse. The next four scales cover pragmatic aspects of communication, while 
the last two scales assess behavior patterns usually seen in cases of autistic spectrum disorder.  
 Parents and teachers of 65 bilingual students were asked to complete the CCC-2 as well as 
general questionnaire. Although all of them fulfilled and returned check-list forms, three 
participants were excluded from the sample since their teacher report did not pass consistency 
check.  
 The obtained data were processed using original software which is helpful in obtaining raw 
scores, scaled scores as well as General Communication Composite (GCC) and Social Interaction 
Deviance Composite (SIDC). 
 In addition to typically developing children, three groups of disadvantaged children were 
detected based on their composite scores. The first group consisted of children with GCC cutoffs 
below 38 (10% of the lowest results) and positive SIDC score. These children may have specific 
language impairment and they will be assigned as SLI group. Children with cutoffs below 38 who, 
in the same time, achieve SIDC scores in range – 15 through 0, belong to the second group. These 
children may show significant pragmatic impairment in addition to specific language impairment. 
These students will be labeled as to have SLI + PLI.  The third group consisted of the students with 
SIDC cutoffs less than – 15 and GCC cutoffs higher than 38. This profile could be seen in children 
with Asperser’s syndrome and in those with significant pragmatic impairment. This last group 
might have pragmatic language impairment so it is designated as PLI group. 
 
Results 
 
Table 1 – Teacher and parental ratings of bilingual students (scaled scores) 
 

CCC-2 scales Teacher ratings Parental ratings 
M SD M SD 

speech 8.44 3.292 8.32 3.268
syntax 8.84 3.484 7.94 3.208
semantics 8.53 3.758 7.52 3.701
coherence 9.23 3.370 8.44 3.357
inappropriate initiation 10.16 3.305 8.92 3.408
stereotyped language 8.42 3.486 8.53 3.268
use of context 8.50 3.701 7.65 3.947
nonverbal communication 8.02 3.852 7.55 3.579
social relations 8.18 3.673 8.65 3.275
interests 8.35 3.047 7.15 3.167
General Communication Composite 70.13 22.389 64.85 22.134
Social Interaction Deviance Composite -.32 8.343 .05 8.091
 
 Raw scores were derived in a way that the scores referring to the last 20 items, which 
covered communicative strengths, were recoded. Thus, we obtained typically negative scale, which 
means that higher raw scores indicated communicative difficulties and vice versa. On the contrary, 
scaled scores were computed in a way that higher scores indicated communicative strengths.  
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Comparing teacher and parental report on communication abilities it was revealed that in 
eight out of ten subscales, teachers’ ratings showed slightly lower level of impairment. As a 
consequence, General Communication Composite was higher in teacher than in parental report 
whereas Social Interaction Deviance Composite was quite lower.  
 
Table 2 – Pearson correlations between ratings by parents and teachers 
 
CCC-2 scales r p 
speech .442 0.000 
syntax .295 0.020 
semantics .470 0.000 
coherence .600 0.000 
inappropriate initiation .545 0.000 
stereotyped language .638 0.000 
use of context .587 0.000 
nonverbal communication .638 0.000 
social relations .553 0.000 
interests .703 0.000 
General Communication Composite .650 0.000 
Social Interaction Deviance Composite .512 0.000 
 
 Results presented in Table 2 indicate high level of agreement between parental and teacher 
ratings, ranging from .205 (Syntax subscale) to .703 (general interests). Mainly moderate 
correlations are highly statistically significant (p<0.001), with an exception of Syntax where 
statistical significance of determined correlation was not so high (p<0.05). 
 
Table 3 – Children who might have communication impairment 
 
Child Teacher report Parental report 
2 PLI  
4 PLI  
8 SLI+PLI SLI+PLI 
12 SLI  
14 PLI  
29 SLI+PLI  
32 SLI  
36  SLI 
44  PLI 
45  SLI+PLI 
51 SLI SLI 
57 SLI SLI 
62  SLI 
 
 Teachers identified 9 children with communicative problems (4 within SLI group, two with 
SLI and PLI and one with pragmatic impairments), while parents pointed out to 7 children with 
atypical speech and language development (four manifested specific language impairments, two 
showed pragmatic impairments in combination with specific language impairment and one 
participant was considered to have pragmatic impairment).  
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Discussion 
 
 Moderate to high correlation between parental and teacher ratings of children’s 
communicative abilities was determined in this research. The significance of the correlation was 
extremely high, with an exception of Syntax subscale with correlation of 0.02 between these two 
reports. Inter-rater agreement was quite acceptable, even in the scales which cover pragmatic 
abilities. Some other authors found relatively low inter-rater agreement between parents and 
teachers for individual pragmatic scales (Bishop, Baird, 2001). To some extent these findings are to 
be expected, since pragmatic functions are context-dependent, but parents and teachers do observe 
children in different contexts. However, our students belong to relatively small community, where 
teachers had a chance to meet their students long before they even started a school. In small 
communities teachers observe their students in different occasions more frequently than it is a case 
in big cities. That is why we found more striking inter-rater agreement than above mentioned 
authors.  
 Despite great concordance in parental and teachers assessment these two groups of raters 
actually failed to detect same children who might have difficulties in speech and language 
development. In a subgroup of 13 children identified either by teacher or parent as to have 
communicative problems, parental and teacher ratings overlapped just in three cases. Two children 
were identified as to have specific language impairment and one child has pragmatic difficulties in 
addition to SLI, according to both, parents and teachers. Two children were identified as to have 
SLI by parental report, but not using teacher report, and vice versa. PLI was detected in four 
children (three by teacher and one by parental rating). Combination of SLI and PLI was found in 
two more children (one in each group).  
 At this time we can be almost certain that just three children identified by both, teachers and 
parents, really have significant language impairments. In all other cases, the obtained results should 
be taken with necessary precaution. One might expect that bilingual children would manifest more 
striking problems in language development. Actually, this is true in a case of so called double 
semilingualism, suggesting the situation in which a bilingual person doesn't reach the complete 
competence in either of the languages (Hansegard, 1975, towards Miles, 1996). The development of 
the native language is incomplete, because it’s disturbed by the introduction of the other language. 
This idea includes the reduced vocabulary and irregular grammar (Hansegard, 1975, cited in 
Skutnabb-Kangas, towards Miles, 1996), as well as the tendency towards the morphological 
simplification (Appel, Muzsken, 1987, towards Miles, 1996). In this research, study sample 
consisted of children who are literally immersed in bilingual environment. They speak Slovak (or 
Hungarian) and Serbian language from the very beginning. It is noteworthy that these children do 
not belong to socio-economic disadvantaged population, as it is a case with Roma children (in 
European countries) or Hispano-American children in the USA. Thus, their balanced bilingualism 
does not affect their language development. 
 It is worth mentioning that development of pragmatic abilities may vary significantly in 
different languages and cultures. There is need to determine if there is a universal developmental 
pattern of communication, as well as features that are specific to a given culture and to a given 
language (Yliherva et al., 2009).. 
 
Conclusion 
 
 The CCC-2 was found to have acceptable inter-rater agreement in a sample of children with 
balanced bilingualism. Nevertheless, parents and teachers as raters do not identify same children 
who may have certain language impairments. Anyway, the CCC-2 is screening instrument for 
children who are likely to have language impairment and it could not substitute clinical 
examination. That is why, all children with cutoff scores bellow normative value, estimated by 
either parent or teacher, should be directed to further examination by a speech and language 
therapist, special educator, psychologist or other professional. 
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Abstract  
 

In an effort to provide Career and Technical Education (CTE) professionals with 
additional insight on how to better meet the educational needs of the learner, this study 
sought to identify the learning styles and preference for learning of postsecondary 
automotive technology students. While it might appear logical to naturally classify auto-
tech students as primarily hands-on-learners, the results suggested that the sample was a 
diverse group of learners with specific educational preferences within the automotive 
technology program. Findings may be useful to CTE teachers and or teacher educators 
interested in diversifying curriculum and instruction via strategies to enhance the 
educational experience for the student learner.             

 
Introduction 

 
Historical Perspectives 
 

Throughout our educational pursuits, many have had a teacher from whom it was difficult 
to learn. It may have been trouble understanding an educational subject that didn’t particularly 
correspond with one’s learning style, or it may have been a pedagogy related issue. According to 
Gardner, (1999) educators tend to teach the way they were taught. Moreover, Jonassen (1981) 
identified that a strong relationship exists between a teacher’s learning style and preferred 
teaching style. Unfortunately, there is not a “one-size fits all” approach to teaching and or 
learning (Jorgensen, 2006). Thus this creates a problem that requires attention.  

 
“It is clear that a learning style body of knowledge has been accepted into the education 

literature and professional development agenda since the 1980s” (Hickcox, 2006, p. 4). A large 
portion of past research has focused on identifying learning styles, personality type, intelligence 
and/or adaptive strategies of teaching to meet the learning needs of students. However, this 
research does not in most cases specifically align with a Career and Technical Education (CTE) 
setting. For this reason it may be difficult to fully comprehend the relevance of learning style 
literature to CTE without highlighting its importance. 

    
Learning Styles and their Importance 

 
A vast amount of literature exists surrounding the topic of learning style. There is not a 

“one-size fits all” approach to teaching and or learning (Jorgensen, 2006). However, Hartel 
(1995) identified that an educator’s teaching style is often determined by his or her own learning 
style rather than on the learning style of the pupil. A study by Jonassen (1981) found that a 
strong relationship exists between the learning style of the educator and their preferred teaching 
style. Additional literature has revealed that educators cannot give a substantial reason as to why 
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they utilized a particular teaching and or learning style technique (Barkley, 1995). While 
findings such as these could be considered alarming, Whittington and Raven (1995) identified 
that teaching styles can be altered with conscious effort. Heimlich and Norland (1994) indicated 
that: 

 
It is often asserted that educators should adapt their teaching style to the learning style of 
the students. This advice appears to be a contradiction of the basic meaning of style, 
which is a function of an individual’s personality, experience, ethnicity, education and 
other individual traits. An educator cannot and should not “change” personality to satisfy 
each and every learner. Instead, the teacher can adopt - and - adapt classroom methods, 
strategies, techniques, and processes to be more consistent with his or her individual 
style. (p. 45)  
 
With this “adopt-and-adapt” principle in mind several studies have provided a pragmatic 

look at such a concept. Ausburn and Brown (2006) noted that “studies of individual differences 
in preferred instructional methods and approaches to learning have shown that student learning 
tends to benefit from identifying such differences and from using them to customize instruction” 
(p. 17). An example of this includes a meta-analysis of 42 studies conducted between the 1980s 
and 1990s which found a positive relationship between academic achievement and instruction 
that matched students’ learning styles (Dunn Griggs, Olsen, Gorman, & Beasley, 1995). Finally, 
a study by Munday (2002) found that knowledge of the learning strategy preference enhanced 
academic performance and as a result is beneficial to adult students as well as the instructor. 

 
These studies have served to highlight the vast amount of research conducted on learning 

styles. This literature reinforces the importance of the topic of learning styles and personal 
differences in the teaching and learning process. While the related literature does not specifically 
align with a CTE setting, educators within the profession should take this information seriously 
as comprehending learning style characteristics has the ability to enhance the educational 
experience for the learner.  

 
The Problem 

According to Gardner (1999), teachers tend to teach the way they were taught. Jonassen  
(1981) identified that a strong relationship exists between a teacher’s learning style and preferred 
teaching style. These critical findings present a problem that requires attention as we do not all 
come from the same mold in regard to our specific learning style or personality. Hickcox (2006) 
suggested that all learning style research and application efforts need to stress the development 
of the individual and the whole learner. Learning styles should be accounted for when 
considering the topic of curriculum development and instruction. With the overload of curricular 
assessment demands and a vast amount of learning style models, educators may find themselves 
in a state of confusion regarding the use of learning style models in the classroom (Hickcox, 
2006). Thus this phenomenon creates a problem that requires attention.  
 

Purpose and Research Questions 
 

While several studies have examined student-learning styles within education, few have 
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examined this topic in the trade and industry sector of CTE. Thus, this study sought to identify 
the learning styles and preference for learning of postsecondary automotive technology students. 
This topic was examined for the purpose of providing more information regarding how to better 
serve the educational needs in preparing this student population for the world-of-work. Thus this 
study sought to answer the following question: 

 
1. What is the learning style distribution of postsecondary automotive technology 

students? 
 
2. What is the preference for learning distribution of the postsecondary automotive 

technology students? 
   

Theoretical Framework 
 
Over the years, the topic of learning has been examined extensively and has received 

considerable attention. A large portion of past research has focused on experiential learning. The 
term experiential learning is a broad term, generally used by educators to describe a series of 
pragmatic activities sequenced in such a way that it is thought to enhance the educational 
experience for the student learner. The theoretical framework that was utilized in this research 
study was Kolb’s Experiential Learning Theory (ELT). Kolb’s ELT has steadily gained 
acceptance and popularity in education and serves as an invaluable resource for teaching and 
learning (Kolb & Kolb, 2006). Kolb draws upon the works of Dewey, which stressed the role of 
experience in the learning process (Rudowski, 1996). Thus, this learning model is grounded in 
the theoretical framework of personal experience (Ausburn & Brown, 2006). 
 

Kolb’s ELT (1984) identified two dialectically related modes of grasping experience: 
Concrete Experience (CE) and Abstract Conceptualization (AC) and two dialectically modes of 
transforming experience: Reflective Observation (RO), Active Experimentation (AE). Thus, 
based on the preferences for one of the polar opposites of each of the aforementioned modes 
appears four learning styles including: Converging, Diverging, Assimilating and 
Accommodating (Evans, Forney & Guido-Dibrito, 1998) (see Figure 1). Kolb’s ELT naturally 
aligns with this study as the research focused on the learning style and preference for learning of 
postsecondary automotive technology students. Kolb’s ETL uses an instrument known as the 
Learning Style Inventory (LSI) to assess individual learning style and modes of 
grasping/transforming experience (i.e, preference for learning). The LSI is set up in a simple 
format, which usually provides an interesting self-examination, and discussion that identifies 
valuable information regarding the individual’s approaches to learning (Kolb & Kolb, 2005). 
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Methods 

Target Population 
 
 The target population for this study was postsecondary automotive technology students in 
the center region of Pennsylvania (see Figure 2). Postsecondary automotive technology students 
eligible to participate in the study were defined as: (a) first or second year students currently 
enrolled in a postsecondary automotive technology program in central Pennsylvania providing 
career preparation in the automotive technology field (i.e., general certificate programs, associate 
of applied science degree programs, and automotive manufacturer GM Asset programs); (b) 
students currently learning to repair automobiles, trucks, buses, and other vehicle repairs on 
virtually any part or system through a combination of classroom instruction and hands-on 
experience; and (c) currently enrolled students are at least 18 years of age or older. 
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Figure 1. Kolb’s learning styles (Chapman, 2006).  
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During the data collection phase of this study there were three public postsecondary 
colleges with automotive technology programs in the center region of Pennsylvania. According 
these institution’s registrar offices, during the spring semester 2008, there were a total of 310 
postsecondary automotive technology students in central Pennsylvania. Thus a minimum sample 
size of 172 was required for the study to represent the population with no more than a 5% margin 
of error with 95% confidence (Isaac & Michael, 1997). In order to obtain an acceptable sample 
size, postsecondary automotive technology students completed surveys administered by the 
primary investigator in the participant’s classroom setting.  

  
Instrumentation 

 
A quantitative research methodology was used to conduct the study. The specific method 

chosen to investigate the research questions was two paper form questionnaires. The first 
questionnaire was a participant background information survey, containing a series of questions 
relating to: gender, age, career plan, automotive work experience, secondary auto-tech course 
completion and program satisfaction. The second questionnaire was the Learning Style Inventory 
(LSI).  
 

Figure 2. County map of the center region of Pennsylvania.  

 

West Region  

 

Center Region East Region 
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Validity and reliability for LSI. Kolb’s ELT uses a self-administered, scored and 
interpreted educational assessment instrument, the Learning Style Inventory (LSI) to assess 
individual learning style and preference for experiential learning, which was utilized in the study 
(3.1 Version). Smith and Kolb (1986) identified the reliability Cronbach alpha coefficients of the 
LSI as ranging from .73 to .88. Watson and Bruckner (Evens et al., 1998) found the reliability 
Cronbach alpha coefficients of the LSI ranged from .76 to .85. While the LSI appears to be a 
reliable assessment tool yielding internally consistent scores, Kolb (1976) has suggested the best 
measure of his instrument is not reliability but rather construct validity. As an example, Ferrell 
(1983) conducted a factor-analytic comparison of four learning style instruments and determined 
a match was present between the factors and learning style on the original LSI contributing to 
construct validity. Furthermore, Evans et al. (1998) noted construct and concurrent validity of the 
LSI have received several endorsements. 

 
Data Collection 

The data collection phase of this research study was conducted during the spring of 2008 
at the three public postsecondary institutions in central Pennsylvania offering automotive 
technology as a program of study. The appropriate clearance was obtained from the Pennsylvania 
State University Office for Research Protections regarding the inclusion of human subjects in 
this research study. Access was also granted by the automotive technology faculty members at 
the participating institutions. These faculty members selected specific automotive technology 
classes to participate in this study for a total of 189 potential research participants. Faculty 
allotted 90 minutes of in class time for data collection.    

 
Beginning January of 2008 thirteen face-to-face data collection sessions in total were 

conducted with automotive technology students at the three institutions. After a brief 
introduction and explanation of the research purpose, students were invited to participate in the 
study. The students were informed that participation was voluntary and their identity would be 
kept confidential. A signed informed consent form was obtained from each participating adult 
postsecondary automotive technology student prior to completing the survey instruments. First, 
the participants were instructed to complete the general background information survey. Second, 
students were asked to complete the LSI (3.1 Version) instrument. Third and finally, participants 
were extended a thank you and the primary investigator collected the survey packets from each 
student.      

Analysis of Data 

The study first sought to identify the learning style distribution of the subjects. The first 
research question was answered by calculating the frequencies and percentages of the learning 
style data collected from the completed LSI instruments. Second, the study sought to identify the 
preference for learning distribution of the sample. The second question was answered by 
calculating the frequencies and percentages of the modes of grasping/transforming experience 
(i.e., preference for experiential learning) data collected from the completed LSI instruments. 
Finally, the background information was analyzed by calculating the frequencies and percentages 
of the data collected from the background information survey. The data were analyzed using the 
Statistical Package for the Social Sciences (SPSS v16, 2008). 
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Rate of Return 
 
The face-to-face data collection sessions yielded 188 participants/instruments (i.e., 99% 

response rate) or approximately 60% of the total population. However, twelve survey packets 
were removed from the study due to incomplete information. Thus the total count of usable 
instruments within this study was 176 or 56.7% of the target population. The usable response 
rate from the sample of 189 subjects was 93%.  

 
Background of Participants 

Demographic data were collected from participants via a background information survey 
asking six questions regarding gender, age, career plan, automotive work experience, secondary 
auto-tech course completion status and current program satisfaction. Table 1 summarizes the 
demographic data collected from the background information survey.  

      
Table 1

n %

173 98
3 2

141 80
24 14
4 2
2 1
5 3

166 94
10 6

31 18
43 24
98 56
2 1
0 0
2 1

55 31
121 69

90 51
82 47
4 2
0 0

Female
Male

31-45 yrs.
Plan to Pursue a Career in Auto-Tech 

18-20 yrs.
21-23 yrs.
24-26 yrs.
27-30 yrs.

< 1 yrs.
1-5 yrs.
6-10 yrs.

Yes
No
Years of Auto-Tech Work Experience Since Age 16 

Yes
No
Overall Satisfaction with Current Auto-Tech Program

Demographic Data of Participants (n=176)

Gender

Age of Participants 

11-15 yrs.
16 or > yrs.
Completed an Auto-Tech Course in High School 

None

Very Satisfied
Moderately Satisfied
Low Satisfaction
No Satisfaction  

Findings 

Research Question 1  

The first research question sought to identify the learning style distribution of 
postsecondary automotive technology students. This question was answered by calculating the 
frequencies and percentages of the learning style data collected from the completed LSI 
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instruments. The results of the completed LSI instrument revealed that all learning styles were 
represented by the sample. The Accommodating style was most highly represented (39.8%) 
while the Assimilating was the least (16.5%) suggesting that the sample of postsecondary 
automotive technology students was a diverse group of learners (see Table 2).  

n %

70 39.8

37 21

40 22.7

29 16.5

Total 176 100

Diverging

Converging 

Assimilating

Table 2
Distribution of Participant Learning Styles (n = 176)
Learning Style 

Accommodating

information and putting it into logical form (Kolb & Kolb, 2005b).

Note. (a) Accommodating people have the ability to learn primarily from hands-

on experience, (b) Diverging people are best at viewing concrete situations from

diverse points of view, (c) Converging people are best at finding practical uses

for ideas and theories, and (d) Assimilating people are best at understanding

   
Research Question 2 

The second question sought to identify the preference for learning distribution of the 
sample. The second question was answered by calculating the frequencies and percentages of the 
modes of grasping/transforming experience (i.e., preference for experiential learning) data 
collected from the completed LSI instruments. The findings revealed a preference for learning 
distribution which corresponded with each learning style including: (a) 70 (39.8%) participants 
identified as Accommodating had a CE and AE preference for learning; (b) 37 (21%) 
participants identified as Diverging had a CE and RO preference for learning; (c) 40 (22.7%) 
participants identified as Converging had an AE and AC preference for learning; and (d) 29 
(16.5%) participants identified as Assimilating had a RO and AC preference for learning (see 
Figure 3). 
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Conclusions and Discussion 

 
In an effort to provide career and technical education (CTE) professionals with additional 

insight on how to better meet the individual educational needs of postsecondary automotive 
technology students, this study sought to examine the learning styles and preference for learning 
of postsecondary automotive technology students. While it might appear logical to naturally 
classify auto-tech students as primarily hands-on-learners, the results suggested that the sample 
was a diverse group of learners with specific educational preferences within the automotive 
technology program (see Figure 3). More specifically, the Learning Style Inventory (LSI) 
revealed that all learning styles were represented by the sample with the Accommodating style 
most highly represented (39.8%) and the Assimilating classification the least (16.5%) (see Table 
2).  

 
Given that the sample of participants statistically represents the population with 95% 

confidence at the p<.05 level and since all four learning styles were collectively represented by 
the sample, postsecondary automotive technology faculty within central Pennsylvania should 
guard against disproportionately teaching to one learning style over another. A process of 
adopting and adapting instructional techniques and strategies for all learning styles seem more 
appropriate. This is particularly important since past research has shown that educators tend to 
teach the way they were taught (Gardner, 1999) and the sample of postsecondary automotive 
technology students was identified as a diverse group of learners. A process of adopting and 
adapting instructional techniques and strategies for all learning styles is recommended by the 

Abstract 
Conceptualization  

(AC) 
Thinking 

 

Active 
Experimentation 

(AE) 
Doing 

 

Reflective 
Observation 

(RO) 
Watching 

 

Figure 3. Preference for learning distribution of Participants. 
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author as it has the ability to enhance the educational experience for the student learner.  
 
This process of adopting and adapting instructional techniques and activities can vary 

greatly depending on the area of educational specialization. Sample auto-tech activities are 
shown for each of Kolb’s learning styles in Figure 4 to assist automotive technology faculty. A 
process of adopting and adapting instructional lesson plans to align with the sample 
activities/strategies may enhance the educational experience of all four types of learners within 
the automotive technology program. 
 

 
 
 
 
 
 
 
 
 
 

 
 
 
 
 
A cautionary note regarding the learning style/preference results of this study: there are 

no right or wrong classifications and everyone uses each learning style and preference for 
learning to some degree. While the results do represent the population with no more than a 5% 
margin of error with 95% confidence, the findings of this study are limited in a sense because: 
(a) they are not generalizable outside of the target population; and (b) the instrumentation format 
was self-reporting in nature and could have been incorrectly reported by participants. Thus the 
results should be viewed as a tool to assist in better understanding the population of 
postsecondary automotive technology students in central Pennsylvania. The results of the LSI 
identified the strength of preference not the degree learning style of use. Therefore type biases 
and or negative stereotyping of this student population as a result of the findings within this 
study should be avoided at all costs.       

 
Recommendations 

 
We now know the distribution of learning styles and preference for learning of 

postsecondary automotive technology students in central Pennsylvania. Based on the conclusions 
of the study the following recommendations are made. First, pre-service automotive technology 
teachers within central Pennsylvania should be introduced to the practical implications of 
learning style characteristics within an accredited teacher education program prior to working 
with students. Second, all first year postsecondary automotive technology students within central 
Pennsylvania should complete the Learning Style Inventory (LSI) during the first month of the 

Open-ended vehicle problems 

Student presentations 

Hands-on repair simulations 

Class discussions 

Group lab projects 

Field trips 

Vehicle computer simulations 

Individual lab assignments 

Field trips 

 

Lectures/Presentations 

Repair manual reading 

Repair demonstrations 

Accommodating Diverging 

Converging Assimilating 

 
Figure 4. Sample activities of Kolb’s learning styles for 
auto-tech faculty.  
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academic year to assist students and faculty members in identifying characteristics critical within 
the teaching and learning process. Third, postsecondary automotive technology faculty members 
within central Pennsylvania should implement an educational system of adopting and adapting 
instructional strategies, and activities to naturally align with their student’s learning 
style/preference characteristics identified from the completed LSI assessments. Finally, since 
there is a lack of learning style studies within the trade and industry sector of career and 
technical education this study should be replicated in specializations such automotive collision 
repair, building trades, welding and precision machining. 
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Exploring the Opportunities and Challenges of Women Employee-Graduate Students at 
One University: A Proposed Research Study 

 
Graduate students have been employed on university campuses for many years (e.g., 

Anderson & Berdie; 1976; Dubin & Beisse, 1967). However, debates have ensued regarding 
their “status,” and whether they should be predominantly regarded as workers or as students 
(Fogg, 2004; Gallope, 2007; Leyton-Brown, 2008; Park, 2004; Vaughn, 1998). These debates 
have created confusion and blurred boundaries for graduate students, with respect to their 
differing institutional roles; influencing the construction of their academic and work-related 
identities (e.g., Feezel & Myers, 1997; Flora, 2007).  

In North America, the number of part-time and women graduate students has increased 
(Leyton-Brown, 2008; Polson, 2003). When academic and employment roles intersect within the 
space of the university, women employee-graduate students are likely to encounter opportunities 
and challenges which can impact their learning, identity construction, socialization, and role 
negotiation in complex ways. At present, these issues are indirectly referenced within the 
literature, and primarily in the form of unempirical works. In order to address these limitations, I 
will draw on an integrated theoretical framework; merging feminist (Barata, Hunjan, & Leggatt, 
2005; Buss, 2004; Fay, 1988/1989, 1993) and critical theoretical perspectives (Freire, 
1968/1970; Giroux & McLaren, 1992; McLaren, 2003) to conduct an in-depth qualitative 
investigation of women employee-graduate students’ daily experiences negotiating their 
academic and work roles at one institution.  

Working while studying can lead to academic, research, and employment skills, and may 
help prepare individuals for academic positions (Gluszynski & Peters; 2005; Harland & 
Plangger, 2004; Koro-Ljungberg & Hayes, 2006; Park, 2004; Polson, 2003); however, it can also 
increase the time that it takes a student to graduate (Gluszynski & Peters; 2005; Harland & 
Plangger, 2004). The extra time to graduation is especially pertinent for women, as they 
frequently have the challenge of negotiating additional home-related responsibilities in 
conjunction with their other roles (Skorobohacz, 2008; Younes & Asay, 1998); which typically 
exceed those of their male counterparts.  

The literature regarding graduate student employment focuses most frequently on 
instructional positions, such as lectureships or teaching assistantships (Dubin & Beisse, 1967; 
Harland & Plangger, 2004; Park, 2004; Rogow & Birch, 1984); however, graduate students 
continue to hold a wide spectrum of on-campus positions with diverse duties ranging from: 
marking, leading and facilitating seminars or labs, advising undergraduates, researching, 
performing administrative functions, and supporting staff (American Federation of Teachers, 
2004; Flora, 2007; Leyton-Brown, 2008). In this research study, employee-graduate students are 
defined as individuals who are simultaneously enrolled in graduate programs on either a full-
time or part-time basis, and are being paid by the same institution for the full-time, part-time, or 
contractual work that they perform. 

Published literature on the topic of employee-graduate students is largely comprised of 
position papers rooted in personal experiences, as well as legal and hypothetical cases which 
emphasize organizational or policy perspectives around “unionization” and “mobilization.” 
There is a smaller collection of readings that focus on a micro level of analysis, identifying the 
personal tensions that individuals or particular groups of employee-graduate students grapple 
with. However, little exists that makes connections within and across micro-, meso-, and macro- 
levels of analysis. My study is an attempt to address this gap in the literature. I will draw on 
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Institutional Ethnography as the primary mode of inquiry, as this approach will enable me to 
look at a group of peoples’ experiences within institutional structures, social relations, and 
systems of organization (Smith, 2005). At a micro level, I hope to better understand the day-to-
day lived experiences of women employee-graduate students as they negotiate academic and 
employment roles in tandem, as well as identify the opportunities and challenges they experience 
when working and studying in the same place. At a meso level, I seek to identify the structures 
that facilitate and impede the negotiation of women employee-graduate students’ multiple role 
negotiations. At a macro level, I also desire to appreciate the university as a complex place of 
employment and learning. Ultimately, across levels, I strive to pinpoint personal, institutional 
and global supports and strategies that will assist women employee-graduate students’ with the 
negotiation of their multiple roles. With these objectives in mind, I pose the following questions: 

1. What opportunities and challenges do women employee-graduate students experience 
when they work and study in the same place? 

2. What structures facilitate and impede the negotiation of women employee-graduate 
students’ academic and employment roles?  

3. How do local cultural, geographic, and economic contexts shape the university as a 
place of learning and employment over time?  

Participants will be recruited through purposeful maximal sampling (Creswell, 2008) 
varying by discipline, type of paid institutional employment, and study status (part-time or full-
time) to shed multiple perspectives on the lived realities of employee-graduate students at one 
institution. It is anticipated that 10 women employee-graduate students will be a part of this 
study. They will be recruited through: a Graduate Students’ Association (GSA), a Centre for 
Teaching, Learning, and Educational Technologies (CTLET), an Office of Research Services 
(ORS), and a chapter of the Canadian Union of Public Employees (CUPE).  

I will spend 6-8 months in the field collecting data. My methods for data collection will 
involve: (a) two focus group sessions with women employee-graduate students; (b) multiple 
semi-structured interviews to follow up with participants at various points in the study;  
(c) writing samples from activities including employee-graduate students' rankings of their 
institutional roles and reflections on their perceptions of the value that the institution ascribes to 
these roles; (d) field notes from multiple observations of each employee-graduate student 
engaged in work and study roles (to be negotiated with the participant); (e) document analysis of 
present and past university policies, reports, handbooks, codes, meeting minutes, and on-line 
information; (f) semi-structured interviews with multiple informants who have worked at the 
university for an extended period of time; as well as (g) semi-structured interviews with multiple 
professors, administrators, and Human Resources personnel.   

This work will advance knowledge in overlapping fields of higher education, gender 
studies, and labor studies in North America. By identifying and better understanding the ongoing 
opportunities and challenges that these women face, I hope to give voice to their particular 
experiences, as well as signal the need for stakeholders in higher education to find effective ways 
to support others who negotiate academic and employment roles in tandem within universities. 
Through the dissemination of the results and the understandings gleaned from this research, I 
hope to provide institutions, administrators, programs, professors, and graduate students with 
some insights and practical strategies that they can utilize to create inclusive and supportive 
academic and work climates.  

 
*I would like to thank the Social Sciences and Humanities Research Council of Canada (SSHRC) for 

funding this proposed research study* 
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Striving For Balance: Women Graduate Students’ Personal Strategies for Identity and 
Role Negotiation 

Abstract  
 

Women graduate students negotiate multifaceted roles and identities across professional, 
familial, academic, and community spheres (Younes & Asay, 1998). The purpose of this paper is 
three-fold:  

1. To describe six women Master of Education students’ understandings of themselves as 
articulated through their identity mappings, including explorations of their spirituality 
and its centrality to their sense of themselves (e.g., Astin, 2004; Chin, 2006; Tisdell & 
Tolliver, 2003);  

2. To depict their holistic needs as students, educators, and women, including, but not 
limited to their needs for safety, human connection, support, respect, authenticity, and 
balance; as well as 

3. To articulate the specific strategies they use to assist them in their daily identity and role 
negotiations including maintaining positive attitudes; employing active listening skills; 
preserving their physical, mental and spiritual health; striving for balance and harmony; 
engaging in on-going prioritization; re-focusing their time and attention; employing 
critical questioning techniques; and drawing on extensive supportive networks.  

The findings shared in this paper are part of a qualitative phenomenological investigation that 
described how women graduate students negotiated their intersecting identities and roles 
(Skorobohacz, 2008). Six women Master of Education students of diverse backgrounds and ages 
were a part of this study. Five women were educators and one woman was a social worker. An 
integration of two theoretical frameworks including Feminist Theory (e.g., Barata et al., 2005; 
Hall, 1990; Mogadime, 2002, 2003), and Women’s Development Perspective (e.g., Gilligan 
1982; Gilligan et al., 2003; Prasad, 2005) supported the legitimizing and honouring of women’s 
voices. Data was collected using a series of detailed semistructured interviews, take-home tasks, 
and researcher reflections. The analysis process incorporated: Smith’s (1995) “Looking for 
themes,” Gilligan et al.’s (2003) “The Listening Guide Method,” and Dye et al.’s (2000) 
“Constant Comparison Method.” 

This paper will be of interest to a broad audience including graduate students, women, 
teachers, professors, and administrators. Participants’ strategies for achieving stability and 
negotiating roles were perceived to be transferable across contexts. These strategies will likely 
assist other women, as they juggle multiple roles in tandem. 

 

Keywords: Women’s Issues, Balance, Identity, Roles, Negotiation, Strategies, Spirituality, 
Relationships, Phenomenology 
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Abstract -   
In fashion product development and management courses, more and more students have 
been utilizing technology to complete their academic assignments by using popular office 
computer programs such as Windows movie maker, Microsoft Excel, PowerPoint, Paint, 
Adobe Photoshop and Fireworks. The global fashion business is increasingly 
sophisticated, complex, and technology-driven. Since general computer laboratories are 
accessible today, office computer programs, such as Production Lifecycle Management 
(PLM), have greatly increased in popularity as teaching tools. The courses assisted 
students in mastering new computer technologies specifically developed for the fashion 
industries.   
 
 
Key Words: computer program, production management, sketch, graphic design 
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From graphic design/drawing to fashion production management 
 

Shu Hwa Lin and Carol D'Angelo 
University of Hawaii at Manoa 

 
 
Background & Problems -  
 
Production information is a communication tool that enhances students’ ability to 
comprehend the impact of production lifecycle management in the fashion industry. 
Fashion Production Lifecycle Management is a mix of Production, Concept, Fashion 
Illustration, and Apparel Computer-Aided Design (CAD) courses that are taught in Fall 
and Summer. Instructors have the challenging job of training students to become 
professional designers in only two semesters. The challenge is increased when students 
have very little drawing experience. Our teaching goal is to (a) train students basic 
drawing skill, knowledge, and computer skills and (b) transfer all information into digital 
data management for preparing students' professional career.  
 
 
Traditional drawing is covered in the Fashion Illustration course, where assignments of 
body figure drawing include hands, feet, and faces. The methodology of Fernandez is 
introduced through tutorials developed by the instructor. A lined grid system is explained 
for drawing fashion figures (Fernandez, 2008).  

 
Content -  

In fashion product development and management courses, more and more students have 
been utilizing technology to complete their academic assignments by using popular office 
computer programs such as Windows movie maker, Microsoft Excel, PowerPoint, Paint, 
Adobe Photoshop and Fireworks.  The global fashion business is increasingly 
sophisticated, complex, and technology-driven. Since general computer laboratories are 
accessible today, office computer programs, such as Production Lifecycle Management 
(PLM), have greatly increased in popularity as teaching tools. The courses assisted 
students in mastering new computer technologies specifically developed for the fashion 
industries.   

The Fashion Illustration course involves the study of form, line, balance, tone, shade, 
value and pattern, with reference to the human figure and its costumes.  The objectives of 
Fashion Illustration are to document the human figure in relationship to a variety of 
apparel; to identify and graphically demonstrate familiarity with specific garments and 
their properties; to understand the process of applying watercolors to represent fiber and 
texture; and to apply selected graphic techniques to a final series of five fashion 
compositions. 
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Fashion Illustration - 
  
The students first found an appropriate pose for the garment they drew for the "Threads 
of Hawaii" exhibit. Students drew the body freehand or using a head height formula to 
draw a fashion figure.  They added the clothes in pencil, added ink, watercolor to get the 
pattern on the fabric.  They added colored pencil for more detail. Students added a black 
border and mounted the drawings on a railroad board. 
 

The purpose of photographs and magazine pictures is to give students a detailed guideline 
and help them read the picture in order to draw fashion figures. Photographs and 
magazine pictures are used to simulate and finish all elements of drawing assignments of 
hands, feet, and faces. Students also learn to adapt historical costumes to use in their own 
sketches. Results indicate much positive feedback was received after presenting these 
graphics in the costume exhibition. 

 

The printed pattern design for the uniform for Hawaiian Airlines Flight attendants was a 
class assignment for the Advanced Fashion Illustration. The students learned many tools 
on the Adobe PhotoShop program, they scanned a sketch of their design, used many of 
the tools and created a fabric design in half-drop repeat. Students were assigned to 
research Hawaiian Airline attendants uniforms from the past and utilized the colors of the 
current Hawaiian Airlines logo. 

 
 
Digital Data Management -  
 
Digital drawing is covered when students bring photos or magazine pictures in 
appropriate sizes for class assignments, such as 4 x 6 inches for face projects, and 3 x 6 
inches for whole figure projects.   A picture of a face is selected from any magazine or 
photo album. Students then cut the face in half and draw the missing half.  Five pictures 
with moving figures are selected from magazines or photo albums and used to create 
students' five basic pose croquis. Once the croquis are finished, students use layers to 
design clothing, and to render fabric and texture. Students are evaluated on the quality of 
the final portfolio, including about ten individual items, and overall presentation. 
 
For consistent technique, a digital sketch is used with digital photo pictures. Adobe 
Illustrator, Photoshop, Paint, and Micrograph iDesigner programs are used in the Apparel 
CAD, not only because it is affordable and popular, but because it increases students job 
marketing skills to connect to Gerber Garment Tech (GGT) and WebPDM (Web 
Production Data Management) without transformation problems.  The main objective of 
this section of the training is to (a) design graphics; (b) learn drawing of closed and 
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Fashion Production Lifecycle Management 

opened objects; (c) render fabric and texture; (d) become familiar with the editing, 
retrieving, saving, importing and exporting document commands; and (e)complete 
production information with trims, materials, SKU, color assortment, and packing.  
 
Powerpoint is used to present objectives, requirements and evaluations. The first project 
requires that students create ten motif, fabric-printed, designs.  Using the layer capacity 
of iDesigner, Illustrator, or Photoshop, it is possible to use the previous teaching 
framework to create and draw fabric designs.  In the second assignment, the croquis 
created in the previous semester are transformed in the computer files.  
 
Students learn how to use Windows movie maker to create a 60-second movie.  They are 
preparing a  movie to set up their production line includes products' concept, sketches, 
and computer simulated final products. In this project, students could combine sketches 
and production information  in another digital format. Also, students need to write script 
to make clear their line as a commercial ad by using Windows movie maker. 
 
A  textile and apparel field trip film or photo slides show were used to introduce 
production operation management. A field trip could be arranged to visit a giant fabric 
company where students see design studio processes that include clothing, bedding, 
window and mattress fabric designs, and textile-related commercial graphic designs. 
Students also meet with five individual design studio supervisors to learn more about 
detailed operation processes. This field trip gives students the confidence to use photos to 
transform their designs. Ten CAD-printed fabric designs, croquis, rendered clothing 
designs, and individual garment component designs are included in students’ portfolios 
for final evaluation. Students are encouraged to submit their designs for presentation at a 
conference.  
 
 
Student demographics -  
 
About 15% of the students were non-APDM majors in the Fashion Illustration course ; 
one-third were seniors; 80% expected to embark on careers in fashion retailing or apparel 
design. Approximately one-third expressed strong confidence in the use of computer 
technology, including Microsoft Powerpoint, Excel, Paint or Adobe Photoshop, 
Fireworks, or/and Illustrator; three-fourths enjoyed new technology; and fewer than one-
fifth expressed comfort with finishing real products as a final project. Students expressed 
strong confident to create a commercial ad by using Windows movie maker. 
 
Fernandez, G. (2008). Illustration for fashion design.  New Jersey: Prentice Hall. 
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Exploratory Study of Pedagogy: Human vs. Technology in Foreign Accent Modification Programs 
Masako Maeda & Anthony DiLollo, PhD 
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Abstract 

 
The purpose of this study was to investigate current pedagogical approaches to foreign accent 
modification used in programs of speech language pathology (SLP) and English as a second language 
(ESL) in the US. Preferences of clinicians and instructors for traditional versus computer-aided methods 
were also investigated. An online survey was sent to colleges and universities that have accent 
modification programs in SLP and/or ESL. Analyses of 56 responses indicated that the most widely used 
method in both programs was a traditional approach. In addition, the most preferred method was a 
combination of traditional and technological approach in SLP and traditional approach in ESL. Although 
computer-assistance was applied in both programs, it was mainly for supplementary purpose, suggesting 
the importance of human interaction for treatment/instruction. 
 
Exploratory Study of Pedagogy: Human vs. Technology in Foreign Accent Modification Programs 

 
As the globe becomes smaller with technological advancement, people of different first languages 

have more opportunities to interact with one another in English, now considered as “the world language” 
(Crystal, 2002, p.361). According to Time Almanac 2008 (2007), approximately 16% of the world’s 
population of over 6.6 billion are non-native speakers of English. In the US, which is viewed as a 
multilingual nation, 311 different languages are spoken (National Virtual Translation Center, 2007).  
The English production of these non-native speakers can be influenced by their native languages, which is 
generally called foreign-accented speech. 

If an accent is defined as the way an individual sounds in speaking, it may be claimed that 
everybody speaks with an accent (Kumaravadivelu, 2004). Cheng (1999), however, argues that an accent 
tells an individual’s culture and life story, suggesting that an accent should be respected and should not be 
taken away. The problem, however, arises when the foreign accent results in reduced intelligibility and 
comprehensibility in communication. A foreign accent may even raise the potential for discrimination and 
negative evaluation in society (Derwing & Munro, 2005). In fact, Lippi-Green (1997) suggests that 
accents are “stigmatized” and that “there is no hesitation to act on prejudice associated with language” (p. 
235). Consequently, many individuals who speak with foreign accents seek professional help in reducing 
or eliminating their accentedness. As one solution, foreign-accent reduction courses started in both ESL 
and speech language pathology (SLP) programs in US institutes. 

 
Foreign-Accent Modification Programs 
 ESL program. In the 1940s, ESL programs began with the focus on pronunciation teaching with 
explanation of articulatory positions. In the 1960s, however, perspectives on teaching and learning 
English were changed; pronunciation practice was regarded as segmental, and less time and attention to 
pronunciation were given. In the 1970s, new pedagogical views on language function and communicative 
competence were developed, revisiting the pronunciation component in the curriculum. In the 1980s, 
pronunciation was reconstituted as an integral part of oral communication, focusing both on speech 
production and speech performance. At the end of 1980s, accent modification courses started with a 
broader focus on communicative competencies (Morley, 1991; Schmidt, 1997). 

SLP program. Similarly, SLP programs started from imitation of a native-English speaker and 
used more specialized techniques until the middle of the 1900s. In the 1960s, however, they changed 
strategies, realizing that most clients could not learn English pronunciation simply by imitating native-
speaking clinicians. In the 1970s and beyond, suprasegmental factors (intonation and rhythm) were 
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emphasized (Schmidt, 1997). Foreign-accent modification officially started at the beginning of 1980 with 
a new perspective of functional intelligibility and communicability (Strange, 1995). It was the first time 
that providing treatment for individuals with linguistic variation, such as accented speech, was included in 
the SLP scope of practice (ASHA, 1983). 

 
Two Primary Instructional Methods of Accent Modification 

There are two primary instructional methods used to address accented speech, traditional and 
technological. The traditional instruction generally consists of an instructor and students in a classroom 
setting. It is a live, face-to-face interactive environment. The instructor guides the class as a whole group, 
using textbook and other teaching materials and delivering a lecture. 

Compared to the traditional method, the technological instruction is a rather new learning system 
where the computer is adopted as a teaching tool. Students do not need to attend the class physically. The 
main instructor is literally a machine; they get feedback from the computer output and respond or adjust 
their learning accordingly. It is flexible in terms of time, space, and self-pacing. 

The technological method is used more often in language education. Computer-assisted language 
learning (CALL) systems have been adopted for some time; PRAAT, WASP, SonaMatch, Macromedia 
Flash MX, Automatic Speech Recognition, and Computer Assisted Pronunciation Training are some of 
the examples (Neri, Cucchiarini, Strik, & Boves, 2002). Through technological advancement, there has 
arisen a potential change in the instructional method used to work on foreign-accented speech. 

 
Advantages and Disadvantages of the Two Methods 

These instructional methods have been compared in the research literature, with a focus on the 
relative advantages and disadvantages of each. For example, Ferrier, Reid, and Chenausky (1999) claimed 
that the traditional method provides a “personal approach” (p.37) and meets the learners’ needs through 
flexible and real-time feedback. Derwing, Munro, and Carbonaro (2000) also reported that human 
listeners are more accurately able to recognize the speech productions of non-native speakers of English 
compared to software, which recognizes such productions with only a 71-73 % accuracy. In addition, 
Hinks (2003) pointed out that traditional classes can be held virtually anywhere, whereas CALL classes 
need an appropriate facility including necessary hardware and a quiet environment. Brett (2004) also 
argued that some software tools used in CALL classes are expensive and not user-friendly without 
specific training or qualified help. 

In contrast, Ferrier et al. (1999) pointed out the positive effects of visual feedback that software 
provides. Examples of visual feedback include the Vowel Chart of the Visi-Pitch II, which plots vowel 
input of a speaker and graphically displays its location, and the Pitch and Energy Traces of the same 
software that displays the captured pitch and energy contours, allowing clients/students to match their 
production to a template. Hoppe, Sadakata, and Desain (2006) also argue that CALL offers unlimited 
access and one-to-one interface with a non-threatening atmosphere, whereas instructors in the traditional 
method are generally available only at scheduled times. Additionally, in some traditional-classroom 
settings, special care may need to be taken to reduce students’ anxiety (Hincks, 2003; Neri et al., 2002). 
Sikorski (2005) also pointed out that some instructors themselves are non-native speakers of English, thus 
making them unsuitable as teaching models, especially for pronunciation training. 

 
Effectiveness of Models 

Scholars differ in their views on pedagogy between technology and human for instruction of 
foreign accent modification. Ferrier et al. (1999), for example, reported success in improving phoneme 
production of international college students with CALL training when they compared a control group who 
attended ESL classes only, and an experimental group who both attended ESL classes and received CALL 
training. Their findings, however, are difficult to interpret as the participants in the experimental group 
received additional treatment (i.e., the CALL training) compared to the control group. 
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In contrast, Hincks (2003) did not find a demonstrable improvement of pronunciation abilities in 
his study of middle-aged immigrant professionals in Sweden. He concluded that CALL was beneficial 
only for beginning students with a heavy foreign accent. Derwing and Munro (2005) agreed, suggesting 
that “technology is [not] a panacea for correcting pronunciation” (p.390). Here again, Hincks’ finding 
leaves us with a question of how “age” may be related to pronunciation improvement.  

 
Purpose of This Study 

Given the emergence of technological alternatives to traditional methods for teaching accent 
modification, and the inconclusive nature of findings from current research, a number of questions arise 
concerning the efficacy of these approaches. Consequently, the purpose of this study was to gather 
information from individuals who are actively teaching accent modification regarding (1) their current 
pedagogical approach and (2) their preferences regarding traditional versus computer-aided approaches. 

 
Method 
Participants 

Directors/supervisors/clinicians/instructors from universities and colleges in the US who offer 
foreign accent modification courses were surveyed electronically. Their e-mail addresses were obtained 
through EDFIND (The American Speech and Hearing Association’s online academic program search 
engine) for SLP programs and from http://www.esl.com for ESL programs. A total of 56 individuals 
responded to the survey, and data from all of these respondents were included in the analysis. 

 
Instruments 
 Data were collected through an electronic survey (see Appendix), which was designed to take 
approximately 15 minutes or less to complete. The survey consisted of 13 items and was designed to elicit 
information on demographics of students, instruction/treatment, strategies, and viewpoints on strategies 
focused on pedagogy of technology and human approaches for foreign accent modification. The 
participants were required to select their answers among multiple choices and to type short descriptions. 
 
Procedures 
 The online survey was sent to 239 colleges and universities in the US who had been identified as 
having an ESL program, and to 218 identified as having an SLP program. The participants were required 
to go to the link provided in the e-mail in order to complete the survey. Among the total of 457 institutes, 
some e-mail addresses were not valid, some replied that they did not offer accent modification in their 
programs, and some did not respond. As a result, a total of 56 valid responses to the survey were received. 
 Ten days after the original request was sent, a follow-up e-mail was sent to encourage those who 
had not returned their survey to participate. Finally, a third e-mail was sent shortly before the link was 
closed, one month after the initial e-mail, to thank the participants for their cooperation and to remind 
those who had not returned the survey of their last opportunity to participate. Return of the survey was 
taken as evidence of participants’ willingness to participate and their consent to have the information used 
for the survey. The electronic survey was conducted only once. 
 
Results 
General Description of SLP and ESL Programs 

Among the 56 respondents, foreign accent modification courses were offered in 29 SLP programs 
and in 24 ESL programs, and 3 were in both SLP and ESL programs. The mean numbers of 
clients/students they have annually are shown in the seven ranges in Table 1. Because of the small 
number of programs that offered a foreign accent modification course in both SLP and ESL (3), 
comparisons of the results were made focusing on separate SLP and ESL programs. 

Approximately half of the SLP programs serve the smallest number of clients, 1 to 9. Overall, 
about 90% of SLP programs have less than 30 clients annually. ESL programs, on the other hand, serve 
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rather large numbers of students; 30-39 and 70-100 students annually. On average, 67% of ESL programs 
have more than 30 students annually. In addition, clients are seen one or two hours per week in 86% of 
the SLP programs (M=2 hours per week). In ESL programs, students meet three or more hours per week 
in 79% of the programs (M=3.3 hours per week). 
 
Table 1 
Annual Average Number of Clients/Students in the Seven Ranges in Each Program 

 SLP (N=29) ESL (N=24) Both (N=3) 

Client/Student Number Percentage Percentage Percentage 

 1-9 51.7  8.3 66.7 
 10-19 24.1  8.3  
 20-29 13.8 16.7  
 30-39  3.4 20.8  
 40-49  6.9  8.3 33.3 
 50-69 0 16.7  
 70-100 0 20.8  

 
Current Pedagogical Methods 

The current methods applied in both programs are displayed in Table 2. Because the survey asked 
participants to check all the items that apply, some marked more than one method, which can be both 
traditional and computer-assisted methods. Overall, the most frequently used method could be classified 
as traditional. In about 90% of SLP programs, clinicians treat clients individually; they see clients in 
groups in about 66% programs. Also, teachers give instruction as a whole class in about 92% of ESL 
programs, and individually in about 79% of programs. These figures indicate significant overlap in terms 
of methods used for instruction in both SLP and ESL programs. 
 
Table 2 
Methods Used for Treatment/Instruction 

 SLP (N=29) ESL (N=24) Both (N=3) 

Methods Percentage Percentage Percentage 

Computer-assisted learning in 
clinic/classroom 27.6 33.3 33.3 

Individual practice with 
computer outside 
clinic/classroom 

39.9 50.0 66.7 

Clinician/Instructor teaching to 
the whole group 34.5 91.7 0 

Clinician/Instructor teaching in 
groups 65.5 66.7 66.7 

Clinician/Instructor teaching 
individually 89.7 79.2 66.7 

Others 6.9 12.5 33.3 

 
In both programs, the percentage of CALL application in clinic/classroom was the smallest. In 

fact, 41% of the total programs did not use computer assistance at all. CALL, however, may be used as a 
supplement to individual practice outside classroom. Almost 40% of SLP and 50% of ESL programs 
reported the use of a computer as a support. Also, about 7% of SLP and 13% of ESL programs reported 
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that they used methods other than computer-assisted or traditional methods, which included self-recording 
on digital recorder and pair/group work. 

Additionally, types of areas that clinicians/instructors work with their clients/students in both 
programs are shown in Table 3. The participants marked all the areas that applied following the request of 
the survey. The top five areas they worked for SLP programs were stress, intonation, vowel contrast, 
consonant contrast, and articulation; stress, intonation, consonant contrast, rhythm, and vowel contrast in 
ESL programs. The least frequently worked areas were ligature and pitch in SLP, and ligature and rate in 
ESL programs. Others in both programs varied; some examples included assimilation across word 
boundaries, vowel length and reduction, and discrimination. 
 
Table 3 
Types of Areas worked with Students/Clients 

 SLP (N=29) ESL (N=24) Both (N=3) 

Type of Areas to Work Percentage Percentage Percentage 

 Intonation 90 96 33 
 Consonant Contrasts 86 92 67 
 Fluency 48 67 33 
 Blends 72 79 67 
 Rate 83 42 67 
 Stress 93 96 67 
 Rhythm 69 86 67 
 Pitch 41 67 33 
 Vowel Contrasts 90 83 33 
 Articulation 86 79 67 
 Ligatures 38 17 0 
 Others 31 13 33 

 
As for the rationale for the traditional method for both programs, participants reported the 

emphasis of the personal and individualized approaches to meet the needs of clients/students. Some 
preferred to customize their own activities and intervention to the specific needs of the clients/students. 
Some even shared that clients/students did not want to use a computer for practice. Also, participants 
liked the flexibility and variety of a traditional method. Moreover, they pointed to the high cost of 
computer software and no facilities for computer use. 

As for the rationale for computer assistance, respondents indicated the merits of immediate visual 
feedback; flexible scheduling; unlimited access (in and outside class); and one-to-one interface without 
feeling shy, embarrassed, or pushed. Additionally, the top three software programs used were Visi-Pitch 
II (used in 13 institutes), American Speech Sounds (8), and Speech Viewer (6). 

 
Preferences: Traditional vs. Computer-Assisted 

Table 4 lists the preference between traditional and computer-assisted methods among 
clinicians/instructors in two types of programs. In SLP programs, 62% of clinicians preferred a 
combination of computer-assisted and traditional approaches. Although a large number of instructors 
(42%) in ESL programs also preferred a combination, a purely traditional method was supported by 
almost 60% of instructors. “Computer-assisted only” was favored by only a small percentage (3%) of 
clinicians in SLP and by no instructors in ESL. 
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Table 4 
Preferred Method for Accent Modification 

 SLP (N=29) ESL (N=24) Both (N=3) 

Preferred method Percentage Percentage Percentage 

 Traditional 34.5 58.3 100 
 Computer-assisted    3.4 0 0 
 Both 62.1 41.7 0 

 
The participants’ main rationale for preferring a combination method was application of the 

advantages of both traditional and computer-assisted methods so that their clients/students would benefit 
from multimodality opportunities and a variety of strategies to fit their learning styles. Clinicians 
preferred the traditional approach mainly because it is personal and easy to assess, and meets client’s 
needs better. ESL instructors also preferred the traditional approach generally because it is personal, and 
it can provide immediate feedback and variety to meet student’s needs. The 3% of clinicians who 
preferred a computer-assisted approach pointed out the flexible scheduling for practice, objective visual 
feedback, and no pressure or embarrassment as their rationale. 

 
How to Improve Accent Modification Program with Respect to Computer vs. Traditional Approaches 
 Table 5 illustrates the ways clinicians/instructors hope to modify their current methods. In both 
programs, what the largest number of respondents hoped to apply was computer-assistance for individual 
practice outside the classroom/clinic. Furthermore, the next most frequent response was that they hoped to 
apply computer-assistance in clinic/classroom. Some, however, still emphasized the importance of 
personal interaction with clinicians/instructors. Other type s of modifications suggested included meeting 
more frequently with students (e.g., 5 times a week), doing more self-recording at home, and having more 
individual instruction time. 
 
Table 5 
Ways to Modify the Current Method 
 SLP (N=29) ESL (N=24) Both (N=3) 

Modification Percentage Percentage Percentage 

Apply computer-assisted 
method in clinic/classroom 24.2 20.8 0 

Apply computer-assisted 
method for individual practice 
outside clinic/classroom 

34.5 29.3 66.7 

Change software 3.4 8.3 0 

Change textbooks 3.4 8.3 0 

Add more interaction with 
clinicians/instructors 13.8 12.5 33.3 

Change ways to interact with 
clinicians/instructors 3.4 0 0 

Others 17.3 20.8 0 

 
Discussion 

The primary goal of this study was to identify the current methods applied to foreign accent 
modification programs in colleges and universities in the US in terms of the pedagogical approaches, and 
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to investigate clinicians/instructors’ preferences regarding traditional versus computer-assisted 
approaches. 

Results indicated that the most widely used method in both SLP and ESL was a traditional 
approach. Because of the nature of the programs, clinicians treat clients individually in SLP and 
instructors teach students as a whole class in ESL. Although CALL was applied in both programs (40% in 
SLP and 50% in ESL), it was mainly for the purpose of individual practice outside clinic and classroom. 

Results also indicated that the most preferred method of accent modification was a combination 
of traditional and technological approach in SLP and traditional in ESL. A single use of computer-assisted 
method was supported by only 3% of clinicians in SLP and by no instructors in ESL. Their rationales for 
application of traditional and technological approaches closely fit the description of characteristics of both 
methods in the literature. 

The participants in both programs, however, responded that they would apply computer-
assistance to modify their current methods if possible. Their responses suggest that potential change is 
occurring in methods because of the rapid advancement of technology. This possible change, however, 
was suggested as a supplementary adoption of technology, not as a replacement of a traditional approach. 

Moreover, the areas typically worked in both programs also reflect the description of focus shift 
on pedagogical views in the literature. Although consonant and vowel contrasts were considered as an 
important domain of pronunciation, accent modification was concerned with a more expanded concept of 
speech and oral communication. 

Limitations of the current study include that definitions were provided for the choices in the 
survey such as Question 9 and 10 for the convenience of respondents. This might have limited the range 
of responses from them. Also, in spite of the fact that the survey was electronically sent to a total of 457 
institutes, the response rate was low, partly because of invalid e-mail addresses and unavailability of 
receivers at the time of the survey. Future studies might consider alternative methods for gathering 
contact information and a greater timeframe for participants to respond.  

Foreign-accent modification involves more than intelligible English production. The 
collaboration between SLPs who possess expertise with clinical assessment and physiological knowledge 
and ESL teachers who are knowledgeable about multicultural perspectives, teaching strategies, and other 
cultural issues might be able to create a more effective approach to meet the future needs. The reality, 
however, is that each program’s philosophy, goal, budget, and time act as barriers to cross-disciplinary 
collaboration (L. Hughey, personal communication, February 18, 2009). Investigation of collaborative 
efforts in SLP and ESL programs, and preparation of SLPs and ESL instructors to quantify changes and 
improvements in the learner’s intelligibility and communicability can be a focus of future study. 
 
Conclusion 

As a general rule, SLPs provide treatment to their clients in the clinic individually, and ESL 
teachers provide instruction to their students in the classroom as a whole group. Even though the terms 
used for these SLP and ESL settings are different, the goals of their accent-modification programs are the 
same: helping individuals reduce the impact of their foreign accents on English production in order to 
make them intelligible, communicative, and self-confident. 

There is no doubt that technology has made revolutionary changes to learning a foreign language. 
Regardless of the advantages of technology, however, the use of computers was seen by 
clinicians/instructors as a support for treatment/instruction rather than a replacement of the human 
approach. As useful as computers may be, the sensitivity of the human ear, the flexibility of human 
pedagogy, and the ability to personally connect with clients/students continue to be factors that make the 
traditional approach of teaching accent modification viewed as superior. 
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Appendix 
 

Survey on Foreign Accent Modification Methods 
 

1. Do you offer a foreign accent modification course in your SLP program or in ESOL program? 
  SLP program       ESL program       Both 

 

2. Approximately, how many students/clients do you have for foreign accent modification 
annually? 
  1‐9        10‐19        20‐29       30‐39        40‐49        50‐69        70‐100 

 
3. What are the three nationalities that make up the greatest number of students taking accent 

modification courses? 
1. ____________________________ 
2. ____________________________ 
3. ____________________________ 

 
4. How long do you see your students/clients per week? 

  About one hour per week      About two hours per week 
  About three hours per week      About four hours per week 
  More than five hours per week 

 
5. What areas do you typically work with your students/clients? Please put X all that apply. 

  Intonation        Rate       Vowel contrasts 
  Consonant contrasts     Stress      Articulation 
  Fluency        Rhythm      Ligatures 
  Blends        Pitch      Other (Please specify) 

 
6. Which strategies do you use for your instruction? Please put X all that apply. 

  Computer‐assisted learning in classroom setting 
  Individual practice with computer outside classroom 
  Instructor teaching to the whole class 
  Instructor teaching in groups 
  Instructor teaching individually 
  Other (Please specify)           Other 

 
7. If you use computer assistance for accent modification, which software do you use and why? 

  Accent Lab
  American SpeechSounds   
  Dr. Speech       
  NaturallySpeaking     
  PRAAT       
  Pronunciation Power   
  Rosetta Stone     
  Sounds American     
  Speech Analyzer     
  Speech Viewer     

     

  Speech Works     
  Talk to Me       
  TEAM       
  Visi‐Pitch II       
  WASP       
  WinPitchLTL      
  Other (Please specify)     
  Other 
  Other 
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8. If you do not apply computer assistance, what is your reason? Please put X all that apply. 
  Software is expensive. 
  We do not have facilities. 
  Computer‐assisted learning is not suitable for our students’/clients’ needs. 
  Our students/clients do not want to use computer for practice. 
  We have applied computer‐assisted learning before, but it was not effective. 
  Other (Please specify) 

 
9. If you are using computer assistance, what do you see as its advantages? Please put X all that 

apply. 
  Visual feedback          Unlimited access 
  One‐to one interface        Flexible scheduling 
  Other (Please specify)        Other 
  Other 

 
10. What do you think are advantages of traditional method (instructor teaching in classroom)? 

Please put X all that apply. 
  Personal approach          Meet learner’s needs 
  Real‐time feedback          Flexible feedback 
  Can hold class virtually anywhere      Other (Please specify) 
  Other            Other 

 
11. Is your current method effective to modify your students’/clients’ foreign accent? 

  Definitely yes          Yes 
  Moderately yes          Not so effective 

 
12. If you modify your current method, what would you do? Please put X all that apply. 

  Apply computer‐assisted method in classroom 
  Apply computer‐assisted method for individual practice outside classroom 
  Change software 
  Change textbooks 
  Add more interaction with instructors 
  Change the way to interact with instructors 
  Other (Please specify)        Other 
  Other 

 
13. In your opinion, which do you prefer, traditional method or computer‐assisted method for 

accent modification and why? 
  Traditional method          Computer‐assisted method  
  Both            Other (Please specify) 
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Panel Presentation 

Title of Submission: Researching new literacy practices in a global context  

Authors:  
 
Kelleen Toohey (toohey@sfu.ca) & Elizabeth Marshall (beth_marshall@sfu.ca) 
Simon Fraser University 
8888 University Drive 
Faculty or Education 
Burnaby, BC V5A 1S6 
 
Theresa Rogers (theresa.rogers@ubc.ca) 
University of British Columbia  
Office: Ponderosa E Room 207 
Department of Language and Literacy Education 
University of British Columbia 
2125 Main Mall 
Vancouver, B.C. V6T 1Z2, Canada 
 
Robert Tierney (rob.tierney@ubc.ca) & Changyun Kang (kangcy2003@hotmail.com) 
Faculty of Education 
University of British Columbia 
2125 Main Mall 
Vancouver, B.C.  Canada V6T 1Z4 
 
Abstract 
This panel draws together an international team of researchers to address issues of new 
literacies in a global context. As “new” literacies continue to influence the ways in which 
adults and children interact with their world, it is of increasing importance to provide 
examples and theorizations. These papers demonstrate new literacy practices as complex 
identity and cultural work among youth as they engage in a play of genres and 
positioning across multimodal production spaces. Literacy “has now come to mean a 
rapid and continuous process of changes in the ways in which we read, write, view, 
listen, compose and communicate information” (Coiro, Knobel, Lankshear, & Leu, 
2008). Interactive technologies—as part of the new media landscape—provide increased 
opportunities for youth to develop the competencies to participate in contemporary 
culture (Jenkins, 2006).  
 Theory and methods in the areas of genre, discourse and visual spatial theories 
inform this work, providing ways of understanding the sites or spaces of production, 
image and audience (Rose, 2007) and also approaches to knowing the multiple forms 
(print, drama, art, film, and so forth) that youth layer and exploit in their quest to create 
meaning (Hull & Nelson, 2005; Kress & van Leeuwen, 2001).  
 Finally, theories of social and cultural identity, agency and subject positioning 
(Bakhtin, 1986; Holland, Lachicotte, Skinner & Cain, 1998) provide a lens through which 
to understand the available positions that youth take up their media work; that is, how 
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they appropriate and transform various discursive modes and resources to (re)position 
their own subjectivities (Davies & Harre, 1990; Holland et al., 1998) and imagine social 
futures (New London Group, 2000). 
 
Paper A: “Fighting Pure Evil”: Tales from a family stories project in a multilingual 
elementary classroom 
 
Authors: Kelleen Toohey & Elizabeth Marshall  
 
In this paper the authors report on an intergenerational bilingual storytelling project 
explicitly designed to draw upon a school community’s “funds of knowledge” (Moll, 
Amanti, Neff & Gonzales, 1992).  This intergenerational bilingual storytelling project 
took place in a classroom of 9- and 10-year-old mainly Punjabi Sikh children on the west 
coast of Canada. The authors examine the theoretical foundations of this kind of work 
with youth, offer a Critical Discourse Analysis (van Leeuwen, 2008) of two 
representative stories, and make observations about how such projects might be theorized 
and executed more educatively for linguistically diverse children. Specifically, the 
authors conclude that while the children’s stories represent highly inequitable gendered 
practices, glorification of war, and globalized consumption, they still constitute new 
(hybrid) semiotic resources--dual language books in a resolutely monolingual school that 
has implications for critical pedagogical practices.  
 
Paper B: Digital literacies among Botswana youth at risk: Documenting community 
life and imagining social futures 
 
Author: Theresa Rogers 
 
Extending the Canadian YouthCLAIM (media production) project, this paper reports on a 
collaborative case study set in Botswana of digital filmmaking by boys who had been 
previously marginalized by formal schooling or had engaged in antisocial behaviours.  
The study took place over four days in a remote residential work and learn program in the 
far northwest area of the country. The 18 boys, aged 14-16, created documentary films 
about their life at the school, demonstrating the affordances of multimodal composing as 
new literacy practices (Coiro, Knobel, Lankshear, & Leu, 2008) for those challenged by 
traditional academic literacy skills and lack of resources.  These new literacies include 
interactive technologies that provide increased opportunities for marginalized youth to 
develop the competencies to participate in contemporary culture (Jenkins, 2006). The 
youth also reflected on the relationship of video production and what the New London 
Group called social futures – designing of curricula that impact or help to imagine the 
students’ community, public and workplace futures (New London Group, 1996; 2000).  
 
Paper C: Beyond the paradoxes with cross-border pursuits: The case of “global 
educators’” engagements with learner-centered reform in China 
 
Authors: Robert Tierney & Changyun Kang  
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The authors discuss their engagements with China’s educational reforms to unpack and 
critique their role as global literacy educators (see Tierney, 2006). The authors focus in 
particular on how teachers and youth engaged in self-reflection and collaborations within 
and across classrooms and sites (local and global) enlist digital literacies (e.g. skype, the 
web, blogs etc.) and various other literacy systems to advance learner-centered pursuits in 
rural and urban areas of China.  The authors explore the paradoxes that are involved in 
cross cultural work and draw on a number of scholars (Cochran-Smith, 2000; Roman, 
2004; Willinsky, 1998) to problematize such pursuits in relationship to “new” global 
literacies.  
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One Voice: 
Helping Ordinary Women Find their Extraordinary Truth 

Celia Farr 
Western Washington University 

 
Abstract: Women Can Discover their Voice and Exercise Truth in their Lives 

It is vital that women discover and exercise the power of Voice.  Without Voice, women struggle 
with their own self-concept – diluting unique talents and weakening the warp and weft of our 
social fabric.  By exercising Voice, women can make free and independent choices that reflect 
strengths and create abundant futures.   
 

“Women Often Feel Unheard” 
“In everyday and professional life, as well as in the classroom, women often feel unheard 

even when they believe that they have something important to say” (Belenky, Clinchy, 
Goldberger, & Tarule, 1973).  It is vital that women exercise the power of Voice in their 
academic and personal lives.  Without Voice, women live lives of self-doubt that question self-
concept and its expression.  Without Voice, women lack clarity and, consequently, stagnate: they 
cease to dream and to want and to create in their own lives.  As a result, women feel stuck or 
paralyzed by unseen fears and feel an inability to seek solutions to the challenges and conflicts 
that enter into daily life.  One Voice seeks to turn these challenges into vital springboards of 
growth, opportunity and creativity.   

 
The Significance of Voice 

For us to function successfully and bountifully as a society, women must find Voice and 
then be encouraged to exercise it.  In Women’s Ways of Knowing (WWK): The Development of 
Self, Voice, and Mind, the authors state, “. . . for many women, the ‘real’ and valued lessons 
learned did not necessarily grow out of their academic work but in relationships with friends and 
teachers, life crises, and community involvements” (Belenky, Clinchy, Goldberger, & Tarule, 
1973, p. 4).  One Voice workshops will help women to “define themselves in terms of their 
relationships and connections to others,” to gain understanding about the real and valued lessons 
in their lives, and to further identify and meet real and valued needs in the community (Belenky, 
Clinchy, Goldberger, & Tarule, 1973, p. 8).  Voice is “more than an academic shorthand for a 
person’s point of view . . . rather it is a metaphor that can apply to many aspects of women’s 
experience and development” (Belenky, Clinchy, Goldberger, & Tarule, 1973, p. 18).   

 
The Theoretical Framework of One Voice 

One Voice is based on the moral education model with a focus on character education and 
care ethics (Noddings, 2002).  Nel Nodding defines moral education as “an essential part of an 
ethic of care [that] is devoted to the understanding of self and others” (Noddings, 2002, p. 15).  
One Voice will draw on the truth “that ‘I’ am defined in relation, that none of us could be an 
‘individual,’ or a ‘person,’ or an entity recognizably human if we were not in relation” 
(Noddings, 2002, p. 15).  As women gather in an environment where they can share and speak 
their own individual Voice, they gain a richer understanding that they bear, at the very least, a 
small responsibility for “the moral development of each person we encounter” (Noddings, 2002, 
p. 15).  “Caring is not confined to a group with identifiably common features.  It recognizes the 
‘community of those who have nothing in common’” (Noddings, 2002, p. 10). 
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Finding Voice: The Four Components and their Application of  
Moral Education in the Care Perspective 

One Voice will follow the four components of the care perspective, as outlined by Nel 
Noddings: 1) modeling; 2) dialogue; 3) practice; 4) confirmation (Noddings, 2002, pp. 15-21).  
Using these components as a framework upon which One Voice workshops will be built, women 
will be encouraged to answer the question Who am I?  While all four components of the model 
are vital, “dialogue is the most fundamental component of the care model . . . Dialogue is central 
. . . because it always implies the question, What are you going through?  It permits disclosure in 
a safe setting, and thus makes it possible for a carer to respond appropriately” (Noddings, 2002, 
pp. 16-17).   “As modes of dialogue are internalized, moral agents learn to talk to themselves as 
they talk to others – [leading to] an invitation to ever-deepening self-understanding” (Noddings, 
2002, p. 17).  Employing different modes of dialogue, One Voice workshops will encourage 
women to accept the invitation to go deeper by answering the vital question of What do I really 
want?  

   
One Voice in Practice: Storytelling as a Starting Point 

C. S. Lewis insisted that “moral expressions are not simple statements of preference; 
[rather, he] recommended that [people] be helped to understand the significance of their moral 
traditions and they be encouraged to feel something on hearing the stories that characterize these 
traditions” (Noddings, 2002, p. 42).  One Voice workshops will employ a variety of dialogue 
methods to encourage women to connect, to discover, and to respond to one another.  Story-
telling will be the starting point and storyboarding the ending point for each workshop.  “Women 
have used story telling and narratives as strategies for evoking repressed voices in an effort to 
recover and redefine their roles . . . The uses of narratives are ‘not torn apart in analysis, and 
[are] trusted as core belief, not admired as science’” (Guy, 1999, p. 28). “Stories – biographies, 
myths, historical accounts, epics, parables – play a central role in establishing identity . . .” 
(Noddings, 2002, p. 62).   Women will, ultimately, become the authors of their own life’s stories.        

 
One Voice: “The Element of Universality” 

The ethic of care “has an element of universality.  It begins with the recognition that all 
people everywhere want to be cared for” (Noddings, 2002, p. 21).  One Voice promotes the 
elemental truth that its participants “are more important than the topic . . . The moment is 
precious in itself” (Noddings, 2002, p. 127).  Women discover Voice by learning about 
themselves from one another.  The simplest of stories is “unique in its details, as all stories are, 
but its form and effects are repeated elsewhere” (Noddings, 2002, p. 143).  Voice is a mélange of 
“how the nature of truth and reality and the origins of knowledge shape the way we see the world 
and ourselves as participants in it” (Belenky, Clinchy, Goldberger, & Tarule, 1973). 
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This interactive presentation will focus on a collaborative Team Approach to Achieving 
Academic Success Program (TAAAS), a school-based model that offers at-risk students 
academic, therapeutic, and behavioral supports.  TAAAS is designed to reduce aggressive 
behavior, increase students’ self-monitoring and self-control, improve socialization skills, 
increase attendance and improve academic performance.  The program has resulted in a 
safer school environment with an improved school climate, more conducive to teaching 
and learning.  Workshop participants will gain information regarding the successful 
design and implementation of all program components including a framework for 
program replication. 
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Mathematics Textbook  

 
Melissa D. McNaught 
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Teachers are the ultimate decision makers with regard to what content is taught in 

secondary mathematics classrooms and research has shown that they rely on textbooks to 

help with those decisions (Ball & Cohen, 1996; Grouws & Smith, 2000; Robitaille & 

Travers, 1992; Weiss, Pasley, Smith, Banilower, & Heck, 2003). Because of the vital role 

that textbooks play in the classroom, they have been one focus of educational reform (Li, 

2007); however, their impact is mediated by the way in which the teacher chooses to use or 

not use them. While textbooks may be a major source of students’ opportunity to learn, not 

all opportunities will be enacted in the same way. For example, some teachers may use the 

textbook as a primary source for classroom instruction and make student assignments from 

the textbook with very little modification. In contrast, other teachers may use the textbook as 

a reference adapting its content and assignments to meet their personal preferences or 

specified school district objectives.  In all cases, use of the textbook is filtered through the 

teacher as it is presented to the students and thus, the extent to which the textbook is 

implemented is of utmost importance when examining student learning with regard to 

specific textbooks (National Research Council, 2004).  

Although we know textbooks are the centerpiece of mathematics instruction in U.S. 

schools (Grouws & Smith, 2000; Weiss, Banilower, McMahon, & Smith, 2001; Weiss et al., 

2003), little is known about the relationship between implementation levels of specific 

standards-based textbooks and what mathematics students learn. In this study, the 

implementation of a standard-based textbook is examined to determine what patterns of 
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textbook use exist among teachers using an integrated textbook series. More specifically, to 

what extent secondary school mathematics teachers use integrated mathematics textbooks 

during lessons was investigated by examining the number of instructional days devoted to the 

teaching of the lesson, what elements of the textbook lesson was used and how much 

supplementation occurred during the teaching of a lesson. The textbook series Contemporary 

Mathematics in Context (Coxford et al., 1998a) developed by the Core-Plus Mathematics 

Project represents the integrated mathematics textbook in this study because of its market 

share; it is the most popular textbook series in use among integrated textbook series (Weiss et 

al., 2003). 

Theoretical Considerations 

Although textbooks play a prominent role in the teaching of mathematics in K-12 

schools, prior research suggests that different teachers implement the same materials in 

different ways (Bowzer, 2008; Chávez, 2003; Tarr, Chávez, Reys, & Reys, 2006). Thus, a 

difference exists between curriculum as represented in textbooks or other instructional 

materials and the curriculum that students experience in the classroom (Stein, Remillard, & 

Smith, 2007). Figure 1 illustrates how the use of the curricular materials and textbooks are 

only one part of a larger conceptual frame of curricular influences on student learning. 

Developed by Stein, Remillard, and Smith (2007), this figure models curriculum as 

“unfolding in a series of temporal phases from the printed page (the written curriculum), to 

the teachers’ plans for instruction (the intended curriculum), to the actual implementation of 

curricular-based tasks in the classroom (the enacted curriculum)” (p. 321). The oval 

represents possible factors that influence the transition from one phase of the curriculum to 

another. For example, teacher beliefs and knowledge mediate the way teachers interpret the 
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written curriculum and make decisions about what to use from the textbook and what to omit. 

Within this conceptual framework, I examine the written curriculum in relation to the enacted 

curriculum. 

 

 

  

 

 

 

 

 

 

 

 

Figure 1: Temporal phases of curriculum (Stein, Remillard, & Smith, 2007, p. 322) 

Design of the Instructional Cycle within Core-Plus 

Although a teacher may have several to choose from, until recently most mathematics 

textbooks looked alike (Reys, Reys, & Chávez, 2004). Prior to the development of standards-

based curricular materials, most mathematics textbooks commercially available were 

publisher-developed. That is, “their development was initiated and funded by the publisher 

with the help of staff editors and an invited set of authors” (Reys & Reys, 2006, p. 378). In 

contrast to publisher-developed textbooks, the NSF-funded Core-Plus curricular program 
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was developed by a curriculum development team comprised of mathematics educators and 

teachers knowledgeable about research on learning and teaching, the field of mathematics, 

and the public schools. This team developed the materials using a cycle of curricular material 

design, development, field-testing, evaluation, and revision (Fey & Hirsch, 2007). As a 

result, this curricular program offers “an approach to mathematics teaching and learning that 

is qualitatively different from conventional practice in content, priorities, organization, and 

approaches” (Hirsch, 2007, p. 1).  

In the Core-Plus program, each course is designed to encompass one academic year of 

school mathematics. Each course consists of units.  Each unit is comprised of four to five 1-2 

week lessons in which major ideas are developed through investigations of contextualized 

problems.  Each course concludes with one culminating Capstone activity that is designed to 

help students pull together and apply the concepts and methods developed throughout the 

course. 

Each multi-day lesson contains a four-phase instructional cycle of in-class classroom 

activities as well as out of class activities. The sequential components of the in-class 

activities are Launch, Explore, Share and Summarize, and Apply. At the end of each lesson 

are out-of-class exercises, known as MOREs (Modeling, Organizing, Reflecting, Extending), 

tasks that complement and extend the learning from the lesson. The structure of Core-Plus 

lessons necessitates examination of teachers’ implementation of each of the four lesson 

components. 

Launch 

 The purpose of the Launch component is to provide a context for the 

investigations that follow in the Explore portion of the lesson (Coxford et al., 1998b). 
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After reading an opening scenario, students participate in an activity entitled Think 

About This Situation intended to be used in a whole class discussion format. This 

activity is designed to generate student interest and set the stage for the lesson. It also 

serves as a tool for teachers to informally assess student knowledge prior to the start 

of the lesson.  

Explore 

The purpose of the Explore component is for students to investigate the mathematics in 

the lesson in small groups (Coxford et al., 1998b).  This is an opportunity for the students to 

work together to engage in mathematical processes such as gathering data, looking for 

patterns, constructing models and meanings, and making and verifying conjectures. During 

this time, the teacher becomes a facilitator by circulating from group to group providing 

guidance, encouragement, and support; clarifying or asking questions; giving hints; or 

drawing group members into discussion to help groups work more collaboratively.  

Share and Summarize 

 The purpose of the Share and Summarize component is to bring the whole class together 

to provide an opportunity to share student thinking across small groups and to discuss the 

mathematics learned from the Investigation (Coxford et al., 1998b). A Checkpoint is included 

in the Share and Summarize to help guide class discussion.  

Apply 

 The purpose of the Apply component is to reinforce student learning through individual 

practice. This component contains the On Your Own, a series of questions intended to be 

used by teachers during class to assess students’ level of understanding. In addition to the 

classroom activities, the Core-Plus textbook provides MORE (Modeling, Organizing, 
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Reflecting, Extending) problems that are intended to be out-of-class exercises to help 

students reinforce and extend the knowledge they acquired during the lesson. Table 1 

describes the types of tasks included in this set of exercises. 

Table 1  

Description of MORE problems in Core-Plus textbooks 

Type  Description 
Modeling Modeling tasks are related to, or provide new contexts to which students can 

apply the ideas and methods that they have developed in the lesson. 
 

Organizing Organizing tasks offer opportunities for integrating the formal mathematics 
underlying the mathematical models developed in the lesson and for making 
connections with other strands. 
 

Reflecting Reflecting tasks encourage thinking about thinking itself, about mathematical 
meanings, about processes, and promote self-monitoring and evaluation of 
understanding. 
 

Extending Extending tasks permit further, deeper, or more formal study of the topics 
under investigation. 

 

The Study 

The observations and recommendations presented in this paper are based in part on a 

four-year, NSF-funded research project being conducted at the University of Missouri.  The 

COSMIC (Comparing Options in Secondary School Mathematics: Investigating Curriculum) 

project involves a three-year comparative study of integrated mathematics curricula and 

subject-specific curricula on student learning at the high school level. The sample includes 

secondary schools in five states and over 2500 students from a variety of SES backgrounds. 

For more information on the COSMIC project see the project website at:  

cosmic.missouri.edu.  
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Due to its broader perspective, the COSMIC study was not designed to provide detailed 

insight into issues regarding the specific instructional cycle contained within the integrated 

materials. Thus, this extension was designed to gain in-depth understanding of 44 teachers 

participating during the first two years of the COSMIC project who were teaching with the 

standards-based materials.  

Data Sources and Analysis 

Textbook Use Diaries. During year 1 and year 2 each teacher independently completed a 

Textbook Use Diary. A total of 48 diaries were analyzed (21 from year 1 and 27 from year 

2). Teachers teaching on a block schedule that completed an entire course during one 

semester, and teaching the same course the consecutive semester, filled out two diaries for 

the same course. For example, a teacher teaching Course 1 in semester 1 and Course 1 again 

to a new group of students in semester 2 completed two textbook diaries, one for each 

semester.  

The purpose of the Textbook Use Diary was to gather specific information regarding 

textbook use during a common lesson. Recall a lesson in the Core-Plus textbook spans 

several days of classroom instruction. For example, teachers recorded what materials they 

used for each day of instruction for the identified lesson including information regarding 

what textbook tasks were used during class and what problems were assigned for homework. 

These diaries were first coded with respect to how many instructional days were used to 

cover the specified lesson. A day is defined as a class period on a 7-period day. In this study, 

these periods ranged from 47 to 60 minutes in length. For those teachers on a block schedule, 

the periods ranged from 85 to 90 minutes. Conventionally, a block period is considered as 

two 7-period class periods. Thus, the mean number of days allocated to a lesson is reported in 
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terms of a 7-period day and data for those teachers who reported their days on a block 

schedule were doubled. The distributions of days allocated for year 1 and for year 2 are 

reported along with the means and standard deviations for each year.  

The second analysis examined what elements of the textbook lessons were utilized. The 

use of the components of the lesson (Launch, Explore, Share & Summarize, and Apply) was 

reported by determining the percentage of teachers using each component fully, partially, or 

not at all. In order to be coded as used fully, the teacher needed to indicate that every item 

contained within that component was used. If the teacher reported using some of these items, 

but not all, the resulting code was partial. If none of the items was used, the code assigned 

was none. Also, the types of problems (Modeling, Organizing, Reflecting, or Extending 

[MORE]) assigned were examined by determining the frequency of each type of problem 

assigned by teachers in comparison to the recommended number identified by the authors. 

By requesting data on a common lesson across the sites, these analyses shed light on the 

variability among teachers within and across schools in regard to the pace at which the 

curriculum unfolds for a particular lesson. 

A third examination of the Textbook Use Diaries was completed by attending to the 

degree of supplementation employed and the regularity with which the textbook was used by 

the teacher to teach the content contained within the identified lesson.  The number of days a 

teacher used the textbook was determined by including days the teacher reported any 

problems being used from the textbook. This includes those days in which a teacher may 

have reported using both the textbook and some supplements. Each entry that did not indicate 

any sort of textbook use (e.g., using only a teacher-made worksheet) was coded as no 

textbook use. For each teacher, the total days the textbook was used to teach the content was 
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divided by the total days of instruction to provide a frequency of use percentage. The degree 

of supplementation is reported by providing the percentages with regard to three categories: 

(1) use of textbook only; (2) use of supplements only; and (3) a mix of textbooks and 

supplements. 

Classroom Visit Protocols 

 A classroom visit protocol (Tarr, McNaught, & Sutter, 2006) was developed after 

interviewing one of the Core-Plus textbook authors to determine what the curriculum 

developers expected of teachers in implementing their curricular materials. In interviewing 

the author, we asked questions regarding the key lesson components (e.g., Launch, Explore, 

Share and Summarize, and Apply) of the integrated textbook with particular attention to what 

constitutes a faithful implementation of each lesson component. The author’s responses to 

these interview questions were used to develop an observation visit protocol specific to the 

Core-Plus textbook. 

Classrooms visits were scheduled in advanced to ensure that the visit did not conflict 

with a test or another school activity. Data from more than 300 classroom visits were 

collected (3 visits for each teacher participant spread over the school year). During each 

classroom visit, the observer took notes to record anecdotal evidence of particular 

presentation features being implemented and completed a summary form that included 

recording information about the use of lesson components specific to the given curricula. 

Based on extensive field notes on how the written curriculum was implemented during class, 

the observer assigned an overall rating level of implementation for both Content Fidelity and 

Presentation Fidelity on a scale of 1 to 5 using a well-defined rubric.  Briefly, high content 

fidelity consists of the content being enacted as written in the textbook and the textbook used 

2010 HICE Proceedings - Page 3047



10 

as the primary source of content for the lesson. High presentation fidelity indicates the 

enacted curriculum being consistent with the expectations of the authors as expressed in the 

author interviews and the author philosophy as reflected in the notes and suggestions to 

teachers in the Teacher’s Edition of the textbook. Each rating is independent of the other 

allowing for the possibility of a high fidelity rating on one aspect of implementation and a 

low fidelity rating on the other for a given lesson. 

For each teacher, the individual ratings for the overall Content Fidelity and Presentation 

Fidelity ratings were aggregated across visits to provide a mean Content Fidelity and 

Presentation Fidelity rating for each teacher. 

Results 

Instructional days given to lesson 

The first analysis of the diaries examined how many days each teacher spent on the 

multi-day lesson. The mean number of instructional days is reported in terms of a 7-period 

day; for those teachers who reported their days on a block schedule, the number of 

instructional days has been doubled. For year 1, teachers spent an average of approximately 8 

days (M = 7.76, SD = 4.04) on the common lesson [Unit 3 Lesson 2, Linear Graphs, Tables 

and Rules].  In year 2 they spent an average of 14 days (M = 14.33, SD = 6.40) on the 

common lesson [Unit 2 Lesson 2, Coordinate Models of Transformations]. The distribution 

of days allocated for year 1 and for year 2 are represented in Figure 2. 
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Figure 2: The number of instructional days spent on a common textbook lesson. 

In each year, the textbook authors recommended 12 days as the number of days that 

would typically be spent on these lessons. As the diagrams reveal, in year 1, most teachers 

devoted far less than the recommended time on the lesson. For example, 17 of 21 teachers 

spent fewer instructional days than was recommended by the authors; 3 of 21 teachers 

devoted more instructional time than was recommended; and only 1 teacher spent the 

recommended amount of time on the lesson. On average, year 1 teachers spent 35% fewer 

days than the recommended number of instructional days. In year 2, the situation was 

reversed with 17 of the 27 teachers spending more days than recommended, while 10 of 27 

spent fewer, and no teacher spent the recommended number of days on the lesson. On 

average, year 2 teachers spent almost 20% more instructional days than was recommended. 
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Elements of textbook lessons utilized 

The examination of the number of instructional days provides a general overview of the 

time spent on the particular content of a lesson but more specific information is revealed 

from an analysis of the teacher use of the instructional components of textbook lessons. The 

particular lessons chosen for both year 1 and year 2 each contain three investigations.  Table 

2 displays the percentage of teachers who attended to each lesson component embedded 

within each investigation across the year 1 lesson and the year 2 lesson. Data are summarized 

into three categories: (1) Full attention to the component; (2) Partial attention to the 

component; and (3) No attention to the component (None). 

Table 2 
 
The percentage of teachers implementing lesson components across a common lesson 
 

Year 1 Year 2 Instructional 
Component Full Partial None Full Partial None 

Launch 76.2% 0.0% 23.8% 51.9% 3.7% 44.4% 

Investigation 1       

Explore 76.2% 14.3% 9.5% 14.8% 81.5% 3.7% 

Share/Summarize 66.7% 0.0% 33.3% 63.0% 11.1% 25.9% 

Apply 57.1% 0.0% 42.9% 85.2% 7.4% 7.4% 

Investigation 2       

Explore 52.4% 19.0% 28.6% 7.4% 81.5% 11.1% 

Share/Summarize 33.3% 0.0% 66.7% 51.9% 11.1% 37.0% 

Apply 52.4% 0.0% 47.6% 29.6% 33.3% 37.0% 

Investigation 3       

Explore 28.6% 9.5% 61.9% 22.2% 33.3% 44.4% 

Share/Summarize 33.3% 0.0% 66.7% 29.6% 18.5% 51.9% 

Apply 38.1% 0.0% 61.9% 22.2% 18.5% 59.3% 

Across the 3 Investigations 

Explore 52.4% 14.3% 33.3% 14.8% 65.4% 19.8% 

Share/Summarize 44.4% 0.0% 55.6% 48.1% 13.6% 38.3% 

Apply 49.2% 0.0% 50.8% 45.7% 19.8% 34.6% 
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The percentage of teachers skipping an investigation or using none of the lesson 

components within an investigation increased as teachers moved forward through the 

investigations comprising the lesson. For example, during year 1, only 9.5% of teachers 

omitted Investigation 1 while 61.9% of teachers did not use Investigation 3. It is worth 

nothing that those teachers who did not complete the lesson within the 15 allotted days for 

the diary may inflate the latter number. Recognizing these caveats, the Explore component 

was skipped least often while the Share/Summarize and Apply components were most often 

omitted. For example, on average during year 2, 19.8 % of the teachers did not use the 

Explore component, but 38.3% and 34.6% of teachers omitted the Share/Summarize and 

Apply components, respectively. In some cases, although investigations were completed, the 

Share/Summarize and Apply components are nonetheless omitted.  

The Apply component used in the instructional component cycle is not to be confused 

with the homework component. The Apply component contains the On Your Own section, a 

series of questions intended to be used by teachers during class to assess students’ level of 

understanding. In addition to the classroom activities, the Core-Plus textbook provides 

MORE (Modeling, Organizing, Reflecting, Extending) problems that are intended to be out-

of-class exercises to help students reinforce and extend the knowledge they acquired during 

the lesson. 

Although the authors recommend the MORE problems as a means for assessing the level 

of understanding of each individual student, the results of this study indicate that teachers did 

not closely abide by this recommendation. Figures 3 and 4 display the use of the MORE 

problems by teachers during each year disaggregated by MORE problem type. The dark line 
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represents the author-recommended number of each particular problem type to be assigned. 

The dotted lines represent an interval of within ±1 about the author recommended number. 

As these data reveal, most teachers assigned far fewer problems than the number 

recommended in the teacher’s editions. During year 1, 18 of 21 teachers assigned fewer 

Modeling problems and 17 teachers assigned fewer Organizing problems than were advised. 

Among the four types of problems, the Reflecting and Extending tasks were the least 

assigned problems with 12 teachers not assigning any Reflecting problems and 15 teachers 

not assigning any Extending problems.  

 

 

 

 

 

 

 

Figure 3: Frequency of the number of MORE problems assigned by teacher during a 

common lesson, year 1. 
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Figure 4: Frequency of the number of MORE problems assigned by teacher during a 

common lesson, year 2. 
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This trend is even more pronounced during year 2 in that 22 teachers assigned fewer 

Modeling problems than recommended and 25 teachers assigned fewer Organizing problems. 

Again, the Reflecting and Extending problems were rarely utilized with only 2 teachers 

reporting any use of the Reflecting problems and only 5 teachers reporting use of Extending 

problems.  Moreover, when considering the ± 1 interval across the two years, teachers 

consistently fall on the lower side of the interval.  By a ratio of 4 to 1, teachers were more 

likely to assign one fewer problem than one more than the number of problems 

recommended. Furthermore, although MORE problems were designed as outside of class 

activities, classroom observations revealed several teachers using them as in-class activities. 

Surprisingly, the diaries also revealed that three teachers during the first year and four 

teachers during the second year did not utilize any of the MORE problems contained within 

the identified lesson. 

Degree of supplementation 

The degree of supplementation considers both how often teachers supplemented textbook 

lessons and how often they substituted material in place of using a textbook lesson. The 

frequency of textbook use is taken into account in the analysis. First, Figure 5 summarizes 

the frequency of textbook use as determined from the textbook diaries for a common lesson. 

In each year, fewer than one-half of the teachers used the textbook more than 90% of the 

time. In fact, 9.5% of year 1 teachers and 14.8% of year 2 teachers reported using the 

textbook fewer than one-half of their instructional days devoted to the lesson. In cases when 

the textbook was not used, the most popular choice of supplementation was the use of 

teacher-made worksheets to teach the content. In some cases, teachers reported using videos 

or skill practice worksheets to prepare for standardized testing.  
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Figure 5: Frequency of textbook use of a common lesson across teachers for year 1 and year 

2. 

To provide more insight into the use of supplements in relation to textbook use, Figure 6 

displays information from textbook use diaries for a common lesson with respect to three 

categories: (a) the percentage of days only the textbook was used; (b) the percentage of days 

only supplements were used; and (c) the percentage of days the textbook was used in 

conjunction with supplemental materials. These data reveal that during both years the 

textbook was used exclusively without supplementation more often than the use of the 

textbook in conjunction with supplemental materials, 62% compared to 23% during year 1 

and 73% compared to 11% during year 2. During year 1, teachers more freely used 

supplements along with the textbook than in year 2. However, the exclusive use of 

supplementation was similar in both years, 15% in year 1 and 16% in year 2.  

2010 HICE Proceedings - Page 3055



18 

 

 

Figure 6: Degree of supplementation of a common lesson. 

Content and Presentation Fidelity 

When examining textbook use via the Classroom Visit Protocols, analyses of Content 

Fidelity ratings showed that the content used during the observation was primarily 

attributable to the textbook. For year 1 teachers, the mean Content Fidelity rating was 4.04 

(SD = 0.98) on a 5-point scale across 60 observations. For year 2 teachers, the mean Content 

Fidelity rating was 3.73 (SD = 1.14) across 78 observations. Substantial variation was 

present within these ratings. For example, during year 2, one teacher was rated consistently 

with a rating of 5 across three lessons, whereas another teachers received ratings of 1, 3, and 

2. In general, lower ratings were given when teachers skipped ideas contained within the 

lesson or added unrelated content.  

23% 

11% 73% 62% 15% 

16% 

Year 1 Year 2 
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Although the content of the enacted lesson can be attributed to the textbook, 

consideration was also given to the manner in which the textbook content was utilized in the 

classroom by coding a measure of Presentation Fidelity. With regard to Presentation Fidelity, 

the overall ratings were significantly lower than the Content Fidelity Ratings in both school 

years (Year 1: t = 6.01, p < 0.001; Year 2: t = 4.07, p < 0.001). The mean overall 

Presentation Fidelity rating was 2.90 (SD = 1.01) across year 1 teachers and 2.88 (SD = 1.21) 

across year 2 teachers suggesting the manner in which the lessons were taught was less 

consistent with the authors’ expectations than was the content of lessons taught.  

Although there was substantial variation across teachers, there was less variation across 

observations of a single teacher. For example, one teacher was rated consistently with a 

Presentation Fidelity score of 5 in each of her three observed lessons. 

Discussion 

Although teachers use the textbook as the primary resource for content, further analysis 

regarding the number of instructional days spent on the content revealed that teachers vary 

considerably from the authors’ recommendations outlined in the integrated textbook. The 

results for teachers who spend fewer days than recommended may suggest that these teachers 

are sensitive to their students’ needs when deciding how long to spend on the particular 

content. The results for teachers spending more days using supplementation may suggest that 

teachers are unaware of how the curriculum program is designed and may believe important 

mathematics content is missing from their curricular materials.  Alternatively, these teachers 

may believe that their textbook does not adequately address important content that they 

believe is critical to success on state-mandated tests. Or it is possible that these teachers 

simply have a desire to use their own ideas in place of those in the textbook or are continuing 
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to use ideas from previous curricular materials that they found to be beneficial. The reasons 

for teachers’ deviation from textbook recommendations were not established in this study, 

but they merit further research. 

Further complexities become evident when one looks closely within  a textbook lesson.  

The consistency with pedagogical orientation of the textbook was examined in terms of the 

components constituting the textbook’s instructional cycle (Launch-Explore-

Share&Summarize-Apply) contained within the lesson as reported on the Textbook Use 

Diary. This analysis revealed that teachers consistently used the Explore component while 

often skipping the Share & Summarize and the Apply components. Thus, even though 

teachers use the textbook on a regular basis to teach the content, results of this study suggest 

that they are not using the complete instructional cycle to do so. The omission of certain 

elements of the instructional cycle may suggest that teachers have a lack of understanding of 

the purpose of each part of the cycle.  

Further disruption of the instructional cycle was evident in the analyses of the MORE 

exercises that showed few teachers assigned the Reflecting and Extending tasks, which are 

used to encourage students self-evaluate their understanding and to delve deeper on a 

particular mathematical topic. Although reasons for not assigning these exercises were not 

explicitly investigated in this study, teachers may fail to see the purpose of assigning such 

problems or feel that they do not serve to bolster mathematical learning. Another possible 

scenario is teachers may feel that these problems are too difficult for their students. 

Moreover, these problems often ask students to describe how they would solve a particular 

problem or explain why a particular situation does not make sense. Mathematics teachers 
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may feel unprepared to grade problems that will yield a wide variety of responses or may feel 

overburdened to grade such problems while balancing other teaching responsibilities.  

  Adherence of the pedagogical design was also examined using the ratings of 

Presentation Fidelity from the Classroom Visit Protocols. In general, teachers tend to be 

more faithful in terms of Content Fidelity than Presentation Fidelity of the lesson. The lower 

ratings on the Presentation Fidelity support the contention of Ball and Cohen (1996) that 

teachers transform the textbook as they prepare and teach lessons. Many new curricular 

programs include presentation strategies that are not well developed as part of many teacher 

education programs (e.g., an investigative approach to instruction, use of small cooperative 

groups). Furthermore, teachers may find it difficult to use a curriculum that conflicts with 

their beliefs about how mathematics should be taught (Stein et al., 2007). These reasons may 

help to explain the wide range in Presentation Fidelity ratings observed across teachers. 

The variance across these teachers revealed in these results reinforces previous research 

findings that curriculum implementation is an uneven process (Chval, Chávez, Reys, & Tarr, 

2009; Grouws & Smith, 2000; Kilpatrick, 2003; National Research Council, 2004). Thus, 

when examining what students are learning when interacting with specific mathematics 

curricula, results of this study lend credence to the notion that we cannot assume these 

curricula are being implemented in any specific way (Scott, 1994) nor that the enacted 

curriculum matches the curriculum embodied in the textbook. Furthermore, student 

achievement in secondary school mathematics is significantly influenced by the manner in 

which a textbook is used, the mathematics content students are given the opportunity to learn, 

and the manner in which the mathematical learning is facilitated; however, our knowledge of 

the effects of different approaches to mathematical content in textbooks is limited. Thus, it is 
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impossible to judge the effectiveness of textbooks and draw inferences regarding student 

learning from them without knowledge about how textbooks are being used in the classroom 

(National Research Council, 2004). Studies of teachers’ use of mathematics textbooks are 

needed in order for school personnel, curriculum developers, and policy makers to make 

informed decisions regarding curriculum adoption. 
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TITLE:  “SENSE OF WONDER” SCIENCE:  PROVIDING RELEVANT AND MORE 
MEANINGFUL LEARNING PATHWAYS FOR YOUNG CHILDREN 
 
 
William C. Ritz, Ed.D., California State University, Long Beach 
 
 
 
Introduction: 
 
The everyday world of the young child is an exciting one, full of wonder and 
discovery.  It offers children an endless array of living and non-living things and 
events that beg for exploration.  Children come to their world full of enthusiastic 
curiosity and endless questions, and teachers and parents need to take advantage 
of that curiosity as they work to nurture the young child’s early literacy skills. 
 
Too often, the pathway chosen to develop early literacy neglects that curiosity and 
enthusiasm by placing an exaggerated focus on what might be called the 
“mechanics” of language development.  As an emphasis on memorizing letters of 
the alphabet and related activities increases, activities aimed at engaging children in 
ways to broaden their views of the world seem to fall by the wayside.  The tragedy is 
that the child’s curiosity and excitement for exploring the world is often also lost.  
What we call “sense of wonder” science  offers teachers and parents an effective 
way to use the child’s innate curiosity to increase his/her enthusiasm for learning 
while simultaneously developing all-important communication skills --- important 
keys to the development of literacy. 
 
 
What is Sense of Wonder Science? 
 
Children are amazingly curious about their everyday world!  They are keen 
observers and their questions seem at times to be almost unending.  What we call 
“sense of wonder” science builds on that enthusiastic curiosity to increase the child’s 
desire to learn more and more.   
 
Inspiration for what our project calls “sense of wonder” science came from a 
wonderful little book by noted Biologist, Rachel Carson.  In “The Sense of 
Wonder“(1956), she writes beautifully about how important it is to inspire a child’s 
appreciation of the wonders of his/her everyday world.  She emphasizes that: 
 

It is more important to pave the way for the child to want to know 
than to put him on a diet of facts he is not ready to assimilate.  
(p.56) 
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Our view of how best to nurture children’s sense of wonder is described as a set of 
“beliefs” held by the project team that created “A Head Start on Science.” They 
include, among others, beliefs that 
 

• Doing science comes naturally to young children 
 

• Early childhood science teachers need to serve as "facilitators" of learning, as 
opposed to "tellers"  

 
• As children engage in science experiences, adults need to observe their 

actions and listen to their conversations so that they can follow children's 
leads 

 
• Children are intrinsically motivated when they have their own materials to 

enjoy and have some control over their learning  
 

• Both children and adults need to feel free to “do” science, understanding that  
exploration is often more important than a specific right or wrong answer 

 
When children engage in hands-on, sense of wonder science, they  
 

• describe objects and events both orally and through drawings, 
 
• count and measure things in simple but effective ways,  
 
• talk enthusiastically with adults and other children about their observations, 
 
• use newly-acquired words as they share their insights with others,  
 
• ask questions about what they observe, and 
 
• display increasing eagerness to learn more and more 

 
If these behaviors sound familiar, think about those typically cited as “literacy 
development” behaviors!!   We believe them to be remarkably similar!  When a team 
of experienced teachers set out to correlate the “Head Start on Science” activities 
with the Head Start Child Outcomes Framework, we found that “sense of wonder” 
science activities frequently “cross over” into elements of many of the “non-science” 
domains. Teachers tell us that hands-on science which focuses on the child’s 
everyday world connects beautifully with the development of language, math and 
reading skills, and as well, with art and music. 
 
The Need to Change Adult Perspectives of Science:     
 
For too many adults, “science” conjures up but a caricature of what science really is.   
They view science as something done only by an elite group of Caucasian, male, 
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pipe-smoking, long-haired nerds who speak in riddles and mathematical equations.  
Their vision of science also tends to be clouded by what they may have personally 
encountered in school -- remembrances of memorizing a bunch of terms, later to be 
regurgitated when a test was given. However, Nobel Laureate Richard Feynman 
correctly disputes that view, reminding us that: 
 

You can know the name of a bird in all the languages of the 
world, but when you’re finished, you’ll know absolutely nothing 
whatsoever about the bird… So, let’s look at the bird and see 
what it’s doing – that’s what counts.  I learned very early the 
difference between knowing the name of something and knowing 
something. 

 
 
If we wish to enable children to use science as a productive tool for exploring their 
everyday world, teachers need to change these mistaken impressions. We believe 
that those mind-sets are best changed through personal encounters with science 
that clearly demonstrate the differences between “factoid science” and the real thing. 
One cannot simply lecture about this.  When teachers and parents personally 
experience “sciencing” as something they DO, and not just talk about, they become 
best prepared to bring that same excitement to young children 
 
 
Facilitating Science Learning 
 
A wise pundit once said:  “You cannot teach science to anyone; you can only help 
others to learn!”  Teachers and other adults need to become facilitators of children’s 
learning of science.  We have to ward off our tendencies to want to tell children all 
that we know about a leaf (or a butterfly or whatever)!  Here again, Rachel Carson’s 
words help us to understand what “being a science facilitator” is about: 

 
…if a child is to keep alive his inborn sense of wonder…he needs 
the companionship of at least one adult who can share it, 
rediscovering with him the joy, excitement, and mystery of the 
world we live in. 
 

Teachers who “facilitate” science learning are not “tellers” who simply pass 
information along to young learners – instead, they become actively involved in the 
explorations. They too become eager to observe, to learn, to question, and to share.   
As they do science with young children, they 

 
• Encourage children to talk, and they listen to what children have to offer 
 
• Follow children’s leads 

 
• Don’t answer too quickly 
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• Ask genuine questions 

 
• Encourage children to use simple science tools  (such as hand 

magnifiers) to expand their senses 
 

• Give children time to answer or comment 
 
 
Is this all there is to becoming a facilitating science teacher?  Of course not!   
 
Teachers arrive at our workshops each summer telling us about their uncertainties 
(and sometimes fears) about helping children with science.  Many of them believe 
that teachers need to know all the right answers before even starting.  During the 
workshop we get them to understand that no one can know all the answers in 
science.  When you don’t know, just say so – but, leave some doors open for finding 
out.  Often, one needs to encourage further observation or experimentation.  At 
other times, it may be more appropriate to look at some books.   The facilitator 
approach allows teachers to engage children in exploration as they themselves gain 
more and better understandings by learning along with the children.  And, it is 
amazing how much adults will be able to expand their personal science 
understandings as they do so! 
 
Facilitating children’s learning in science calls for skill in the conversations teachers 
have with youngsters.  It is important to listen carefully to what children are saying.  
Their comments and questions provide important clues about their thinking.   
 
And, the kinds of questions teachers ask are critical.  Some examples of questions 
that encourage children to observe more carefully, to think about what’s happening, 
and to encourage further exploration include: 
 

• How would you describe it? 
 
• What does it look / smell / feel / sound like? 

 
• Can you think of a way to make your shadow longer? 

 
• What is the same in all of these plants? 

 
• What could we do to find out? 

 
In short, teachers who facilitate learning in science encourage children to explore 
their everyday world by providing appropriate materials and settings for exploration.  
They encourage children to handle and observe and experiment with real concrete 
objects. The questions they raise and their conversations with children encourage 
hands-on interaction, observation, and thinking.  Words and concepts serve as tools 
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for learning and understanding, and not as an end in themselves. Children are 
encouraged to communicate with each other and with adults, both orally and 
visually. Concepts are built bit by bit through direct experience with the rich 
possibilities of the child’s everyday environment.  And, as this occurs, children 
develop and practice a broad range of the skills we describe as “emerging literacy 
skills.” 
 
These words of Rachel Carson remind us of what we need to accomplish: 
 

If facts are the seeds that later produce knowledge and wisdom, 
then the emotions are the fertile soil in which the seed must grow.  
The years of early childhood are the time to prepare the soil.   
 

Teachers and parents who experience the joys of “sciencing” with young children, 
become enthusiastic facilitators, and through practice and continuing study, become 
increasingly skilled about “preparing the soil.”  The challenges and the learning 
opportunities never stop! 
 
 
Some Indicators of Success: 
 
Certainly, “A Head Start on Science” makes no claim to be the only effective way to 
provide children and their teachers with the science best suited to their needs!  
There are other alternatives available which can serve the needs of young children 
very well. However, we do believe that the “sense of wonder” approach which is 
central to “A Head Start on Science” is a very effective one which ought to be 
carefully considered.  Effects of the project and its activities have been assessed in 
a variety of ways, and a number of indicators of success can be reported. 
 
Beneficial Impacts on Teachers:  
  

• Data from the original project evaluation report indicate that the components 
of “A Head Start on Science,” both in their original form and in two 
subsequent replications, were clearly successful in: (1) increasing Head Start 
teachers’ comfort level with science, and (2) increasing the number and 
quality of science-related interactions in Head Start classrooms.  This 
occurred in environments where the teachers were quite “science naïve,” as 
well as those where teachers were initially more comfortable with science. 

 
• Evaluation of the 2001-2002 project aimed as the dissemination of “A Head 

Start on Science” to some 20 satellite centers across the US found that:   
 

o Teachers were teaching science more often, even though the time 
spent on science per day remained relatively short (15 minutes to 1/2 
hour.)  . 
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o Teachers reported engaging in a variety of science-related activities 
with their children.  These included having children explore nature on 
their own; asking children about nature; asking and answering 
children’s questions about science; engaging in nature-related art 
activities; and helping children to carry out experiments. They spent 
considerably less time in more passive science activities, such as 
having children color pictures about nature. 

 
o Teachers felt comfortable doing science, and confident in their capacity 

to lead children in science-related activities. 
     

o Teachers believed in their students’ abilities as active science learners.  
They agreed that “The questions asked by children get better as they 
have more opportunities to do science,” and strongly disagreed with 
the statement, “I am not sure the children in my class have the 
necessary skills to learn science.” 

 
o Teachers felt they have lots of good science activities available for 

their children. 
 

o As expected, significantly more teachers in the group trained in “A 
Head Start on Science” used the Project Teacher’s Guide and its 
activities than did those without such training. 

 
o Teachers recognized that science is a good vehicle for teaching 

“Limited English Speaking” children.  Moreover, several teachers 
commented specifically about using science language arts activities in 
their classrooms 

 
• An independent 2007 study of the impacts of “A Head Start on Science” (Van 

Egeren et. al.) reported that: 
 

o  Intervention group teachers reported much greater efficacy around 
science than did the comparison group. 

 
o Intervention group teachers saw science education as more valuable 

for preschoolers than did the comparison group. The intervention 
group also viewed science education as just as valuable as math, 
while the comparison group rated it as less valuable than math. Both 
groups indicated that reading was more valuable than math or science. 

 
o Intervention teachers used more active learning strategies when 

conducting a science activity; for the most part, intervention teachers 
operated at the highest level on each active learning strategy, whereas 
comparison group teachers did not do so; 
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o However, these strategies did not appear to be generalized to the 
larger classroom environment of the teachers. 

 
Beneficial Effects on Children: 
 

o Data from the 2007 Michigan State University report, “Creating School 
Readiness through Early Childhood Science Education (Van Egeren, et al) 
reported the following impacts on children: 

  
o While intervention teachers did not rate children as performing better 

on science, math and language approaches to learning, the 
intervention children did perform significantly better than comparison 
children on interactive tests of scientific concepts and reasoning, 
particularly those related to “cause and effect”.  

 
o Although the intervention children were rated as having better 

“attentional” capacities, fewer behavioral problems, and better 
persistence, these factors did not fully account for their better 
performance on scientific reasoning tasks. The intervention group 
continued to show an advantage even after these individual child 
attributes were accounted for. 

 
 
What is clearly needed are further studies of the impacts of early science 
interventions such as “A Head Start n Science” so that we will all be able to benefit 
from more definitive and reliable data in the future.  Laurie Van Egeren and her 
colleagues at Michigan State University have proposed a more comprehensive study 
of the impacts of early childhood science on school readiness and it is our sincere 
hope that they will be able to complete the work outlined in that proposal.  
Meanwhile, we urge colleagues to become involved in this important effort to learn 
as much as possible about school readiness / early literacy / early childhood science 
relationships. 
 
  
An Invitation: 
 
 We offer the following challenges and recommendations to our colleagues in 
science and early childhood education: 
 
• Given the apparent importance and value of providing developmentally-

appropriate science education to pre-school youngsters, we urge our colleagues 
to place a much greater emphasis on science in the early years in research, 
curriculum development, and teacher education 

.  
• Clearly there is a great need for all of us to make a special effort to more 

effectively share curricula, teacher education models and strategies, and 
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research findings so as to better communicate what is learned with parents, 
teachers, administrators, and, especially the educational and political leaders 
who decide what early childhood education will be. 

 
• We need to forge and nurture strong partnerships with the national and 

international organizations and agencies who represent early childhood 
education, the child and day care community, and private and governmental 
licensing and credentialing agencies. 

  . 
• If we are to encourage and provide more and better early childhood science, we 

need to focus on the pre-service and in-service teachers who are to facilitate the 
learning of these young students.  We need to offer pre-service courses and 
professional development that focuses on supporting the teachers in learning 
science, learning how best to engage young children in "doing" science and offer 
them many opportunities to gain confidence in their understanding and teaching 
of science. 

 
• National and international organizations which focus on the development of 

young children are often not in direct link with education groups who teach or 
conduct research in early childhood settings where science is taught.  Science 
educators interested in early childhood settings must become advocates for the 
developmentally appropriate teaching of science in pre-K settings.  This 
advocacy must include networking with national and international early childhood 
organizations.  In the US, these include NAEYC (National Association for the 
Education of Young Children), the Head Start Association, and State Boards of 
Education and other credentialing offices.  Such partnerships will enable us to 
bring unity and strength to the task of convincing non-science people that 
science IS important to young children! 

 
• Many informal science education places, such as museums, aquaria, community 

organizations and outdoor education centers, are offering programs targeting 
young children and their parents.  Science educators interested in early 
childhood science teaching and learning need to consider networking with these 
informal centers so that developmentally appropriate content and processes of 
science are offered to the young children who participate in their programs 
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Abstract of Presentation 
Research and clinical observations both suggest that the self-blame experienced by survivors of 
sexual abuse for their victimizations has serious and detrimental effects on their psychological 
wellbeing. Recent research has found that self-blame may mediate the relationship between 
childhood sexual abuse experiences and future adult psychological distress (Whiffen & 
MacIntosh, 2005). It has been suggested that targeting self-blame may decrease the symptoms 
commonly related to sexual abuse. In this presentation, the results from a study that explored 
experiences that facilitated the recovery of self-blame among female adult survivors will be 
discussed. A qualitative research methodology, basic interpretive qualitative inquiry (Merriam, 
1998, 2002), was used to inform the implementation of the study, from participant selection to 
data analysis. Female adult survivors of childhood sexual abuse were interviewed, and from the 
analysis of their interviews, five themes encompassing their experiences that helped them 
overcome their self-blame emerged. The findings and resulting implications from this study 
provide important information for counsellors, and those who educate and train counsellors, as 
well as teachers, parents, and school policy makers. The implications to be discussed include 
how to handle disclosures of sexual abuse, how to support a child who has been abused, how to 
facilitate the process of overcoming self-blame in therapy, and how to train counsellors to 
support children who have been abused. This presentation will provide research and practical 
information relevant to those who educate counsellors and teachers, as well as counsellors and 
teachers themselves. 
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Paper Submission for the Hawaii International Conference on Education 

 

Overcoming self-blame after sexual abuse: What professionals  

working with children or adults should know 

Sexual violence against children is a hidden yet pervasive problem that has been reported 

to be experienced by 20% of women and 5% to 10% of men worldwide (World Health 

Organization, 2002). While the children who are abused are clearly the innocent victims in these 

violent acts, most survivors of child sexual abuse blame themselves to some degree for their 

experiences of abuse (Peters & Range, 1996; Whiffen & MacIntosh, 2005). For female adult 

survivors, such self-blame has been shown to be a risk factor for several serious consequences, 

including (a) self-destructive behaviours (Peters & Range), (b) delinquent behaviours (Wright, 

Friedrich, Cing-Mars, Cyr, & McDuff, 2004), (c) revictimization (Arata, 2000), (d) depression 

(Oddone Paolucci, Genuis, & Violato, 2001), and (e) Posttraumatic Stress Disorder (Owens & 

Chard, 2001). Fortunately, the detrimental impact of self-blame has been shown to dissipate 

when self-blaming attributions are diminished (Feiring, Taska, & Lewis, 2002).  

Studies and observations from clinical work with adult survivors of childhood sexual 

abuse have consistently emphasized the importance of addressing the issue of self-blame in 

counselling (Martsolf & Draucker, 2005; Talbot, 1996). Research on the effects of survivors’ 

self-blame has echoed this by recommending that future research focus on the successful 

treatment of these destructive self-perceptions (e.g. Owens & Chard, 2001). It has been noted 

that there is a need to learn more about the activities and processes that some individuals did or 

did not engage in that led them to overcome sexual victimization successfully (Feinauer & 

Stuart, 1996). The purpose of the present study was to gain an understanding of the process of 

2010 HICE Proceedings - Page 3073



overcoming self-blame, as well as to provide insights into best practices for facilitating and 

encouraging this in the therapeutic context. The findings and resulting implications from this 

study provide important information for counsellors, and those who educate and train 

counsellors, as well as teachers, parents, and school policy makers. 

A qualitative research method was selected for this study in order to address the research 

question. Overcoming self-blame after childhood sexual abuse has not yet been studied in depth 

within the research literature, and qualitative methods are appropriate for those areas which are 

new areas of study (Richards & Morse, 2007). The primary method of data generation for this 

study was the use of in-depth, semi-structured interviews. Data analysis followed the Basic 

Interpretive Qualitative Inquiry method (Merriam, 1998, 2002). 

Four women participated in this study. Although each of their lives is unique and distinct, 

and the women vary in their ages, professions, interests, and commitments, they were all 

sexually abused as children. In addition, each of them experienced self-blame for the sexual 

abuse they suffered. During the interviews, these women shared their experiences of sexual 

abuse, their attributions of self-blame for the abuse, and their processes of overcoming their self-

blame. The participants’ interviews were analysed, and their common experiences and processes 

were described through the creation of themes.  

 It was found that each of the participants, in her own way, was able to overcome self-

blame by having experiences of: (1) gaining self-worth and validation as a worthwhile human 

being, (2) experiencing support without blame, (3) recognizing the perpetrator’s responsibility, 

(4) understanding a child’s perspective, and (5) reconnecting to the feelings and needs of the 

sexually abused child within. The participants all discussed how these experiences contributed to 

the process of relinquishing their self-blame for their sexual abuse. This healing came after each 
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participant underwent a period of intensive processing of her sexual abuse and assimilating her 

new experiences. 

While all the themes are equally important, several are particularly relevant for those who 

work with children. The findings suggested that many of survivors’ experiences of overcoming 

self-blame take place in relationship with others, and that adults have a particularly influential 

role in children’s lives that can either alleviate or exacerbate self-blame. Significant adults in the 

participants’ lives were instrumental in helping them develop a sense of self-worth after the 

abuse, as well as in accepting messages that they were not to blame. It was found that teachers, 

parents, social workers, police officers, and counsellors all had significant, long lasting 

influences on the participants’ view of themselves and their abuse experiences.  

In addition, several other themes that emerged have implications for professionals who 

counsel adults who were sexually abused as children. These themes, such as recognizing the 

perpetrator’s responsibility, understanding a child’s perspective, and reconnecting to the feelings 

and needs of the sexually abused child within, each provide insights into the elements that are 

important to survivors in relinquishing their remaining self-blame. In turn, these can be 

interpreted in terms of therapeutic tasks that would be most beneficial to survivors who suffer 

from self-blame. 

The implications to be discussed include how to handle disclosures of sexual abuse, how 

to support a child who has been abused, how to facilitate the process of overcoming self-blame 

in therapy, and how to train counsellors to support children who have been abused. This 

presentation will provide research and practical information relevant to those who educate 

counsellors and teachers, as well as counsellors and teachers themselves. 
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Success can be summarized in two laws: 

 
1-Know what we want       

 2- Pay the value of what we want by practice. 
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On line educational Assessment 
The Accessibility of New Strategies for On Line Learning Assessment 

of 
Payam‐e ‐Noor university Students 
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Abstract: 

   The present paper discusses the new strategies of on line assessment methods that can be 
accessible in Payam-e- Noor University. The major question of this research is "How can we be 
assure of learning of our on line students". To find a proper answer to the mentioned question, 
different new strategies of on line assessment including: on line collaborative team work, on line 
self assessment, on line classmates assessment, files of archive work and on line diary are studied 
and a accessibility as well as applicability of the said strategies in P.N. U. are examined for the said 
purpose result of three study of educational activities of P.N.U. will be analyzed.  
    Key word: assessment methods, on line collaborative team work, on line self assessment, on line 
classmates assessment, Payam-e Noor University, 
Introduction 

   We work for tolerable world and in right society that evaluates knowledge, promotes peace 
culture, accepts changes, protects human rights; enhance intellects and goes inside eminence. 
Enhance human and public knowledge, skill and attitude in new era, needs applying new 
ideas and creative methods of people in the society. Pedagogy of human creativity by the 
influences of technology is universalized and provides us with E-learning technology by 
adopting universities to formalize it. This system is the key for economy and social growth 
and setting up the educational and interaction opportunity between teacher-student, student-
student, individual-individual, individual-group, group-group, synchronic or asynchrony by 
email, conference, web, internet, digital library and etc. Correct judgment about quality of 
inputs, processes and outputs of educational system of university is due to the evaluation 
system. If this system does not work properly, the strength and weakness of educational 
programs will not be appeared and therefore there would be no changes, corrections or 
promotion. 
  For the first time in IRAN, correspondence courses presented at Aboreihan  university in the 
year 1971 by using printed materials and printable resources as the main source and face to 
face and distance learning tools. In 1973, Azad university of IRAN established with the main 
goal that making learning locally, using all the learning aids including printed  resources, 
radio and t.v programs, hearing and visual tools, face to face learning, consulting and guide 
systems in order to use open learning and distance learning.  The large number of volunteers 
for participating in higher educational courses specially for personnel and working staff 
causes  P.N.U.  to be formally responsible for distance and semi face to face learning with 
special  prophecy's realization of education for everyone , everywhere and every time. Its first 
aim was to promote the culture of society, remove the limitation of enrolment, using all 
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potentials that cannot be find in face to face system, help to teach needed experts for all part 
of economic, politics, cultural and educational systems and expand the knowledge through 
public education.  
 P.N.U.  university provides teaching and learning activities in all level of higher education 
(in 30 provinces and about 500 education centre) inside and outside of the country by 
utilizing current medias. 
  Pyam-e-Noor University due to distance learning system can provide higher education for 
all those who are eligible and interested therefore university has to use new online methods in 
order to satisfy all the volunteers and guarantee the quality of educational services and 
changes the passive learning environment toward interaction and cooperative  learning 
environment. 
  Todays, distance education is very popular, due to low cost for teaching and learning 
process of different levels of education, then in the P.N.U. university educational session 
years 2005-2006, planned the E-learning environment to expand the student oriented learning 
in the following three steps: 

1- Design the educational structure based on ICT 
2- Prepare the basis for applying ICT in teaching and learning process and produce web 

based teaching materials. 
3- Develop the evaluation system consist of rapidly feedback to students with interaction 

between teacher and students  
Virtual university which is known as "Daneshstan" is responsible centre for all E-learning 
process including administrations, registrations, set up electronic file and class for students 
and final and midterm evaluation which is a sub-system in P.N.U.  
  The different section of university therefore are trying to ensure learning process. But, what 
is learning? How can we be assure that Payam-e- Noor students are achieving the educational 
goals? How the administrators and academic faculty of the university mach the quality of the 
education with universal educational standards and assure the six golden keys, that is: 
efficiency, effectiveness, proficiency, responsibility, renovation and promotion? 
  This is the most criticized question that involved personnel are facing. Anderson,2001 
rightly mentioned that this question in E-learning creates multiple problems for evaluation 
system awoke the problems of hidden curriculum and informal learning in addition to other 
formal learning problems.  

  Online instructors want to know "how the students achieve the educational goals of each 
field of study and how to continue with them"? They also want to know their responsibilities. 
Moreover they want to know how they can make best use of online environment and to  
assures them the online students have progress. They are interested to know how to adopt the 
new strategies with the old methods. They want to know how they can maximize learning by 
utilizing all the human potentials. Online instructors want to find out how they can maximize 
the learning i.e. 5% from lecture, 10% from reading, 20% from visual and listening, 30% 
from hypothesis and proof, 50% in groups discussion, 75% by practical task, to the highest 
level of learning of 80% through teaching others1. 

   Online instructors as planner and designers, want to know if they were able to assign 
correct tests and if they can encourage the students for doing proper activities, and whether " 
what they learn "can be utilize in their life.  

  Learning assessment is difficult process. Complicated technology makes the assessment 
processes difficult i.e.in current online learning, face to face learning is going to take over the 
online learning. But can it be acceptable?  The answer obviously is negative. Technology is 
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inevitable part of life so it cannot be eliminated from teaching environment. Therefore if 
technology has a major role in E-learning (according to Clark 1994) that does not do anything 
in teaching materials, and if technology take over the teaching or serve the teaching 
(Bazargan, 2003), can e-learning increase learning or can E-learning decrease it? If 
interaction between technology and teaching affect the success or fail in learning?  If it shows 
the reasons for low scores, low academic achievement?  Whether low level of knowledge or 
process by ICT, results failure? 
     Student may not find "what prospect of teaching program is"? Instructors may be not 
characterizing the prospect of teaching program. The weakness of on line subjects confuses 
students and reverse evaluation process (Berge,2000).It is good work to adjustment the aim 
with issue, but many instructors have problem with saving aim and access of them (Rogers, 
2000). Evaluation system is the key answer. Assessment can assure that students do not try 
only to recall information and they try to learn deeply (Marton, saljo, 1976).Unfortunately, 
centralized evaluation system of P.N.U. does not use several methods. We rarely observe 
something more than score. This score do not encourage students to learn deeply, because 
there is not any feedback for promote learning. Todays we can take over these problems with 
new on line strategy. 

Purpose and methodology 
   The purpose of present paper is to analyzes P.N.U. evaluation system and introduces new 
online assessment methods. To achieve the objectives three approaches are conducted. These 
approaches studied the teaching-learning process in P.N. university. This descriptive research 
adopts the result of them to study evaluation system of university. 

First approach -In year 2005-2006, the study about internal evaluation of educational 
activities of university is done. Evaluated factors included: education courses, structure and 
equipments, teaching-learning process and graduates. Research sample included: 42 
university teachers and1000 students. Research tools was questionnaire with 173 questions 
and reliability of0/83.In present research teaching and learning factor are used because of 
correlation with  research aims.The level of desirability has been evaluated by Likert 
scale(1=very low,2=low,3=average,4=high,5=very high) in  below formula. 

 
Score=∑(X*F)/N      N=number of persons who answer       X=score of each question     
F=frequency of x 
 
 
Score of each question shows the level desirability as shown in the below table. 
 

Table1.  Desirability of score 
level undesirable partially desirable desirable 
score 1-2/33 2/33-3/66 3/66-5 

 
Second approach- "A Study of the distribution of  educational facilities and benefits of the 

center and unit of the P.N.U. " is a description-survy research about semi face to face 
teaching. Randomly 70 centers with 3 groups: student, teaching faculty and management 
as sample are randomly selected. 3 questionnaires for  mass information were used. One of 
them was included 9 question about measuring educational output .Students evaluated 
them in 5 level (very low and low, medium, high and very high).  

Third approach- The test oriented method in center of centralized evaluation performed in 
year 2006-2007 in P.N. University. All educational services include 17electronical courses 
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offer by this center. Student in this method cannot use classes and midterm tests. They can 
participate in final test like other students. 
 Table no2. Shows the total number of student(three system) in P.N.U. 

 
Table2.  Number of student in each method in P.N.U. (2008-2009) 

Method of teaching Semi face to face E-learning Test oriented total 
No. student 769318 715 7385 777418 

 
The test oriented center, perform online electronic test for students to evaluate the power 
of learning during study. All student in Iran even the student of other universities could 
participate in this test. All questions were designed with following condition:1-All 
question should have the same format of university questions.2-question should have 
been check randomly by experts.3- All the questions were re-checked by head of different 
departments. Table 3 shows number of student whose participate in this test in a week. 

 
Table3. Number of student participated in the E- tests according to different day of weeks 

 Saturday Sunday Monday Tuesday Wednesday Thursday Friday total 
student 5075 4429 4253 4283 3755 4459 3080 29334 
percent 17/30 15/10 14/50 14/60 12/80 15/20 10/50 100 
 
Student's viewpoint about quality of test and the willingness to continue in future test. All 
students who attend shoed the willingness t continue with the same exam.. 
Result 
1- The result of firs research showed: 

 A-Students scored teaching and learning process "1/66" that means "undesirable" .The 
response of students to different questions are shown in the following table. 

 
Table4.   Response of student to teaching-learning process first approach  

  
Questions 

Desirable partially 
desirable 

Undesirable

Score(1) Score(2) Score(3) 
1 Are the teaching methods adopted, match the student 

needs? 
 *  

2 Can faculty members instruction transmit the 
lessons? 

 *  

3 Does the instructors use proper teaching methods 
regard the subjects? 

 *  

4 Do the instructors use planed instructions?  *  
5 Do the teaching aids affect in learning process?  *  
6 Do the instructors use aid equipments in teaching 

process? 
*   

7 The amount of guideline instructors offer the 
students in practical subjects? 

 *  

8 Do the instructors, in beginning of the course, 
describe methods of evaluation? 

 *  

9 Does formative evaluation use for highlighting of 
learning problems? 

*   

10 Does the evaluation of practical subjects is 
satisfactory? 

*   

11 Do the results of evaluation motivate and solve 
education problems? 

 *  
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12 Do the results of evaluation are received in proper 
time by students? 

*   

B-Teachers scored teaching and learning process "2/85" that means "desirable". The 
response of teachers to different questions are shown in the following table. 

Table5.     Response of teachers to teaching-learning process first approach  
  

Questions 
Desirable partially 

desirable 
Undesirable 

Score(1) Score(2) Score(3) 
1 Are the teaching methods adopted, match the 

student needs? 
  * 

2 Do the teaching aids facilitate learning process   * 
3 Does the guideline of practical subjects is 

satisfactory? 
  * 

4 Does the formative evaluation are used?  *  
5 Does the evaluation of practical subjects is 

satisfactory? 
  * 

6 Do the results of evaluation are reported in proper 
time by students? 

  * 

7 Do the instructors use from result of evaluation for 
making their teaching more effective? 

  * 

2- The response of students to different questions of evaluation system is shown in the 
following table. 

Table6. Response of students to evaluation system    second   approach (2008-2009) 

 Question Low 
percent 

Medium 
percent 

High 
percent 

1 Quality of classes 34/8 37/2 28 

2 Adequacy of final exam 28/5 31/9 39/6 

3 Mach  ability of methods evaluation 
with aims 

32/4 45/7 22 

4 Reporting test scores in proper time 43/6 30/7 25/7 

5 Implementation and quality of tests 34/7 38/3 27 

6 Quality  of basic lessons 34/3 37 28/7 

7 Quality of specialized lessons 35/8 37/4 26/8 

8 Effect of self learning books to 
minimize need of teachers 

36/6 35/1 28/3 

9 Quality of  total course 35/2 45/4 19/4 

3-  The response of students to online test is shown in the following tables. 

Table7.  Response of students to online test     third approach  

Level Good-excellent Average Weak 

What is your opinion about inline test? 72 % 15 % 11 % 
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Table8.  Response of students to continue online test     third approach   

Level Yes No No 
response 

Would you like self online test to be  continued? 96 % 3 % 1 % 

Conclusion 

   About 770 thousands students are studing through of semi face to face learning system, i.e. 
virtual and test oriented in P.N.U. Most of the students are studing in semi face to face 
system. Learning by face to face system in this true meaning is not applied in P.N. university 
and by the rules attending the classes is not compulsory. Classes are assigned in order to 
solve the student's problem. In virtual system, 715 students are training in a group or 
individually. They learn by using different multimedia information sources, audio and visual 
files, web contents, chat rooms, digital libraries. In test oriented system, 7385 students are 
using learning services. Learning in this system is self learning and for students problem 
solving classes are not provided and cannot take the midterm examine .The evaluation system 
in university are given by the following methods: 

  1- Formative evaluation system or assessment of learning process - these system pursuits 
specify efficiency and proficiency of learning's events among designers and performers of 
study programs (teachers) and their customers (students). According in Grisson and Archer 
(2000), assessment basically is to shape learning. Formative evaluation and assessment is the 
main method of oriented evaluation process which can recognize problems and assess output 
quality. Since assessment is an important lens through which education is viewed (Downovn, 
Beransford, Cocking, 2000). According to Derkez(1997)  assessment function are: identify 
level of educational achievement, provide proper information to students to promote their 
knowledge, create motivation and increase efficiency 
of teaching programs. According to Rowantry(1997),The efficiency of a system could be 
discover by evaluation system. P.N.U, up to now, 25 percent of the final score is gained by 
evaluating projects and test (assessment process) during teaching process. This process acts 
virtually and semi face to face methods but the students of test-based terms do not have the 
mid-term exam. 
   According to "Dirkez", one function of evaluation is to specify the amount of student's 
progress. Table No.4 shows that the students had evaluated the role of formative evaluation 
as "very undesirable" and they were not satisfied with the evaluation of practical subjects. 
The intention of practical subjects is to make students to do practical assignments. Assessing 
these activities has the most significant role in formative evaluation. The students were 
unsatisfied with the ways that universities evaluate these activities and also with its formative 
evaluations. The other function of formative evaluation is to present correct information to 
the students in order to promote their knowledge and their motivation. In the "first" approach, 
students evaluated this function" partially desirable". Formative evaluation motivates 
learning, it can be concluded that the universities' formative evaluation results don't 
accomplish this task accurately and cannot create desirable motivation for learning. One of 
the most important factors that plays a role in making formative evaluation effective is to 
know the results at a proper time. Table No.4 shows that students are quite unsatisfied with 
this factor. Although teachers claim that they announce the exam results to the authorities on 
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time, it seems the problem is administrative. The results of the "second "approach in 
presented table No.6 depicts that the unsatisfaction of the students for the declaration of the 
results reaches up to 43%.This means that the students needs to be aware of their results to 
get proper feed back in order to modify their way of learning. The university teachers have 
used the results of formative evaluation for recorrecting their teaching process and make it 
more desirable, and the effects will be considered in the future educational courses, but the 
students of the present course will not be able to benefit from the modifying of teaching 
process. The results of these two research reveals that the efforts of assessment-according to 
"Angelo(1998)"-have little effect in encouraging learning and the P.N.U. has not been acting 
successfully in achieving the formative evaluation goals. 

  2-  Final evaluation or assessment and judgment about learning results-The final evaluation 
is aimed to determine the effectiveness and efficiency of educational programs and also the 
judgment according to the results of learning. In the P.N.U. about 75% of the final marks is 
gained in the centralized examination which is held in the end of the session. Multiple choice 
questions are used for theory examinations and both descriptive questions and multiple 
choice questions for practical subjects. The marking of multiple choice papers are done with 
the help of mark reader machines and descriptive papers are checked by teachers. The results 
of evaluating the educational achievement are adding two kind of evaluation  marks which is 
zero to twenty. The process of virtual evaluation is not online and like other aspects education 
is held with the presence of the students in the location of the institute. In the method of test 
oriented evaluation the process of final evaluation, like the two old systems is being held face 
to face and on the paper with multiple choice and descriptive questions .Considering the 
process of final examinations, that have the most main mark in the evaluation ,the question is: 
Is the evaluation system of the "P.N.U. able to determine that learning truly happens ?the 
correct answer is NO because learning is not distinct but the consequences are perceived 
.Learning can not be measured and perceived by itself .We see the test result .we read the 
papers and we observe the discussion. All of these apparently measures the thing that 
happens among the student, the instructor and whatever it contains, but it does not specify if 
learning happened or not, in what scale and stability? Although the various tactics of 
evaluation has improved with the educational system but on the diagram of various 
evaluation tactics finally we reach to the standard multiple choice exams to find the answer of 
the above question on the students' reaction. Managing the design of these tests are rather 
easy and the possibility of determining validity and reliability exists but there are a few 
problems in this kind of test: 1- Designing the kind of multiple questions that can persuade 
students towards their proper knowledge is very difficult. 2- Using the multiple questions as 
the only tool of assessment is a serious problem, and the reason is that it can not property 
make asure the students knowledge, how deep the knowledge is, and is he able to use that 
knowledge in real world? This kind of examination is also a piece of cake for those students 
who intend to cheat.3-Multiple choice exams usually do not give the students proper feed 
back for self evaluation. 4-the process of managing the multiple choice exams is apart from 
the processes of teaching-learning, and is of no use for self conducting the students learning. 
The P.N.U. is ought to hold intensive exams in order to keep the validity and reliability of 
those exams that are held in various geographical locations, and for paper exams there is no 
other alternative but to use multiple choice exams because no instructor takes responsibility 
for the classes therefore the papers has to be corrected by mark reader machines. That is why 
the standardized the exams in order to reduce the error of designing and observing the level 
of questions is a must. Table 6 in second approach showed the response of students to the 
problems of tests are about72 percent. It is very difficult to design multiple choice test which 
evaluate learning in higher level of learning. Sowan and Parks(1996) believes multiple choice 
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and short answers type of tests are not proper to assess the higher level of skills such as 
solving problems. In the same research, students responded to evaluate of the specialized and 
basic courses tests in order are 35% and 36%" lower level".  Object and content of lessons 
needs to mach with evaluation methods. This issue is proved in the second research approach. 
78% of the students believed that evaluation method (four choice and explanation test) is not 
adopted with the object and content of the lessons. One of the reasons can be central system 
of evaluation of P.N.U. which is not able to give opportunity to use various methods. This 
may cause problems in learning and result of evaluation. 
   The result of the above research shows that we need new method of evaluation which give 
us the better opportunity in learning. It seems that this opportunity is provided for students in 
electronic test (third approach). According to table 7, about 96% of students were willing to 
take  this kind of tests. These requests show that these tests having major role in forming the 
learning. Table 8 indicates that quality of this kind of tests are evaluated 72% good and 
excellent by students. It is experienced that this kind of tests have lower problem than the 
traditional kind. Satisfaction in electronic test is higher than the basic and especial paper test. 
University can use this type of test in electronic and traditional environment. Students in all 
part of country can have access and use online test with their personal computers or in public 
computer centre at any time (table 2). In every educational system, modern technology 
provides various formative evaluation techniques' such as electronic test. It can be useful for 
evaluation system to use this technique to assess the learning. 

Recommendation for teachers and administrators 

  In postgraduate level, a large amount of learning materials is offered.  Learning and teaching 
programs are not only to transfer a large amount of knowledge but also the quality and output 
of it is important.  In order to make sure that learning happens, a adequate  evaluation method 
is necessary. In assessment, guidelines create the techniques and both use hardware tools.  In 
traditional learning, movement and changing the direction of evaluation are going from aim 
to implementation and from implementation to techniques, then to the reach but in electronic 
learning, production and tools affect on guideline and technique. P.N.U. is not able to change 
the whole learning environment to electronic due to high number of customers and its high 
cost but it can utilizes the various evaluation techniques in both traditional and electronic 
environment to reduce the side effect of the  single way  learning evaluation. For traditional 
learning students who are not able to attend in exam centers but have personal computer and 
internet, university is able to provide various learning assessment methods and provide 
learning evaluation activities at any time and everywhere. This can help a lot in completing 
formative evaluation. Before using any of these techniques, it is necessary to be certain about 
the following issues:  recognizing the current capacity of electronic techniques in the 
university, point out the digital problems, create variety and quality in learning program, 
adjust the basis cost, find out the executive problems, provide essential software and 
hardware, promote computer knowledge, create necessary kind of electronic content and 
utilize expert manpower. Various techniques in evaluation which P.N.U. can use are as 
below:  

1- Contribute in discussion 

This method can be done in normal and electronic environment.  Students need a room to 
discuss.  In electronic environment, students can use the asynchronies technique such as 
bulletin or chat rooms in kind of discussions. Discussion room is a public room for students 
and can be a place to get the answers for their questions or homework. The important issue is 
that the discussions have meanings that lead the learning to its objectives. Moilenburg and 
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Berg(2002) believe  that online discussion and debates must have an objective. Of course this 
method needs fast typing skill.  The amount of contribution in discussion can be assessed and 
controlled by a check list. Weak management in this kind of discussion is a negative point in 
learning. 

2- Portfolio and diary  

  Portfolio consists of some learning notes, papers, exams, class notes, chat room 
accommodation, evaluate the classmate and etc.  Diary is specifically concentrated on 
emotion, thought, action, surprise, fail and so on in the class or in learning environment. 
Portfolio and diary can be useful when the instructor, brings up the challenging question and 
receives the feedback from diary and notebooks. Brookfield (1995) has prepared the 
following regarding portfolio and electronic diary: 1- When do you feel that you obtain the 
maximum fulfillment and in which situation? 2- When do you feel you have no interaction in 
the class? 3- Which in the class was useful or complicated? 4- What unusual and questionable 
matter happened in this week? 5-What was the role of class program in your learning in this 
week? 6- Which affects the electronic tools have on you and your relation with your 
classmates this week? 

3- Self assessment 

  Utilizing self assessment method is a effective technique in learning. Self assessment 
changes the role of learner from listener and receiver the information to processor and 
controller(Cavanaugh,2002).Self assessment creates dialog between instructors and students 
that can help the instructors to review and correct  teaching methods. Self assessment 
technique will fail if the students are not honest with themselves and teacher 
(Schunk,2002).Usually self assessment is not easy because students don’t know  why they 
don’t know. A solution for teachers is to prepare a check list .If students are not fully aware 
of objects, they can not provide proper self assessment. 

4- Online classmate assessment in group work 

  One of the problems in group works is students passive participation .Self assessment can 
help to solve this problem. Self assessment prevent that group scale be affected by members 
who are passive participant. Students persuade more active when they know they are being 
assess by their classmates. Self assessment can be done by the following questions: Is  she-he 
active in the group? Is  she-he willing to express  her-his idea and suggestion? Is she-he 
participate in typing and noting down? What is her-his mark rank order in the group? 

5- Online consulting 

   Online consulting is not a direct method in evaluation but it is a tool that a student can 
evaluate his experience, progress and learning. Buchanan (2002) suggests that classmate net 
consult be part of on line learning. New students can be connected to staff and previous 
student. Classmate consult is a valuable process which can help to education curious (Maki, 
2002). Education curious is going to answer following questions: Which students learnt 
what? How learnt? When learnt? And how experience help to improve learning? The 
consular can use e-mail service for transitions the lots of previous students experiences. 

Finally we need to have attitude that enable us to work in P.N.U.  Online learning provides 
various opportunities to use creative and new assessment. Instructors need to clarify whether 
their measurement is quantitive, qualitative or both.  It is important that the P.N.U. students 
know the evaluation methods and understand the use of evaluation mechanism and be aware 
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of what is expected from them and how they can get to learning objectives.  Do they transfer 
the feedbacks fast enough? In online learning, feedback is more important than teaching 
program on web, because it can prevent the student to feel lonely and left out .Some of the 
various method of learning techniques can create a good base in P.N.U. Teachers can assess 
the online learning by systematic teaching tests.  These tests will give us the needed 
information about the students. 
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Abstract 
 
Many students struggle with career indecision. By examining factors that influence career 
indecision we may be better able to assist students with this struggle. We examined 
environmental and psychosocial predictors of undergraduates’ (n = 844) career efficacy, anxiety, 
and indecision. The outcomes were not influenced by environmental factors such as year in 
university or completion of an orientation program, but students’ affiliation with different 
faculties had significant effects. Students who were not affiliated with any specific faculty 
reported more indecision than students in arts, science, or professional faculties. Likewise, 
students in professional faculties had less anxiety and indecision than arts students. The 
psychosocial factors also had substantial predictive effects: Primary and secondary control were 
beneficial for all three outcomes, but the effects were minor compared to the debilitating effect 
of career anxiety on indecision. The implications of these results for career counselling, potential 
interventions, and future research are discussed. 
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Psychosocial and environmental influences on undergraduates’ career indecision 

 The first year of university can be a complicated one, characterized by a new 
achievement setting, uncertainty, and numerous developmental tasks. It has been shown that 
students who respond to such challenges with increased autonomy, self-reliance, and perceived 
control generally experience greater academic success than those who fail to recognize the 
demands of their new achievement setting (Perry 2003; Perry, Hall, & Ruthig, 2005; Perry, 
Hladkyj, Pekrun, & Pelletier, 2001; Perry, Hladkyj, Pekrun, Clifton, & Chipperfield, 2005). In 
addition, universities have become responsible for fulfilling major goals beyond educating 
students, such as preparing them for a knowledge-based, technologically-savvy labour market 
defined by life-long learning (Etzkowitz, Webster, Gebhardt, & Terra, 2000). Related to this, 
students face broad developmental challenges during their undergraduate programs, one of which 
is resolving career indecision.  

Career indecision is a normal developmental state during which individuals wrestle with 
potential career options and experience difficulties choosing which one to pursue (Osipow, 1999) 
and should not be confused with career indecisiveness, which is a negative, pervasive, and 
chronic process. Around 50% of all college students report experiencing some kind of career 
indecision (Morgan & Ness, 2003). Given that individuals will likely deal with career indecision 
on more than one occasion, an early understanding of variables that reduce career indecision may 
have long term benefits for these students. 

 Towards this end, the purpose of this study was to consider a unique combination of 
environmental and psychosocial predictors of university students’ career related anxiety, 
efficacy, and indecision. More specifically, first we used regression to test the impact of year in 
university, participation in an orientation program, and intended faculty (i.e., environmental 
factors) and primary and secondary control on career anxiety and efficacy. Second, career 
indecision was regressed on all the variables listed above, plus anxiety and efficacy, which have 
been established as two major variables in the career indecision literature but have never been 
directly compared (e.g., Betz & Voyten, 1997; Germeijs, Verschueren & Soenens, 2006). Thus, 
this specific combination of variables expands on the existing research in the area of career 
indecision by pitting two highly influential variables against each other (efficacy and anxiety), 
considering both environmental and psychosocial influences, and examining students’ affiliation 
with four different faculties (arts, science, professional, or unaffiliated). 

Review of the Literature 

In a recent review paper on vocational psychology, Fouad (2007) clearly outlines the 
theories that have been created to answer specific career-related questions. In particular, three 
well-known theories are used to explain career choice or decision-making: Holland’s (1985; 
1997) typology of persons and environments; Super’s (1980) “developmental” approach to 
career choice; and social cognitive career theory (Lent et al., 1996; Lent, Brown, & Hackett, 
2000). However, when it comes to understanding other career-related issues, such as career 
indecision, it seems that there is no unifying theory to guide researchers. Instead, career 
indecision is most often explained by some combination of individual difference variables, such 
as efficacy (Betz & Voyten, 1997), anxiety (Germeijs et al., 2006), negative career cognitions 
(Saunders, Peterson, Sampson & Reardon, 2000), perceived control (Weinstein, Healy & Ender, 
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2002), autonomy (Guay, Ratelle, Senecal, Larose, & Deschenes, 2006), identity formation 
(Guerra & Braungart-Reiker, 1999), and parental relationships (Guay, Senecal, Gauthier, & 
Fernet, 2003). One of the major advances in the study of career decision-making was to 
recognize both environmental and psychosocial influences (Lent et al., 1996). Thus, borrowing 
from this body of literature, we next review the learning environment factors and psychosocial 
factors we expect to predict students’ career anxiety, efficacy, and indecision. 

Learning Environment   

 In addition to the demographics variables of age and gender, we were interested in how 
three components of students’ learning environment, namely students’ year in university (i.e., 
first-year vs. later), participation in an orientation program (i.e., yes or no), and intended faculty 
(i.e., arts, science, professional, or unaffiliated), predicted their career anxiety, efficacy, and 
indecision. These environmental factors relate intuitively to students’ resolution of career issues 
but have not been tested systematically, as is done in the current study. 

Year in university. Researchers and administrators alike have long recognized the 
difficulties facing first-year university students (Perry, 2003). Indeed, first-year students report 
uncertainty in both the academic and career domains (Gallagher, Golin, & Kelleher, 1992), and 
have high attrition rates. Notably, at most North American universities approximately 20-30% of 
students fail to enroll in a second year despite having met high admission standards (Feldman, 
2005). Perry, Hladkyj, Pekrun, and Pelletier (2001) refer to the trend as a “paradox of failure.”  
As with the academic realm, it is likely that the upheaval associated with the first year of 
university affects students career related perceptions like anxiety, efficacy, and indecision. 

Orientation programs. In trying to reduce the instances of the paradox of failure, many 
North American universities have created orientation programs for first-year students. According 
to the most recent survey from the National Resource Center for the First-Year Experience and 
Students in Transition, 84.5% of responding institutions offered some type of first-year seminar 
or orientation (http://www.sc.edu/fye/). In Canada, 66% of students report having attended an 
orientation program (Student Affairs, 2008). Most of these programs aim to develop students’ 
academic skills, orient students to campus resources and services, and encourage self-exploration 
and personal development. Importantly, a wide range of positive outcomes have been attributed 
to participation in for-credit first-year seminars including increased persistence, retention into 
second year, satisfaction, use of campus services, academic skills, GPAs, and graduation rates 
(Maw, 2006; Tobolowsky, 2006). Although the orientation content was not specifically career-
directed, we expected students who completed a for-credit orientation course would report less 
anxiety, more efficacy, and less career indecision than students who did not. 

Faculty affiliation. Some students enter university with a clear idea of what they want to 
pursue. Other students wrestle with which faculty to select, loathing the inevitable question, 
“What’s your major?” Research has found that after declaring their majors students experience 
less indecision about both their academic major and their career than their undeclared peers 
(Orndorff & Herr, 1996). Congruently, Santos and Coimbras (2000) suggest that career 
indecision is related to career exploration and the absence of investment. By extension students 
who enroll in professional faculties arguably have made more of an investment in that particular 
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career path than students in other faculties, suggesting that affiliation with specific faculties may 
relate to the amount of career anxiety, efficacy, and indecision students experience.  

Psychosocial factors  

 While factors based in the learning environment are intuitively linked to students’ 
experiences of career related anxiety, efficacy, and indecision, there is also substantial evidence 
that certain psychosocial variables play an important role. Specifically we review the 
contributions of anxiety and efficacy to career indecision, and the possible role of primary and 
secondary control in reducing not only career indecision but also predicting anxiety and efficacy. 

Anxiety. Anxiety can be a debilitating negative emotion that has been shown to affect 
students from elementary through graduate school (Zeidner, 2007). Although most often 
considered in relation to academic performance, career related anxiety has been positively 
associated with career indecision (Fugua, Newman, & Seaworth, 1998; Fuqua, Blum, & 
Hartman, 1988; Hartman, Fuqua, & Blum, 1985; Leong & Chervinko, 1996; Newman, Fuqua, & 
Minger, 1990; Saunders, Peterson, Sampson, & Reardon, 2000; Wanberg & Muchinsky, 1992). 
In her review, Fouad (2007) noted that individuals with career decision-making difficulties 
typically also suffer from anxiety. This supported a previous review by Gordon (1998) where 
anxiety was noted to be present and influential in both seriously undecided and chronically 
indecisive students. One explanation forwarded by Weinstein, Healy, and Ender (2002) was that 
anxiety may lead students away from behaviours that could relieve their indecision, such as 
attending career counselling. Similarly, Germeijs, Verschueren, and Soenens (2006) found that 
anxiety was negatively correlated with potentially helpful behaviours such as gathering career 
information.  

Efficacy. Efficacy beliefs refer to personal beliefs about one’s ability to successfully 
complete a specific set of tasks (Bandura, 1986). Thus, it should not be surprising that similar to 
its positive role in the academic domain, career-related efficacy has been found to consistently 
predict less career indecision, more exploration, and more adaptive career beliefs (Betz & 
Voyten, 1997; Hackett & Betz, 1995; Luzzo & Day, 1999). In fact, because research has 
repeatedly found self-efficacy to be significantly and negatively related to career indecision 
(Betz & Klein, 1996; Betz & Luzzo, 1996; Betz & Voyten, 1997; Guay, Senécal, Gauthier, & 
Fernet, 2003; Guay, Ratelle, Senécal, Larose, & Deschenes, 2006; Taylor & Betz, 1983) self-
efficacy has come to be considered one of the central personality components associated with 
decision-making (Gaffner & Hazler, 2002). However, questions still remain as to whether or not 
the relationship between efficacy and indecision is directly causal relationship (Guay, Senécal, 
Gauthier, & Fernet, 2003) or not (Creed, Patton, & Prideaux, 2006). Moreover, the effects of 
efficacy have rarely compared to the effects of anxiety. 

Primary and secondary control. Primary control involves acting on the environment to 
bring it in line with one’s desires, whereas secondary control involves adjusting the self 
psychologically to match the environment (Rothbaum, Weisz, & Snyder, 1982). Usually these 
cognitions are considered in the academic domain where primary control has been shown to be 
particularly adaptive for students’ achievement outcomes (Gavala & Flett, 2005; Perry et al., 
2001; Perry et al., 2005b; Ruthig et al., 2008). Some evidence also suggests that these may be 
important psychosocial variables in understanding students’ career indecision. For example, 
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undergraduates with an internal locus of control (Rotter, 1966), which can be thought of as 
roughly synonymous with high primary control, tend to report lower career indecision (Taylor, 
1982) and greater career maturity (Brusoski, Golin, Gallagher, & Moore, 1993; Kornspan & 
Etzel, 2001) than students with an external locus of control. In general, externals appear to be 
more career-indecisive and impetuous than internals (Bacanli, 2006). Secondary control has been 
found to positively predict pre-service teachers’ career decidedness even after controlling for 
demographic variables, level of teaching, and career anxiety (Daniels, Clifton, Perry, Mandzuk, 
& Hall, 2006).  

In addition to helping relieve career indecision, perceived control may reduce anxiety and 
enhance efficacy, thus augmenting the variables that are highly studied in the field of career 
indecision. Next, we briefly review the possible relationship between perceived control and 
anxiety and efficacy. 

 Regarding anxiety, some researchers suggest that the emotion itself is based on “a 
perceived inability to predict, control, or obtain desired results or outcomes” (Barlow, 2000, p. 
1249; Pekrun, 2006). Hence, career related anxiety may be exacerbated or alleviated by one’s 
sense of control over the situation. Weinstein, Healy and Ender (2002) examined the 
relationships between perceived control, anxiety, and career indecision, and they found that the 
way these three factors related is consistent with Barlow’s hypotheses: Those who perceived 
having more control experienced less anxiety and displayed more problem-focused coping. 
Weinstein et al.’s analyses, however, did not take efficacy or environmental factors into account.  

Perceived control and self-efficacy are related but distinct constructs (Manstead & van 
Eekelen, 1998; Skinner, 1996). For example, in a sample of pre-service teachers both primary 
and secondary control were positively correlated with career competence (i.e., efficacy) but in 
regression analyses only primary control remained a significant predictor (Daniels et al., 2006). 
Taylor and Popma (1990) also found that an internal locus of control positively correlated with 
career self-efficacy, or in other words, the more external an individual’s locus of control the less 
career-related confidence and self-efficacy he tends to have (see also Brown, Glastetter-Fender, 
& Shelton, 2000). Similarly, other research has suggested that an external locus of control limits 
an individual’s confidence in his/her own decision-making skills (Saunders, Peterson, Sampson, 
& Reardon, 2000). 

Aims and Hypotheses 

Overall, in this study we focused on three categorical environmental variables, namely 
year in university, involvement in an orientation program, and faculty affiliation, and four 
continuous psychosocial variables, efficacy, anxiety, and primary and secondary control as 
predictors of students’ career indecision. By focusing on both environmental and psychosocial 
predictors, we borrow from theories related to career choice that suggest that both environmental 
and psychosocial components are necessary to understand career-related issues (Lent et al., 
2000).  

Our overarching purpose was to examine environmental and psychosocial predictors of 
undergraduates’ career efficacy, anxiety, and indecision. First, we treated efficacy and anxiety as 
dependent variables and hypothesized that first-year students and students who did not 
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participate in an orientation program would report less career efficacy and more anxiety than 
non-first year students and students who did participate in an orientation. We did not expect 
affiliation with different faculties to influence career efficacy or anxiety. For the psychosocial 
variables, we hypothesized that primary control but not secondary control would increase 
efficacy and that both types of control would help reduce anxiety.  

Second, we treated career indecision as the dependent variable and included the 
environmental constructs plus primary control, secondary control, anxiety, and efficacy as 
predictors. We hypothesized that first-year students and students who did not participate in an 
orientation program would report more career indecision than non-first year students and 
students who did participate in an orientation. We expected students who reported that they were 
not affiliated with a specific faculty to have the most career indecision of all groups, followed by 
students who associated themselves with arts, then science, and finally professional faculties. 
Finally, we expected primary control and secondary control to negatively predict career 
indecision; however these effects may be mediated to some extent by efficacy and anxiety. 

Method 

Participants and Procedure 

 Participants were selected from the Motivation and Academic Achievement (MAACH) 
Project. This program of research involves 13 separate one-year studies (1992-2005) that 
examined the academic development of college students (approximate N = 10,500) at one 
Canadian research-intensive University. A complete description of the MAACH/STS database 
construction is available in Daniels et al. (2008) and Stupnisky, Renaud, Daniels, Haynes, and 
Perry (2008). 

 We extracted the 2004 and 2005 cohorts from the merged MAACH/STS database (n = 
844). These two cohorts were selected because they were consecutive and recent years, and 
because the omnibus questionnaires administered during those two years contained our variables 
of interest at the appropriate time. More specifically, at Time 1 (early October), students 
completed a questionnaire assessing demographic information, year in university, participation in 
an orientation, faculty affiliation, primary control, and secondary control. At Time 2 (late 
February), anxiety, efficacy, and career indecision were assessed as criterion variables. 

 All volunteers were enrolled in Introductory Psychology. Sixty percent of the sample was 
female. Each cohort in the MAACH database contains more female students than male, a 2:1 
ratio that approximates both the number of women and men registered in Introductory 
Psychology (Hall, Perry, Ruthig, Hladkyj, & Chipperfield, 2006; Haynes, Ruthig, Perry, 
Stupnisky, & Hall, 2006; Ruthig, Perry, Hall, & Hladkyj, 2004) and is slightly lower than that at 
the University on the whole (Office of Institutional Analysis, 2008). English was the first 
language of the majority of the sample (80%). Seventy-three percent of students were enrolled in 
their first year of university, and 20% were second-year students. We obtained informed consent 
and students’ received experimental credit in return for their participation.  
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Measures 

 Demographic variables.  Two demographic variables were considered: gender and age. 
For gender, females were coded as “1” and males were coded as “2”. Sixty percent of the 
students were females (502 students), 40% were males (338 students), and 4 students did not 
indicate their gender. The modal age was 17-18, representing 52% of the sample. Summary 
information for each variable is presented in Table 1. 

 Learning environment. The three learning environment variables were year in university, 
participation in an orientation program, and intended faculty. Students’ were classified as either 
first-year students (coded as “1” n = 613) or not first-year (coded as “2” n = 231). We made this 
distinction, in part, because students who are in their first year may experience their new 
achievement environment as low-control, and hence may be engaged in a different process than 
students who have already successful completed their first year. Moreover, students indicated 
whether they had participated in a for-credit orientation program (1 = yes, n = 255; 2 = no, n = 
587, 2 missing).  

The third learning environment variable, faculty affiliation, was based on a self-report 
item to which respondents indicated the faculty they “were already or intend to register in”. This 
distinction was important because our sample consisted of students in first through fourth year 
and thus many had not registered in a specific faculty at the time of data collection. Four groups 
were identified. The largest group (n = 356) consisted of students who denoted themselves as 
unaffiliated students. Of these 356 students, 305 were first-year students and the remaining 51 
were registered in their second year according to institutional records. Students who indicated 
they were registered or intended to register in arts or human ecology were classified as arts (n = 
236). Students who listed science, engineering, or physical education were classified as science 
(n = 127). Students who indicated they intended to register in management, education, nursing, 
or social work were classified as affiliated with a professional faculty (n = 125). The arts, 
science, and professional groups consisted of a combination of first- to fourth-year students. 

 Psychosocial factors. Two predictive cognitive variables were measured at Time 1: 
primary control and secondary control. Primary control was assessed by a six-item Likert scale 
that indicated the extent to which the students’ agreed with statements such as: “What matters 
most is that I can influence what happens to me” and “My greatest personal accomplishments 
have come from hard work and persistence.” The scale was adapted from an original scale 
created by Perry and colleagues (2001). All items were summed so that higher scores indicated 
higher levels of primary control. Descriptive statistics are presented in Table 2 for the full sample 
and by faculty. 

 Secondary control was assessed by a three-item Likert scale that had participants indicate 
the extent to which they agreed with statements such as: “No matter how well I do on a test or in 
a course, I try to see beyond my grades to how my experience at university helps me to learn 
about myself” and “Whenever I have a bad experience at university I try to see how I can turn it 
around and benefit from it.” This scale was based on work by Rothbaum and colleagues (1982) 
and was intended to measure interpretive secondary control, or the tendency to find meaning in 
events. The items were summed so that high scores indicated high secondary control. 
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 Career anxiety, efficacy, and indecision. Three criterion variables were assessed at Time 
2. For career efficacy, students’ perceptions were measured by five-item Likert scale that 
assessed how efficacious they felt in terms of a future career with items such as: “I know I will 
be good at what I do once I graduate and start my career” and “It will not take me much training 
to get comfortable at a new position”. Considering students’ perceptions of efficacy for a future 
career, rather than focusing on their efficacy to make a career decision, represents a novel 
perspective that has received relatively little attention in the empirical literature. All items were 
summed so that high scores reflected a greater sense of efficacy. 

Students’ career anxiety was assessed by a 9-item scale. Participants responded to 
questions such as: “How worried or concerned are you about finding out later that you don’t like 
the career you chose?” and “How worried or concerned are you about wasting your life in a 
meaningless job and never having a meaningful career?” All items were summed so that higher 
scores indicated higher feelings of anxiety. 

Career indecision was assessed by seven items taken from the Career Decidedness 
Inventory (Lounsbury, Tatum, Chambers, Owens, & Gibson, 1999). Students indicated their 
agreement to several items related to career decidedness such as “I’m still thinking about the 
kind of job I want in the future” and “I have not made a definite decision about a career for 
myself.” One item was reverse-scored so that when all the items were summed, high scores 
indicated a higher level of career indecision.  

Rationale for Analyses 

In addition to descriptive statistics and reliability analysis, preliminary analyses consisted 
of zero-order correlations for all variables, including faculty. The main analyses for anxiety and 
efficacy used a two-step regression procedure with pairwise deletion of missing values (Hardy, 
1993; Tabachnick & Fidell, 2001) to examine the relationships between the demographic, 
contextual, and psychosocial predictors and the two criterion variables. These procedures 
allowed us to assess the effects of two demographic variables (i.e., age, gender) and three context 
variables (i.e., year, orientation program, and faculty) in Step 1, and the continuous psychosocial 
variables (i.e., primary control and secondary control) in Step 2, on career anxiety and career 
efficacy using two separate regressions. The regression analysis for career indecision involved a 
third step: Career anxiety and efficacy were entered into the equation as predictors, thus allowing 
their comparative effects to be examined. 

Because the faculty variable consisted of four groups, dummy-codingi was used. Dummy 
coding involves converting all but one level of the categorical variable into separate dichotomous 
variables (Hardy, 1993). One level of the variable is excluded to prevent singularity (i.e., perfect 
multicollinearity). The omitted category, which in this case was the unaffiliated group, served as 
the reference group for the other dummy-coded variables. Dummy variables are interpreted 
differently than are continuous variables in regression (Hardy, 1993). First, the significance of 
the contribution of the entire set of dummy variables to the model must be assessed. The most 
appropriate test for this is the F-test. A significant F-test suggests that, as a whole, the set of 
dummy variables meaningfully contributes to the prediction of the criterion variable. Second, 
after determining the overall significance of the set of dummy variables, t-tests are required to 
test for differences between specific groups. The t-test associated with each regression 
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coefficient for the dummy variables, and produced by most statistical packages, tests whether the 
indicated group is different from the reference group (i.e., arts/science/professional versus 
unaffiliated). This, however, does not indicate whether the specified groups differ from each 
other (i.e., arts versus science). To determine the significance of these differences, a t-test for the 
difference in regression coefficients for each dummy-coded variable is necessary (see Hardy, 
1993). 

Results 

Correlations 

Table 3 presents the zero-order correlation coefficients for the variables in the model, 
including faculty. Not surprisingly, career efficacy and anxiety were negatively correlated (r = -
.21, p < .01). Moreover, in line with our hypotheses, efficacy was negatively correlated with 
indecision (r = -.30, p < .01), and anxiety was positively correlated with career indecision (r = 
.38, p < .01). Primary and secondary control were positively correlated (r = .21, p < .01), and 
both variables correlated significantly with efficacy (positive) and indecision (negative). 
Interestingly, the correlations between primary and secondary control and career anxiety were 
small and non-significant. In general, the correlations suggest that psychosocial factors were 
more strongly related to the outcomes than environmental factors. However, of the learning 
environmental variables, year in university, orientation program, and faculty correlated 
significantly with career indecision. 

Regression Analyses 

 Career anxiety. Career anxiety was regressed on the demographic variables and faculty 
affiliation in Step 1, and on these variables plus primary and secondary control in Step 2. Gender 
was a significant negative predictor of career anxiety, β = -.14, t(475) = -2.97, p < .01, 
suggesting that males had less anxiety than females (see Table 4). Age, year in university, and 
completion of an orientation program were non-significant. The set of dummy variables was 
associated with a significant F-value, F (7,475) = 3.33, p < .01, thus suggesting the faculty 
affiliation variables contributed meaningfully to the prediction of students’ anxiety. Specifically, 
students affiliated with a professional faculty experienced less career anxiety than unaffiliated 
students, β = -.16, t(475) = -3.33, p < .01, and arts students, t(475) = -2.47, p < .01. There were 
no other differences between the faculties. 

In Step 2, primary control, β = -.12, t(473) = -2.59, p < .05, and secondary control, β = -
.10, t(473) = -2.08, p < .05, negatively predicted anxiety. The effects for gender and faculty 
persisted, suggesting these effects were independent of students’ primary and secondary control. 
Although several variables were significant predictors of career anxiety, only 6% of the variance 
was explained, which was nonetheless a significant increment R2 = .06, Fchange(9, 473) = 7.25, p < 
.01.  

Career efficacy. Career efficacy was regressed on the demographic variables and faculty 
affiliation in Step 1, and on all these variables plus primary and secondary control in Step 2. 
Gender, age, year in university, and participation in an orientation program were not significant 
predictors (see Table 5). Although the regression coefficient for Science was associated with a 

2010 HICE Proceedings - Page 3099



significant t-value, the set of dummy variables did not result in a significant F-value, F (7,489) = 
1.84, p > .05, suggesting that, on the whole, faculty affiliation did not contribute meaningfully to 
the prediction of career efficacy.  

 In Step 2 primary control had a significant effect on career efficacy, β = .25, t(487) = 
5.89, p < .001, suggesting that students with higher primary control felt more efficacious about 
their future careers. Secondary control also had a significant, albeit somewhat smaller, positive 
effect on career efficacy, β = .18, t(487) = 4.18, p < .001. Additionally, in Step 2 the effect for 
gender became significant β = .09, t(487) = 2.21, p < .05, suggesting this effect had been 
suppressed until primary and secondary control were included. Although the environmental 
factors did not contribute to career efficacy, primary and secondary control explained 13% of the 
variance in career efficacy, which was a significant increment R2 = .13, Fchange(9, 487) = 33.35, p 
< .001.  

Career indecision. Career indecision was regressed on the demographic variables and 
faculty affiliation in Step 1, on primary and secondary control in Step 2, and on these variables 
plus career anxiety and efficacy in Step 3. Gender, age, year in university, and orientation were 
not significant predictors of career indecision (see Table 6). The overall set of dummy variables 
made a significant contribution to the model, F(7, 460) = 5.28, p < .001. More specifically, each 
of the specified groups reported significantly less career indecision than unaffiliated students: 
arts β = -.11, t(460) = -2.23, p < .05; science β = -.18, t(460) = -3.36, p < .01; professional β = -
.26, t(460) = -5.40, p < .001. Testing the significance of the difference in beta-weights 
(unstandardized) between the specified groups, revealed that students affiliated with a 
professional faculty, expressed lower levels of career indecision than students affiliated with arts, 
t(460) = -3.14, p < .01. However, there were no significant differences between the professional 
and science groups, or between science and arts. 

 In Step 2, primary and secondary control were added. The effects for faculty persisted, 
suggesting that the effect of faculty on career indecision is relatively independent from the 
psychosocial variables. Primary control had a significant negative effect on career indecision, β = 
-.18, t(467) = 3.92, p < .001. Secondary control, however, did not have a significant effect.  

In Step 3, career anxiety and efficacy were entered as predictors. Both significantly 
predicted career indecision, but the positive effect of anxiety, β = .47, t(467) = 11.37, p < .001, 
was noticeably larger than the negative effect of efficacy, β = -.09, t(467) = -1.98, p < .05. 
Additionally, the effect of primary control dropped from β = -.18 to β = -.10 from Step 2 to Step 
3, suggesting that 44% of its effect was mediated through anxiety and efficacy. Faculty 
differences alone explained 6% of the variance in career indecision, and persisted even when 
psychosocial variables were included in the model. In the final model, 33% of the variance in 
career indecision was explained, which was a significant increment R2 = .23, Fchange(11, 456) = 
80.71, p < .001.  

Discussion 

The purpose of this study was to test the extent to which environmental and psychosocial 
factors predicted undergraduate students’ career anxiety, efficacy, and indecision. Our results 
suggest that psychosocial factors have substantial effects on all three outcomes, whereas 
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students’ faculty only impacted their anxiety and career indecision. Three findings of our study 
have important practical relevance and make a significant contribution to the study of career 
indecision. First, there was no difference in anxiety, efficacy, or indecision between first-year 
students and more senior students and those who completed an orientation and those who did 
not. Second, students’ self-reported faculty affiliation contributed significantly to the prediction 
of anxiety and career indecision, but not efficacy. Third, primary and secondary control were 
beneficial for all three outcomes, but the effects were small when compared to the debilitating 
effect of career anxiety on indecision. These findings are discussed next and considered in light 
of implications for ways to reduce undergraduate students’ career indecision. 
 
Correlations  

 
Several correlational results are noteworthy. First, it was particularly interesting that year 

in university (i.e., first-year vs. later-year) was uncorrelated with career anxiety, efficacy, 
primary control, and secondary control. We had anticipated that students in the midst of a 
complicated and unpredictable first-year university experience (Perry et al., 2005a) would have 
reported more anxiety and less efficacy, primary, and secondary control than students in later 
years. Interestingly there was a small correlation with career indecision, suggesting that first-year 
students are more indecisive than later-year students, but this effect was not maintained in the 
regression analysis. Whether these findings represent good news for first-year students or bad 
news for later-year students remains an empirical question, and reinforces the need to broaden 
the research lens, especially in terms of career issues, beyond the first-year experience. Toward 
this end, research on what happens in the sophomore year, after the initial first-year supports are 
removed, is emerging and shows that sophomores report continued career indecision (Anderson 
& Schreiner, 2000; Boivin, Fountain, & Baylis, 2000; Gardner, 2000). In general, this finding 
warrants further investigation in order to better understand when students are most at-risk from 
the deleterious effects of career anxiety and most protected by the benefits of efficacy and 
primary and secondary control. 

 
Specific to anxiety, correlations revealed that female undergraduates reported higher 

levels of anxiety than their male counterparts, a finding that persisted in the regression analysis. 
One explanation for the gender effect might be that women are more willing to report anxiety 
than men. Indeed, a meta-analysis on gender and emotions concluded that women are generally 
more inclined to report emotions than men (Brody & Hall, 1993; see also Snell, Miller, Belk, 
Garcia-Falconi, & Hernandez-Sanchez, 1989).  

 
Likewise, completion of an orientation program was also associated with increased 

anxiety, although this effect did not persist in the regression analysis. One explanation for the 
counterintuitive negative correlation is that general orientations provide students with a breadth 
of information that may be overwhelming. Recall also that the orientation program was not 
targeted at career issues; therefore, it might be that the orientation introduces more questions 
about career issues than it resolves, thus resulting in anxiety. Future research may want to focus 
explicitly on orientations or other workshops that target career issues directly. We should note 
that this relationship may overlap with the gender-anxiety correlation because a negative 
correlation between gender and orientation program suggests that more women completed the 
orientation than men. Nonetheless, these demographic associations with career anxiety are 
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particularly important to resolve because career anxiety was highly detrimental for career 
indecision.  

 
One additionally interesting correlation was the different relationship with secondary 

control for arts and science students. Affiliation with arts resulted in a positive correlation with 
secondary control, whereas affiliation with science resulted in a negative correlation with 
secondary control. There are several possible explanations for this finding, all of which rely on 
the notion that secondary control is usually used in times of uncertainty and that it involves 
adjusting the self rather than environment (Rothbaum et al., 1982; Morling & Evered, 2006). 
Because arts may be viewed as less certain or prescribed than science, these students may have 
greater need for secondary control. For example, compare the uncertainty of the science student 
who knows exactly what prerequisites are needed to get into medicine to the arts student who 
wants to become a writer. Likewise, compare the prescriptive nature of lab reports and chemical 
equations to the ambiguousness of English essays and psychology reports. Thus, as much as arts 
students may be in greater need for secondary control, their program components may also allow 
them greater latitude to use secondary control.  

 
Faculty Affiliation 

 
Faculty affiliation had no impact on students’ career self-efficacy, suggesting that 

regardless of faculty students felt equally competent in the career domain. However, students’ 
faculty affiliations predicted their career anxiety and their career indecision. Specifically, 
students with a professional affiliation had less anxiety than students affiliated with arts or no 
affiliation. For indecision, unaffiliated students had more indecision than arts, science, and 
professional students, and professional students also had less indecision than those classified as 
arts. This supports and extends findings from other research that found that students who have 
not declared a major (i.e., are unaffiliated) have more career indecision and uncertainty than 
those who have. Students who have declared a major appear to have been more active in their 
career development process by articulating their values, interests, abilities, as well as engaging in 
career planning, than their undeclared peers (Orndorff & Herr, 1996). Potentially, the substantial 
difference between unaffiliated students and professional students in this study exists because 
professional students are more likely to have been active in their career development in order to 
decide on their major.  

This pattern of results suggests that unaffiliated and professional students are on opposite 
ends of a spectrum. Unaffiliated students have basically made no firm commitments, whereas 
students who intend to register or are registered in a professional faculty have made not only a 
faculty decision but a career decision. On the same spectrum, arts students would be closer to 
unaffiliated than professional and science students would be closer to professional than 
unaffiliated. Because the faculty categories reflected either the faculty in which students were 
actually registered or intended to register, it may be inferred that some amount of career certainty 
results from simply knowing one intends to register in a particular faculty even before that 
registration takes place. In this way it may be particularly important to encourage students to 
start thinking about faculty affiliations sooner rather than later even if they don’t have to declare 
their majors until later in the program (Orndorff & Herr, 1996). 
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Psychosocial Factors 
 
Most career-related theories recognize that both environmental and psychosocial factors 

influence career issues (Lent et al. 1994). In these analyses, primary and secondary control were 
identified as two variables that are beneficial for reducing career related anxiety and increasing 
career-related self-efficacy. Given the demonstrated destructive influence of anxiety (e.g. Fuqua, 
Newman, & Seaworth, 1998) and beneficial influence of self-efficacy (Betz & Klein, 1996) on 
career indecision, primary and secondary control warrant further examination in future research 
in this area. These results suggest that as undergraduate students begin to perceive themselves as 
more in control they feel less anxious about upcoming career decisions and more efficacious. 
One implication of this finding is that interventions aimed to increase students’ perceptions of 
control may be one way to decrease anxiety and increase efficacy.  

 
For the prediction of career indecision, primary control also functioned as a significant 

negative predictor, but no effect was found for secondary control. Based on previous results with 
pre-service teachers (Daniels et al., 2006), we had expected secondary control to reduce career 
indecision, but that was not the case. One reason for primary control rather than secondary 
control being influential for this sample may be that undergraduate students have not made a 
career decision whereas pre-service teachers have. As such, undergraduate students may reduce 
their career indecision by exerting primary control such as trying different classes, gaining work 
experiences, or talking with individuals in different career areas. In contrast, because pre-service 
teachers have made a career decision, they may need to rely on secondary control to adjust 
themselves to their existing career decisions. 
 

Anxiety and efficacy were also included in the prediction of indecision, and, in line with 
existing research, anxiety positively predicted indecision and efficacy negatively predicted 
indecision (Fouad, 2007; Betz & Voyten, 1997). By including both anxiety and efficacy in a 
single regression predicting indecision we were able to demonstrate that the deleterious effect of 
anxiety is far stronger than the advantages of efficacy. The beta weight for anxiety was nearly 
five times the size of the beta weight for efficacy. One implication of these findings is that 
universities may want to invest greater effort on minimizing students’ anxieties about careers 
than instilling feelings of efficacy because this will have a greater impact on minimizing 
indecision. 

 
Finally, it is important to mention that the effects of the psychosocial variable were 

largely independent of the environmental factors, meaning that faculty differences persist and are 
not undone by the psychosocial variables. This means that unaffiliated and arts students may 
benefit from interventions, either targeting anxiety, efficacy, or primary control, more than 
science or professional students who already have lower levels of career indecision. This, 
however, is an empirical question that should be addressed by future research and is beyond the 
scope of the current study. 

 
Limitations and Directions for Future Research 

Three limitations should be considered when interpreting the current results and using 
them for designing future research. First, the creation of the faculty variable is fairly unique to 
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this institution. We were interested in which faculty students intended to register in regardless of 
their actual registration status. As such, some discrepancy existed between students’ self-reports 
and actual institutional records. According to institutional records, all students who self-reported 
“unaffiliated” for faculty were indeed registered in the university’s open faculty. Of the students 
who self-reported an affiliation with arts, 77% were still officially registered in the open faculty. 
For self-reported science and professional faculties, 34% and 92%, respectively, were still 
registered in the open faculty according to institutional records. Overall, it seems that some 
students registered in the open faculty associated more closely with a specific faculty (and self-
reported as much), whereas others still considered themselves largely undeclared. While this was 
exactly what we wanted to tap, it is important to keep in mind that this is variable represents an 
intended affiliation. Although we would expect similar or even stronger results for an actual 
faculty affiliation this question should be targeted in future research. 

Second, based on much of the logic presented above, the generalizability of these results 
must be approach cautiously. Students at this university had the option to register in an open 
faculty, as opposed to applying directly for admissions into arts, science, etc. As such, we are 
hesitant about how these results apply to institutions that have traditional admission practices. 
Future research may benefit from focusing on the strength of association with any faculty rather 
than any affiliation with specific faculties. In other words, it would be informative to know 
whether arts students who feel very committed to their faculty experience less career indecision 
and more efficacy than arts students who feel less committed to their faculty. These are empirical 
questions which could be answered in future research. 

 
Third, no measure of actual career decisions was included in this study. It would be 

interesting to ask students whether they had made a career decision, and if so, what exactly they 
intended to pursue. In this way it may be possible to determine whether, on the one hand, career 
anxiety dissuades students from deciding to pursue a really challenging career, and on the other 
hand whether primary and secondary control encourage students to approach challenging careers. 

 
Conclusions and Implications 

 
Overall, it seems that both environmental and cognitive factors influence career-related 

issues (Lent et al., 1994), including career indecision. Our findings suggest that cognitive factors 
play a bigger role than environmental, at least in terms of maximizing career efficacy and 
reducing career indecision. For instructors, counselors, and administrators this may be good 
news because interventions targeting students’ individualized cognitions are often seen as more 
plausible to implement relative to changes to learning environments.  

 
One such cognitive intervention is Attributional Retraining (AR). AR has been shown to 

increase students’ primary and secondary control resulting in significant decreases to course-
related anxiety and increases in motivation and achievement (Hall, Perry, Chipperfield, Clifton, 
& Haynes, 2006; Haynes et al., 2006; Haynes, Daniels, Stupnisky, & Perry, 2008). In as much as 
primary and secondary control also appear to have an effect on career anxiety, efficacy, and 
indecision, AR may be a useful tool in combating the nagging issue of career indecision. 
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Table 1 

Summary Information for all Variables in the Model 

Variables No. 
Items 

Anchors Actual Range Alpha

1. Gender 1 1 = female; 2 = male 1-2 -- 

2. Age 1 1=17-18, 2=19-20, 3=21-22, 4=23-24, 5=25-26 1-5 -- 

3. Year in college 1 1 = first year; 2 = second year or more 1-2 -- 

4. Orientation 1 1 = yes, 2 = no 1-2 -- 

5. Intended faculty 1 1 = Unaffiliated, 2 = Arts, 3 = Science        4 = 

Professional faculty 

1-4 -- 

6. Primary control 6 1 = strongly disagree; 5 = strongly agree 10-30 .70 

7. Secondary control 3 1 = strongly disagree; 5 = strongly agree 3-15 .61 

8. Career anxiety 9 1 = not worried; 10 = very worried 6-60 .90 

9. Career efficacy 5 1 = not at all true of me; 7 = very true of me 6-35 .83 

10. Career indecision 7 1 = strongly disagree; 5 = strongly agree 7-35 .94 
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Table 2 

Mean and SD for Full Sample and by Faculty 

 Full Intro to 

university 

Arts Science Professional 

Variables M SD M SD M SD M SD M SD 

Primary control 23.53 3.16 23.29 3.12 23.78 3.24 23.83 3.32 23.47 2.95

Secondary control 9.74 2.37 9.64 2.40 10.03 2.24 9.23 2.66 9.97 2.13

Career anxiety 27.54 12.34 28.54 11.77 28.31 12.50 25.92 13.38 24.86 12.12

Career efficacy 26.11 5.14 25.62 5.13 25.94 5.24 27.21 4.76 26.54 5.24

Career indecision 21.31 8.62 23.43 8.23 21.42 8.63 18.58 8.78 21.31 7.74

Time 1 n 804  350  221  121  118  

Time 2 n 501  224  120  76  79  
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Table 3 

Correlation Matrix 

Variables 1 2 3 4 5 6 7 8 9 10 11 

1. Gender  

2. Age .16**  

3. Year in college .17** .39**  

4. Orientation program -.07* .00 -.01  

5. Arts = 1, other = 0 .04 .10** .04 .02  

6. Science = 1, other = 0 .06 .11** .35** .13** -.26**  

7. Professional = 1, other =0 -.02 .05 -.06 -.01 -.26** -.17** 

8. Primary control .00 -.01 .05 .05 .05 .04 -.01

9. Secondary control -.04 .10** .02 .02 .08* -.09* .04 .21**

10. Career anxiety  -.08* -.03 -.02 -.08* .04 -.05 -.09* -.06 .00

11. Career efficacy .07 -.03 .01 .01 -.02 .09* .04 .30** .23** -.21**

12. Career indecision .01 -.04 -.09* .09* .01 -.13** -.18** -.19** -.10* .38** -.30**

 

*p < .05, **p < .01
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Table 4 

Standardized Regression Coefficients, Variance Parameters, and Incremental F tests for Career 

Anxiety 

Predictors Step 1 β Step 2 β 

Demographics   

  Age .02 .04 

  Gender (1 = female, 2 = male) -.14** -.14** 

  Year (1 = first-year, 2 = above) .04 .04 

  Orientation program (1 = yes, 2 = no) .07 .06 

   

Learning environment   

  Arts – Unaffiliated -.04 -.03 

  Science – Unaffiliated -.10 -.10 

  Professional – Unaffiliated -.16** -.16** 

   

Psychosocial factors   

  Primary control  -.12* 

  Secondary control  -.10* 

   

Variance explained   

  Adjusted R2 .05 .06 

  F 3.33* 4.27** 

  F-change  7.25** 

 

*p < .05, ** p < .001 
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Table 5 

Standardized Regression Coefficients, Variance Parameters, and Incremental F tests for Career 

Efficacy 

Predictors Step 1 β Step 2 β 

Demographics   

  Age -.06 -.08 

  Gender (1 = female, 2 = male) .08 .09* 

  Year (1 = first-year, 2 = above) -.03 -.03 

  Orientation program (1 = yes, 2 = no) -.07 -.05 

   

Learning environment   

  Arts – Unaffiliated .05 .03 

  Science – Unaffiliated .14** .14** 

  Professional – Unaffiliated .08 .07 

   

Psychosocial factors   

  Primary control  .25** 

  Secondary control  .18** 

   

Variance explained   

  Adjusted R2 .01 .13 

  F 1.84 9.03** 

  F-change  33.35** 

 

*p < .05, ** p < .001 
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Table 6 

Standardized Regression Coefficients, Variance Parameters, and Incremental F tests for Career 

Indecision 

Predictors Step 1 β Step 2 β Step 3 β  

Demographics    

  Age .06 .08 .05 

  Gender (1 = female, 2 = male) .01 .00 .08 

  Year (1 = first-year, 2 = above) -.06 -.06 -.07 

  Orientation program (1 = yes, 2 = no) .00 -.01 -.04 

Learning environment    

  Arts – Unaffiliated -.11* -.10* -.09* 

  Science – Unaffiliated -.18** -.18** -.12** 

  Professional – Unaffiliated -.26** -.26** -.19** 

Psychosocial factors    

  Primary control  -.18** -.10* 

  Secondary control  -.04 .02 

Other career concerns    

  Career anxiety   .47** 

  Career efficacy   -.09* 

    

Variance explained    

  Adjusted R2 .06 .09 .33 

  F 5.28** 6.39** 21.72** 

  F-change  9.56** 80.71** 

 

*p < .05, ** p < .001 
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i Dummy-coding is actually used for gender and year in college as well. However, because these 
variables only have two levels, only one dummy-coded variable is necessary and as such they can 
be interpreted easily. Although age was also categorical, it can be argued to represent a 
continuous variable and hence was not dummy-coded.  
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Although research into the cause of ADHD indicates primary genetic contribution, 
environmental factors and support could modify expressiveness of the symptoms. Apart from other 
risks there are significant amount of family risk factors such as: lower maternal education, lower 
parental socio-economic status, incomplete families etc.  

Deficits of attention, hyperactivity and impulsivity used to be considered as characteristics 
of intellectual disability itself, rather than representations of co-morbid conditions. However, 
nowadays it is widely accepted that ADHD symptoms are not universally present in children with 
intellectual disability and one should consider these symptoms as common co-morbid condition.  

The aim of this research is to determine relationship between elevated levels of hyperactive 
behavior in children with mild intellectual disability and family completeness, number of the 
children, birth order and parental education. 

The sample consisted of 60 participants with mild intellectual disability, aged from 8 to 12. 
Hyperactivity behavior was determined by teacher form of the Scale for estimation of problematic 
behavior of the System for estimation of social abilities (Social Skills Rating System – SSRS, 
Gresham, Elliot, 1990). Elevated level of hyperactivity was determined in 18 children and they were 
compared with other participants.  

Significant relationship was solely determined between birth order and estimated level of 
hyperactive behavior. 

 
Key words: hyperactivity, intellectual disability, familial risk factors 

 
Introduction 
 

Attention Deficit/Hyperactivity Disorder – ADHD is a relatively common condition that 
appears in childhood, and which is characterized by difficult and persistent symptoms of attention 
deficit, hyperactivity and impulsiveness, that appear only during developmental stage (American 
Psychiatric Association, 1994, according to Swanson et al., 1998). The disorder affects between 3 
and 7 % of children at school age and about 4% of adults (American Psychiatric Association, 2004). 
The ADHD often appears with other problems in mental health, such as anti-social and educational 
problems at school age, and at the same time it presents a big risk factor that during the adolescent 
and adult periods problems like conductive disorder, personality disorder and educational failure 
will appear (Taylor, Chadwick, Heptinstall, & Danckaerts, 1996, towards Hastings et al., 2005). 
The ADHD is closely related to hyperkinetic disorders (F90, hyperkinesis, hyperkinetic syndrome), 
which is a more severe form of the ADHD, based on other criteria (ICD-10). Whereas the 
symptoms of these two disorders are very similar, the demands connected with all inclusiveness of 
the disorders and the diagnostic profiles are very much different when it comes to ICD and DSM of 
taxonomy (Swanson et al., 1998). For example, according to the DSM – IV, the ADHD is possible 
to appear without attention deficit, whereas the attention deficit is a necessary condition for the 
hyperkinetic disorder according to the criteria  ICD-10 (Taylor, 1998). 

There are 3 subtypes based on 2 behavioral dimensions: the ADHD mainly of the attention 
deficit subtype, dominantly hyperactive/impulsive subtype and a combined subtype. The dimension 
of the attention deficit includes difficulties in keeping attention, distractibility, lack of persistence 
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and disorganization. The hyperactive/impulsive dimension includes excessive motor activity and 
impulsive reactions (Lahey et al. 1998, through Sagvolden, et al., 2005). 

 In past, the symptoms of the attention deficit, hyperactivity and impulsiveness were more 
often considered as the features of intellectual disability (ID), then as potential representatives of 
associated or comorbid conditions, or a „dual“ diagnosis (Voigt, et a., 2006). The diagnostic system 
emphasis that any symptoms of the attention deficit, excessive activity and impulsiveness should be 
taken over the ones expected for the certain age and level of disorder. The researches who work 
within the developmental tradition induce that there is no strong evidence that imply the attention 
deficit at the children with ID, when the achievement of the children is observed related to their 
mental age (Burack et al., 2001, towards Hastings et al., 2005), although some children with 
specific syndromes can have the attention deficit (e.g. the syndrome of fragile X chromosome) (e.g., 
Munir, Cornish, & Wilding, 2000; Turk, 1998, towards Hastings et al., 2005). Based on these 
researches of attention and the instructions from the diagnostic systems, it can be concluded that the 
enlarged risk of development of the ADHD at children with ID is just a consequence of late 
development. However, other authors emphasize that the ADHD symptoms are not universal 
attributes of the children with ID. For example, in the research of Barbaresi, Colligan, Weaver, 
Katusic (2006), it was obtained that 70% of the children with mild ID didn’t fulfil the criteria of 
ADHD. That implies that the ADHD shouldn’t be observed as an always present feature of ID, but 
as a usual comorbid condition of the children with intellectual disability. 

A negligence of the ADHD symptoms at IO, without any further diagnosis or treatment, 
may influence the worsening of the overall status of students. There’s some evidence that the 
children with ADHD are of a lower intellectual functioning after a four year education under a 
bigger risk of placing into a more restrictive educational environment than the children with only 
ADHD and average intelligence (Aman, Armstrong, Buican & Silick, 2002, towards Antshel et al., 
2006). Given the fact that it’s stated that the IQ of the children with ADHD is for about 9 units 
lower that of the children with typical development (Frazier, Demaree, Youngstrom, 2004, towards 
Antshel et al., 2006), the possibility that the attention deficit and hyperactivity affect the 
intelligence of all the children (including the children with IO), regardless to whether the ADHD is 
clinically significant (Antshel et al., 2006).   

Although it’s undoubtedly a heterogenic disorder, the researches in neurosciences identified 
functional anomalies and lowered volume of brain in the frontal cortex, basal ganglia and cerebral 
structures, as well as disorders of the neurotransmission of the catecholamine, as patophysiological 
mechanisms in the ADHD (Barkley, 2006; Faraone & Biederman, 1999, towards Antshel et al., 
2006). 

The causes of the ADHD are considered to be primarily genetic, although environmental 
factors and support can modify the way of expressing the symptoms (Brown, 2009). Beside the 
genetic, the appearance of the hyperactivity is also connected with perinatal and early brain injuries, 
hypoxy and anoxia, epilepsy, social-economic factors (a low social-economic status, disagreement 
of parents and divorce, neglecting and abusing in childhood, early losses or separation) and lower 
intelligence (Seager & O’Brien, 2003).  

The more often presence of the ADHD at children that belong to the lower social classes is 
explained by the fact that these children already have a bigger risk to develop various psychiatric 
problems, because of their exposure to the factors like complicated pregnancy and delivery, bad 
nutrition and exposure to toxins (Bhatia, Choudhary & Sidana, 1999). 

It is found that the lower educational level of parents also enlarge the risk of ADHD, 
especially with boys (Sauver st al., 2004). The lower education of parents can be a marker for the 
specific factors of environment that influence the risk the ADHD. For example, the style of 
parenting or the overall functioning of the family can be significantly related with the symptoms of 
ADHD. Less educated parents may have less successful styles of parenting and may provide less 
structured environment that leads to worsening of the symptoms of ADHD. Opposite to that, maybe 
a low educational level of parents is a sign of difficulties that parents had in their education because 
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of the presence of ADHD, which again suggested the genetic factors related to the development of 
ADHD (Sauver st al., 2004). 

The frequency of the incomplete families, pertinent disagreement between parents or an 
aggressive behavior of the parents is also more often among children with ADHD (Bhatia et al., 
1991; Barkley, 1989; all according to Bhatia, Choudhary & Sidana, 1999). Higher frequency of 
these factors can be observed as an indicator that destructed and disorganized families provide 
fewer stimuli for maturing of the range of attention or that abusing and chaotic family surrounding 
can worsen the symptoms of ADHD (Johnson & Johnson, 2000). Alternatively, a child with ADHD 
can be a cause of disorder in the family, which is supported by the findings that, when a child with 
ADHD take medications that lower the hyperactivity it can essentially make family relations better 
(Barkley, 1989; Schachar, Taylor & Wieselberg, 1987, all towards Bhatia, Choudhary & Sidana, 
1999). 

Although the literature often states that first born children are under a bigger risk of ADHD 
(Barry, 2001; Johnson & Johnson, 2000; O'connell & Zarbock, 2007; Kolevzon & Simeon, 2001), 
there’s a relatively small amount of researches that deal with this phenomenon deeper (Berger & 
Felsenthal-Berger, 2009; Bhatia, Choudhary & Sidana, 1999; Gada, 1987; Gimpel and Kuhn, 2000), 
and the obtained results are contradictory. 

It is considered that these factors don’t cause the ADHD, but slightly raise the risk for its 
appearance. They are most commonly connected with ADHD by a third cause that explains both the 
risk factor and the ADHD (exp. genetic burden) (Barkley, 2000). It is believed that ADHD comes 
from the convergent influence of more genes, and that each of them relatively little contributes to 
the Rutter syndrome (2001), according to Brown (2009), it’s considered that there’s no direct cause 
of the ADHD – neither genetic nor non genetic. It’s a complete interaction of a mixture of both 
genetic and risk factors that originate from the environment. Rutter (2005), according to Brown 
(2009), explains that the environment factors include both physical and psychosocial influences that 
can be temporary or persistent. It also emphasizes big individual differences in genetic vulnerability 
on various risks (for some children, the divorce can be destructive, whereas others can be untouched 
by the situation). 

Although most of the factors related to the environment were relatively often researched in 
children with the average intelligence, when it comes to the children with ID, probably because of 
non recognition of the presence of ADHD at this population, the data are very scarce. On the other 
hand, they can be very important for explanation of the connection of ADHD and ID, especially 
because the influence of most of described factors related to ADHD become more complex and get 
a new dimension in the presence of ID. 
 
Objective 
 
 The objective of this research is to determine the relation between elevated level of 
hyperactive behavior in children with mild ID and family completeness, number of the children, 
birth order and parental education. 
 
Method 
 
 Initial sample consisted of 60 participants (28 girls and 32 boys) with mild ID, aged from 8 
to 12, divided into two age categories (from 8 to 10, and from 10 to 12 years old) with 30 
participants in each. Exclusion criteria were neurological, sensorial or multiple impairments. All 
participants attended city schools for children with intellectual disabilities. 
 Subscale for estimation of the level of hyperactive behavior which is the part of the Scale for 
estimation of problematic behavior of Social Skills Rating System (Social Skills Rating System – 
SSRS, Gresham, Elliot, 1990), was fulfilled by teachers. According to their ratings 18 children with 
elevated levels of hyperactive behavior were identified and then compared to rest of the sample. It 
is worth mentioning that obtained data at this scale do not indicate clinical diagnosis of hyperkinetic 
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syndrome or ADHD (like those seen in ICD or DSM), but rather point to hyperactive behavior 
above regular level.  
 The initial sample was used only in order to establish the influence of family completeness 
to hyperactive behavior. In all other cases, due to nature of estimated variables, six participants 
from the Center for children and youths without parental care were excluded.  
 In course of establishment the relationship between birth order and number of children with 
hyperactive behavior, two more participants were excluded, since we did not have valid data for 
them. In order to establish the relation between birth order and hyperactive behavior we had to 
exclude for singletons because they could not form statistically relevant group, and their inclusion 
in other categories would not be logically acceptable.  

Subsample which is used for establishment of the relationship between parental educational 
level and hyperactive behavior was formed in way that all children who lived in Center for children 
and youths without parental care, children who had not been living with their parents for many 
years and those for whom we did not have reliable data were excluded from the sample. Thus, we 
formed subsample of 47 and 54 participants (influence of paternal and maternal education, 
respectively). The sample was divided into two groups: parents with complete or incomplete 
elementary education and parents with educational level higher than this. 

Data on family completeness, number of the children, birth order and parental education 
were obtained from school registers and by an interview with social workers and school 
psychologists. 

Statistical analysis was based upon descriptive statistics, and obtained results were related 
using Pearson’s chi square test and correlation.  

 
Results 
 
Table 1 – Relation between birth order and level of hyperactive behavior 

 
 

Birth order  
total First-born middle youngest 

Hyperactive 
behavior 

average n 
% 

4 
33.33 

13 
81.25 

17 
85 

34 
70.83 

elevated n 
% 

8 
66.67 

3 
18.75 

3 
15 

14 
29.17 

total n 
% 

12 
100 

16 
100 

20 
100 

48 
100 

 
Table 2 – Differences between participants in level of hyperactive behavior according to their birth 
order 

 

Birth order 

First-born middle 

Birth order 

middle 

χ2 = 6.601 

 
df = 1 
p = 0.010 
r = -0.486 
 

youngest 

χ2 = 6.732 χ2 = 0.090 
df = 1 df = 1 
p = 0.009 p = 1.000 
r = -0.527 
 

r = -0.050 
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 First-born children are more likely to show elevated hyperactive behavior than the youngest 
one (χ2 = 6.732, df = 1, p < 0.01, r = -0.527), and than the one who have both, younger and older 
brothers and sisters (χ2 = 6.601, df = 1, p ≤ 0.01, r = -0.486). Elevated level of hyperactive behavior 
was detected in 15% youngest, 18.75% middle and 66.67% first-born children. 
 
Table 3 – Relationship between hyperactive behavior and family completeness, number of children 
and parental education 
 

 Hyperactive behavior 

Pearson χ2 p r df  
family completeness 0.000 1.000 -0.017 

1 
number of the children 0.518 0.472 -0.100 
maternal education 0.382 0.537 0.084 
paternal education 0.056 0.812 -0.025 

 
Elevated level of hyperactive behavior was equally detected in children who live in 

complete families (30.43%), and in those who live in incomplete families or institutions (28.57%), 
so difference between these children was out of range of statistical significance (χ2 = 0.000, df = 1, 
p = 1.000; r = -0.017). 

Although elevated level of hyperactivity is rather seen in families with one child or two 
children (36.84%), than in families with three or more children (27.27%) the obtained difference is 
not statistically significant (χ2 = 0.518, df = 1, p = 0.472; r = -0.100). 

Children with mild ID whose mothers had at least elementary education tend to have more 
hyperactive behavior (35.29%) than other children (27.03%), but this difference is not significant 
(χ2 = 0.382, df = 1, p = 0.537; r = 0.084). 

On the contrary, children whose fathers did not complete compulsory education are more 
likely to have hyperactive behavior (31.03%), than other children (27.78%), although this difference 
is not significant. 

 
Discussion 
 

The only statistically significant relation was established between the hyperactive behavior 
and the order of birth. The level of hyperactivity at first born children  is recorded to be three times 
bigger than at the children who have an older or a younger sibling, and four times bigger than at 
younger children in the family. 

The results obtained in this research, on the sample of 24 children with the ASDHD but 
without IO, aged 5 to 10 years, were found by Gada (1987(\) – 54. 17% of the children were first 
born, 12.5% were born as middle children, 25% were the youngest in the family and 8.33% were 
the only children. Significantly more first borns, among the children aged 3 to 12 years with 
clinically diagnosed ADHD, were found also in the latest Indian research (Bhatia, Choudhary & 
Sidana, 1999).Some older researches find 20% to 25% of the first born children among those who 
have the ADHD (Hoch, 1967; Baldev et al., 1972; al towards Gada, 1987).On the other side are the 
researches that didn’t find any relation between the order of birth and the hyperactivity. For 
example, Gimpel and Kuhn (2000) didn’t find this connection among children aged 2 to 5 years, 
who, according to their mothers’ reports, satisfy the criteria of ADHD against DSM-IV. Also, a 
recent research on the sample of 598 children with the ADHD, 6 to 18 years, hasn’t found a 
connection between the order of birth and the appearance of ADHD. The authors think that the 
chances of the first, middle and the last born child, as well as the only child, to get the ADHD, are 
almost the same (Berger, Felsenthal-Berger, 2009). Anyway, what should have in mind is that all 
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the stated researches (both the ones that find the connection between the order of birth and 
hyperactivity and the ones that don’t) are related to the children without ID. 

The very fact that ADHD is more often with the first born children is explained by the 
possibility that the first delivery is most commonly connected with complications at birth, which, as 
a consequence can have brain injuries of the child, and which later can be manifested as the ADHD 
(Gada 1987; Bhatia, Choudhary & Sidana, 1999). Related to that, it’s stated that the sort of 
complications may not be as important as their number, and that the number of the delivery 
complications can be influenced by possible ADHD of the mother. In these cases, the ADHD of the 
mother can influence on a weaker care about herself during the pregnancy and so by more frequent 
complications. In favor of these thinking are also the statements that the studies of prematuruses and 
small weight at birth show that these factors enlarge the risk for the appearance of ADHD in later 
childhood (sometimes five to seven times more frequent than in the general population). These 
children can have an enlarged risk of small hemorrhages , and over 40% of the children with the 
small hemorrhages also have the ADHD (beside other developmental problems and  learning 
difficulties) later in the childhood, whereas the ones that don’t have that sort of bleedings, have this 
sort of problems more rarely(Barkley, 2000). However, some researchers didn’t find significantly 
higher frequency of perinatal risk factors at the children with ADHD (Godman, Stevenson, 1989; 
Biederman et al., 1995, all towards Bhatia, Choudhary & Sidana, 1999). 

No significant connection has been found between the raised level of the hyperactive shapes 
of behavior, evaluated by teachers, with the completeness of the family and the number of children 
in the family and the education of parents. However, those findings are far from the final ones. Not 
only because of the limited number of the respondents but also because of other characteristics of 
the sample. For example, because of generally low educational level of parents, this work divides 
them only into two categories – the ones with completed primary school and the ones without 
completed primary school. Also, because of the small numbers of units, the families with one child 
are added to the ones with two children in the statistical processing. It’s possible that the other 
results would be obtained with a more sensitive categorization and with a bigger sample. 
  
Conclusion 
 

Although among the researched factors a statistically important, a relation was established 
only between the order of birth and the level of showing the hyperactive shapes of behavior, it can 
imply the influence of some other factors, as well as the measures that should be taken in the future, 
when it comes to the children with IO and their families. Especially when the shapes of ID are 
weaker, the causes and factors that contribute to the becoming of the condition can be similar to the 
ones that  contribute to the development or worsening of the symptoms of ADHD (for example, 
small hemorrhages during delivery, risky behavior during pregnancy, bad conditions of growing 
up...) The measure are, before all, directed to prevention and education of women in their first 
pregnancy, directing to the risks and the ways of avoiding them during the pregnancy and delivery 
process. A big deal of responsibility for their implementation lies on the authorized health services, 
especially when it’s about the parents who have already been under certain genetic or 
environmental pressure. 
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  A growing numbers of studies focus on the importance of students’ understanding and 
the mathematical meaning created by the students as they participate in mathematical studies. 
These studies emphasize the socially and culturally situated nature of mathematical activity with 
learning viewed as a collective process of enculturation into the norms and discourse practices of 
the mathematics class that foster students’ ability to see themselves as doers of mathematics 
(Boaler & Greeno, 2000; Cobb & Hodge, 2002; Nasir, 2002). From this perspective, the 
development of identity, or the process of identification, is seen as an integral part of students’ 
engagement and participation in the mathematical practices of a community constituted by the 
students and their teacher in a classroom (Boaler & Greeno, 2000). It is through the social 
interaction and participation structures that students’ identities as learners and as active agents 
are enacted as they participate in the classroom mathematical practices mediated by cultural 
artifacts and resources. 
  This study involved a case study of an intermediate algebra classroom at a low-SES high 
school. The aim of the study was to investigate African American students’ identity construction 
(racial, mathematical, technological and otherwise), examine how these identities shape each 
other, and note the sense of agency exhibited in the process within a mathematics and graphing 
calculator environment. In carrying out this investigation, I used classroom observations and 
interviews (which included a task-based interview). To examine in depth the issues of identity 
and agency among African American students and how they impacted the students’ 
mathematical learning, I focused on five key informants who were selected using a purposive 
sampling method and comprised of two high achievers (male and female) and three low 
achievers (two females and one male). The stories told by these key informants helped illuminate 
their sense of identity and agency that they developed and enacted within the figured worlds in 
which they participated. In investigating the students’ identities and agencies, I draw on Critical 
Race Theory (CRT), and the following sociocultural perspectives: (a) Holland, Lachicotte, 
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Skinner and Cain’s (1998) framework of figured worlds, positioning and authoring, and (b) 
Goos, Galbraith, Renshaw and Geiger’s (2003) metaphors of technology as master, technology 
as servant, technology as partner, and technology as extension of self, that describe the varying 
degrees of sophistication with which students and teachers interact with technology. 
  The results of this study revealed that all the participants had seemingly positive racial 
identifications and were aware of the constraints and the social devaluation that face African 
Americans in the society. However, they differed in their interpretation and negotiation of these 
constraints and in the sense of agency they exhibited in the process that influenced their 
opportunities to participate in mathematics and hence their mathematical identities. Additionally, 
how students positioned themselves and authored their mathematics identities was influenced by 
how they negotiated the classroom norms and the constraints and affordances in the figured 
world of the mathematics learning in which they participated.  
 In solving the mathematical tasks, the participants’ modes of interacting with the 
graphing calculator technology were influenced by how and when they chose to use the graphing 
calculator. They were also influenced by how well they blended their mathematical and graphing 
calculator knowledge base that allowed them to interpret the graphing calculator output and 
judge it against the pertinent mathematical criteria.  Finally, the study also noted that certain 
practices like tracking, which perpetuate the disproportionate failure of African American 
students in school, cause schools to mirror the social structure and organizational patterns of the 
inequities prevalent in society. 
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The aim of this research is to establish the degree in which children with mild intellectual 

disability attending the first four grades of primary school master the music skill – rhythm. The 
sample includes 80 pupils of both sexes, from the first to the fourth grade, 7-12 years old. Having 
applied the well known test by Mira Stambak “Three rhythm rehearsals” we monitored the 
development of rhythm in two groups: the experimental group and the control one. We noticed that 
children in the experimental group achieved better results than children in the control group. 

Observing performance of the experimental group at three different tests, we noticed 
statistically important difference (p<0,01) between the first (September 2001) and the second (May 
2002) tests but not between the second (May 2002) and the third (March 2003) ones (p>0,05). 
These data indicate not only the progress of the experimental group after the treatment but also the 
duration of the achieved progress a year after the practicing ceased. 

The obtained results suggest that it is necessary to work continuously with children with 
mild intellectual disability in order to develop the music skill – rhythm. 
 
Key words: rhythm, experimental group, control group, mild intellectual disability, music. 
 
Introduction 

 
Music education is a powerful instrument for bringing up and educating children with mild 

intellectual disability and it should be used at most both in the rehabilitation process and in the 
entire educational process.  

Music stimulates the development of entire personality of children with mild intellectual 
disability. As an instrument in the rehabilitation of children with mild intellectual disability, music 
influences not only the development of sensitivity to rhythm, musicality, movement coordination, 
sensibility, acoustic perception but also the development of speech and encourages the building of 
work habits and facilitates the mastering of educational curriculums (Veltugina, 1982.). 

Rhythm is the basic indicator of musicality. Lack of rhythm is either inborn or consequence 
of a motoric disorder, undeveloped hearing, weak rhythmic memory, undeveloped melodic aspect 
and insufficiently pronounced child sensibility. These weaknesses can be eliminated by work. 
Rhythm testing includes: test of even pulsing and test of acquiring and reproducing typical rhythmic 
figures. These tests identify the presence or absence of rhythmic memory. A teacher presents 
rhythmic phases by tapping a pencil on a desk, clapping the hands or singing a neutral syllable. 
Psychologists and musicians have different opinions on the connection between rhythm and 
melody. Majority of psychologists (for example Marsel and Teplov, 1966) believes that rhythm 
outside music context and rhythm in music are two different things. The former, so called pure 
rhythm, is not an important attribute of musicality (there are people who are very successful in 
reproducing music structures and unsuccessful from melodic aspects) while perception of rhythm 
and rhythmic differences in music context is extremely connected with the melodic aspects of music 
and with musicality. 

In this research we tried to test rhythm and melody separately in order to find out how 
durable the rehearsed rhythmic and motoric abilities of children with mild intellectual disability are. 
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Aim of the research 
 

The aim of this research is to establish the degree in which children with mild intellectual disability 
attending the first four grades of primary school master the music skill – rhythm in the experimental 
group and the control one. 
 
Methodology of research 

 
Sample description 

 
The sample includes 80 children with mild intellectual disability, of both sexes (42 girls and 

38 boys), 7-12 years old, IQ between 51 and 70. They attended the first, second, third and fourth 
grades in two primary schools – “Sava Jovanovic Sirogojno” in Zemun and “Bosko Buha” in 
Belgrade. Tests were applied during school years 2001/2002/2003. 

We divided the sample into two groups: the experimental group and the control one. The 
experimental group included 40 pupils, precisely 10 from each of the mentioned grades, from both 
schools. The control group included the same number of pupils.  

The first test was applied in September 2001, the second one in May 2002 and the third one 
in March 2003. As far as the experimental group is concerned, there was continuous work from 
October 2001 to May 2002. From June 2002 to March 2003 we did not work with the experimental 
group in order to establish the level of rehearsed rhythmic structures after a year pause. 
 

The Research Technique and Procedure 
 

The well known test by Mira Stambak “Three rhythm rehearsals” was applied in the 
research. Three rehearsals, as defined by Mira Stambak, detect rhythm typical for a child 
personality, also as the possibility of symbolic recognition and reproduction of that rhythm. Three 
rhythm rehearsals include: assessment of spontaneous rhythm, assessment of rhythmic structure 
reproduction and assessment of comprehension of rhythmic structure symbolic presentation and 
their reproduction. 
 
Assessment of spontaneous rhythm 
 

This rehearsal identifies certain quality of behaviour, typical for certain personality. Such 
behaviour is its feature. 

A child is given an unsharpened pencil and is instructed to tap it on a desk in whatever 
manner it chooses but evenly. A stop-watch is started after first five taps and stopped after the 
twenty-first tap and the time is recorded.  

During the rehearsal we assess the way in which the child taps a pencil on a desk. We record 
our observation formulated in the following way: child accelerates its movements, slows down its 
movements, performs the task in an uneven manner, discontinuous rhythm, taps a pencil in an 
inappropriately powerful way, taps a pencil too silently etc.  
 
Assessment of rhythmic structure reproduction 
 

We tell a child that it will hear two taps in different time intervals. There is a screen behind 
which a teacher gives a tapping example following a written pattern. When the child understands 
that there is an interval between two taps of a pencil, it is told that more complex forms of tapping 
follow and that it is to recognize and imitate them. 

The pattern, on the basis of which the ability of reproduction is assessed, includes 21 
rehearsals. It includes graphic marks (dots) with smaller or bigger spaces symbolizing time 
intervals. 
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As far as grading is concerned, we record the serial number of each rehearsal at which a 

child unsuccessful. If a child does not manage to imitate the given rhythmic structure twice it is 
considered to be a failure. The experiment is stopped if a child fails at four successive rehearsals 
each including two attempts. Each assessment should include 12 rehearsals regardless of the 
number of successful ones. 
 
Assessment of comprehension of symbolizing rhythm  
 

The rehearsal used in this assessment has two parts: the one used for assessing the 
understanding of symbolization and the one used for assessing the ability to reproduce the rhythm 
following the recognized model. 
 
Assessment of symbolic presentation of rhythm  
 

The first two structures, each including 2 dots, are chosen from the scale for rhythm 
reproduction rehearsal and are presented to a child as an introduction into the test. We record 
whether a child can recognize the symbolic presentation of short and long duration i.e. to recognize 
certain time quality. If the child cannot immediately recognize time intervals and understand the 
problem, the teacher illustrates the expected answer by tapping a pencil on a desk – two pulsations 
with different time intervals (shorter and longer). If the child understands the problem, we record 
that it has recognized the symbol after explanation. If it does not understand the problem, we record 
that the child does not recognize the graphic symbol for intervals and testing is finished for this 
phase of assessment. 

This rehearsal enables us to assess the gnostic ability to identify a time interval on the basis 
of partial perception of graphic symbols, hearing stimuli and kinesthetic function, which is directly 
engaged and whose patterns are incited, and the results are recorded in the following way: the child 
understands without explanation, understands with explanation and does not understand the task. 
 
Reproduction of time intervals 
 

Having made sure that a child recognizes graphic symbols on the basis of which it is to 
reproduce the rhythm, we instruct it to watch the pattern and to reproduce the rhythm by tapping a 
pencil on a desk following the pattern of dots. The following characteristics of such reproduction 
are monitored and recorded: if the child can perform short and long time intervals following the 
pattern, if the child correctly taps short and long intervals in each rehearsal and if the tapping is in 
accordance with the given pattern being analogue from one rehearsal to another. Answers are 
recorded as YES and NO. 
 

RESULTS OF THE RESEARCH 
 

Results of the performance of the experimental group and the control one in different phases of the 
research 
 
Table 1: Differences between the experimental group and the control one at the first test (September 
2001). 

Tests t df p 
M1. -1,805 78 0,07 
M2. 0,704 63 0,48 
M3. 1,256 54 0,21 

 
Legend:    M1. – Mira Stambak, the first rhythm rehearsal 
                 M2. – Mira Stambak, the second rhythm rehearsal 

2010 HICE Proceedings - Page 3128



                 M3.  – Mira Stambak, the third rhythm rehearsal 
 
The analysis of Table 1 shows that there is no statistically important difference between the 
experimental group and the control one at the first test (p>0,05) as it has been anticipated due to 
equal abilities of two groups. 
 
Table 2: Differences between the experimental group and the control one at the second test (May 
2002) 
 

Tests t df p 
M1. 2,816 78 0.00 
M2. 4,316 75 4,78Е-05 
M3. 3,714 69 0.00 

 
Legend:    M1. – Mira Stambak, the first rhythm rehearsal 
                 M2. – Mira Stambak, the second rhythm rehearsal 
                 M3.  – Mira Stambak, the third rhythm rehearsal 
 
At the second test there are statistically important differences (p<0,01) between the experimental 
group and the control one, at all three rehearsals, which is probably the result of a year-long-work 
with the experimental group where pupils practiced their rhythm abilities once a week. 
 
Table 2 shows a statistically important difference (p<0,01) between the experimental group and the 
control one at the second test by Mira Stambak. 
 
Table 3: Differences between the experimental group and the control one at the third test (March 
2003) 
 

Tests t df p 
M1. 2,209 78 0,03 
M2. 4,079 74 0,00 
M3. 4,033 68 0,00 

 
Legend:    M1. – Mira Stambak, the first rhythm rehearsal 
                 M2. – Mira Stambak, the second rhythm rehearsal 
                 M3.  – Mira Stambak, the third rhythm rehearsal 
 
At the third test there is a statistically important difference (p<0,01) between the experimental 
group and the control one at the test by Mira Stambak meaning that the treatment effects are 
relatively durable and do not fade a year after the rhythmic structure rehearsals stop.  
 
Analysis of data on differences between performance of the experimental group and the control one 
at three tests 
 
Table 4: Differences among three testing of the experimental group 
 

Experimental 
group as. sd. t df. p 

M1.1. - M1.2. -0,47 0,50 -5,94 39 0,00 
M1.1. - M1.3. -0,42 0,50 -5,36 39 0,00 
M1.2 .- M1.3. 0,05 0,22 1,43 39 0,15 
M2.1. - M2.2. -5,18 3,57 -8,20 31 0,00 
M2.1. - M2.3. -4,81 3,77 -7,21 31 0,00 
M2.2. - M2.3. 0,38 1,53 1,56 38 0,12 
M3.1. - M3.2. -3,8 2,54 -7,45 24 0,00 
M3.1. - M3.3. -3,77 3,05 -6,42  26 0,00 
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M3.2. - M3.3. -0,22 2,05 -0,65 34 0,51 
 
 
Legend:    M 1.1 – Mira Stambak, the first rehearsal, the first test 
                 M 1.2. – Mira Stambak, the first rehearsal, the second test 
                 M 1.3.  – Mira Stambak, the first rehearsal, the third test 
                 M 2.1 – Mira Stambak, the second rehearsal, the first test 
                 M 2.2 – Mira Stambak, the second rehearsal, the second test 
                 M 2.3 – Mira Stambak, the second rehearsal, the third test 
                 M 3.1 - Mira Stambak, the third rehearsal, the first test 
                 M 3.2 - Mira Stambak, the third rehearsal, the second test 
                 M 3.3 - Mira Stambak, the third rehearsal, the third test 
 
If we analyze performance of the experimental group at three different tests, we can observe 
statistically important differences (p<0,01) between the first and the second rehearsals at all three 
tests but not between the second and the third rehearsals at all three tests (p>0,05). These data 
indicate not only the progress of the experimental group but also the duration of that progress a year 
after the rhythmic structure rehearsals stop.  
 
Table 5: Differences among three testing of the control group 
 

Control group 
Paired 
Differences   t df p 

  Mean Std. Deviation       
M2.1. - M2.2. -0,09 1,39 -0,38 30 0,70 
M2.1. - M2.3. -0,18 2,10 -0,50 31 0,61 
M2.2. - M2.3. -0,08 1,40 -0,355 35 0,72 
M3.1. - M3.2. -0,13 1,32 -0,55 28 0,58 
M3.1. - M3.3. 0,17 1,69 0,548 28 0,54 
M3.2.- M3.3. 0,24 1,43 0,96 32 0,33 
  
Legend:    M 1.1 – Mira Stambak, the first rehearsal, the first test 
                 M 1.2. – Mira Stambak, the first rehearsal, the second test 
                 M 1.3.  – Mira Stambak, the first rehearsal, the third test 
                 M 2.1 – Mira Stambak, the second rehearsal, the first test 
                 M 2.2 – Mira Stambak, the second rehearsal, the second test 
                 M 2.3 – Mira Stambak, the second rehearsal, the third test 
                 M 3.1 - Mira Stambak, the third rehearsal, the first test 
                 M 3.2 - Mira Stambak, the third rehearsal, the second test 
                 M 3.3 - Mira Stambak, the third rehearsal, the third test 
 
In the control group there are no statistically important differences (p>0,05) between the first and 
the second tests nor between the second and the third tests. 
 
A comparative analysis of Tables 4 and 5 for the experimental group and the control one shows that 
a static difference has been recorded only in the experimental group. 

 
 

DISCUSSION 
 

 
We conclude that the rehearsals by Mira Stambak at all three tests in the experimental group 

show a statistically important difference (p<0,01) in comparison with the control group concerning 
rhythm development but there is no statistically important difference (p>0,05) between the second 
and the third tests in the experimental group implying the stagnation of the acquired rhythm. 
Rhythm development also improved other abilities of children with mild intellectual disability in 
the experimental group: audio perception, attention, motivation, motorics, imitation of movements 
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and social interaction, which was not the case with the control group. Numerous studies confirm 
this general conclusion. Daffy and Fuller (2000) included music in a research about certain abilities 
of children with mild intellectual disability in the experimental group. However, the results indicate 
that those abilities did not develop under the influence of music but due to the age of tested pupils 
and that only the ability of movement imitation developed thanks to music. The imitation ability 
consisted in shaking an instrument producing a rhythm. In this case an interfering variable appeared 
i.e. influence of rhythm on the development of imitation ability. Mastering rhythm and observing 
themselves and other persons, pupils get feedback so that rhythm mastering has motivating and 
correcting effects. Children notice their own errors and are motivated to correct them.  

Children with intellectual disability have insufficiently developed verbal abilities and 
insufficiently developed cognitive capacity to verbally express their experiences so that they make 
up their verbal expression with dance, metaphor, varieties of visual, audio and pictorial expressions 
(Daffy and Fuller, 2000).  
 
There are studies which prove the opposite, but in case of children with multiple disabilities. They 
were exposed to stimuli of various modalities with the aim of improving attention and student-
teacher interaction. Instead of anticipated improvement of these abilities, rhythm influenced only 
the improvement of activity level of children with multiple disabilities (Vlaskamp, Greeter, 
Huijsmans and Smit, 2003).   

Working with children with mild intellectual disability we noticed the effects of rhythm on 
their emotions, cheerful mood and pupil-teacher interaction in the experimental group which was 
not the case with the children in the control group. Music provides instruments for social interaction 
people mostly find it positive and is widely present in our culture and accessible (Daffy and Fuller, 
2000). 

Maclay (2000), who teaches music from the first to the fourth grade in primary school 
"Silver Spring", agrees that music provokes positive emotions of children with mild intellectual 
disability and that they could benefit from music lessons. 
 

CONCLUSION 
 

In our research the development of rhythm was primarily under the influence of a year long 
continuous work with children in the experimental group but the level of acquired skill stagnates 
when the systematic rhythm rehearsal stops. It makes us conclude that weekly number of classes of 
music should be increased in order to encourage the development of rhythm and other abilities of 
children with mild intellectual disability as it is a precondition for accepting and understanding 
music.  
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Abstract  of paper 

This paper reports on four Australian case studies, over four years, which used an action research 
process informed by both quantitative and qualitative data. These four case studies focused on 
addressing and challenging Primary School boys disengagement and, hence, underperformance in 
English, particularly reading. Boys with negative views of literacy and boys who identified reading as 
being a feminine activity, jeopardizing masculinity, were involved in a reading mentoring program with 
first grade Rugby League players. Each year these celebrity rugby league players were involved in ten 
weekly mentoring and reading sessions with boys between the ages of eight and eleven. These sessions 
focused on building positive male identity, shifting negative attitudes to reading and challenging 
negative stereotypes of both professional sportsmen and boys as readers. After each of the case studies, 
between 2005 and 2008, quantitative and qualitative data showcased the positive shift in the 
participants:  attitudes towards reading as well as their perceived stereotypes of males as readers and 
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Abstract 

Friendships have the potential to enhance the development of children with autism 

spectrum disorder (ASD) by providing support, positive behaviour modeling and links to the 

social community. However, dyadic friendships are dynamic and complex, requiring 

competency in numerous skill domains including interpersonal skills and social cognitive 

skills. Two modified interviews protocols (Selman, 1980; Lord, Rutter, DiLavore & Risi, 

1999) were utilized to capture the responses of a typically developing preadolescent female 

and a preadolescent female diagnosed with autism to address three questions: (1) do children 

with ASD conceptualize friendship differently than typically developing children?, (2) if 

children with ASD conceptualize friendship differently, what factors or skills could lead to 

these difference?, and (3) how can theories of development be used to explore these 

differences?. Three developmental theories including social learning theory, theory theory 

and information processing theory were utilized to explore the differences in the two 

participants’ interview responses surrounding the concept of friendship.  
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Abstract 
 A transactional model of development (Sameroff & Chandler, 1974) emphasizes 

the significance of reciprocal and bidirectional exchanges between child and environment 

as the context for early learning and has been proposed to be central to child development 

(Sameroff & MacKenzie, 2003). The family unit has been found to be a major influence 

affecting the growth and development of a child (Granlund & Wilder, 2006). Both the 

frequency and level of parental language that children experience as well as the number 

of interactions in which they participate, can influence a child’s learning and 

development (Hart & Risley, 1999). For children with autism, the process of 

communication development is more variable in timing and functional outcomes than 

that of typically developing children (Siller & Sigman, 2002). The goal of the proposed 

program of research is to examine the language learning environments of children age 

18-36 months with autism and the associations between parent behaviours, child 

interactions, and language development using a digital language processor (DLP) to 

capture the natural interactions occurring in the child’s home. Pilot data has been 

collected with seven families before, during and after parents’ participation in the More 

Than Words parent information program. The data will be analyzed to determine if 

differences are present between target families and normative data on the following 

factors: a) frequency of interaction, b) mean length of utterance, c) number of 
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conversational turns, d) number of child vocalizations, e) number of maternal 

vocalizations, and f) number of paternal vocalizations in an effort to better support 

parents in fostering a rich language learning environment. Language development for 

children with autism is an important predictor of long-term outcomes (e.g., Howlin, 

Goode, Hutton, & Rutter, 2004; Venter, Lord, & Schopler, 1992) and is a priority for 

family and professionals who provide intervention and support learning for young 

children within the autism spectrum.  
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Abstract 

 
One of the critical issues in current education is the reproduction of inequity in 

schooling (Apple, 1996; Giroux, 1983; McCarthy, 1998). When the academic 
achievement of the disadvantaged children falls behind, these children are provided 
with remedial program or supplemental tutoring as a common solution. The purpose 
of this ethnographic study is to explore the culture of an after school remedial 
program by identifying the similarity and the differences between the program and the 
school. The program is a large-scale remedial effort in Taiwan sponsored by an 
international industrial company and run by the local university. The tutors are 
undergraduates who meet four times a week with the students from rural elementary 
schools. There are about 70 tutors and 245 elementary school students.  

In the attempt to understand the culture reproduced or altered by the remedial 
program, the study is in the process of developing observation protocols for the 
ethnographic observation in classrooms later this year. There were 14 tutors and 20 
class sessions recorded for this purpose. The research team takes close looks at the 
“typical” classroom interactions in the videos and categorizes the interactions into 
bigger themes and categories, and finally develops protocols for observation. The 
protocols are intended to explore the aspects of reproduction of schooling and its 
culture, and to understand how and why these specific aspects of school culture 
remain persistent in an after school program. The result of the study will contribute to 
the area of rural education as well as multicultural education and provide concrete 
tools for researchers and educators who are interested in understanding and 
interrupting the reproduction of school culture.  
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Abstract 
As Congress continues to earmark billions of dollars towards educational reform, 
considerable amounts of funding have been set aside for teacher incentive 
programs. The goal of these incentive programs is to improve school 
performance and increase student achievement by giving schools monetary 
awards for improvement results. On the surface, it appears everyone benefits. 
Teachers are rewarded if students show improvement and districts have access 
to funds that would not be available under normal circumstances to support 
teacher and staff training.   
 
The concept seems easy enough, however, teachers are the not the only 
influence on student achievement.  The question then becomes who is rewarded 
and how much.  Instructional staff members who play a vital role in the learning 
process often feel left out.   
 
The purpose of this proposed study is to examine the impact of a teacher 
incentive program implemented in the state of Texas. This study further seeks to 
explore the perceived successes and challenges of the District Awards for 
Teacher Excellence (DATE) Grant after the first year of implementation. 
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Effects of Teaching Methods and Vocabulary Knowledge on Immigrant 

Women’s Learning of Chinese Words 
 

Chia-Hui Kao, Yu-Min Ku, Hwa-Wei Ko 

National Central University 
 

Abstract 

 

The goal of this study is to compare the effects of using two different methods of Chinese 

literacy on teaching immigrant women in Taiwan to learn Chinese words. One method is called 

the stem-deriving instructional method and the other is the distributed teaching method. The 

study will further investigate whether different teaching methods of Chinese literacy have 

different impacts on the performance of the learners who have different amounts of vocabulary 

knowledge in Chinese. A total of 50 immigrant women will participate in this study and they will 

be divided into high and low vocabulary knowledge groups based on their scores on a 

standardized vocabulary test. At the end of the experiment, we expect to find that the teaching 

methods and learner’s level of vocabulary knowledge will have a significant interaction. The 

high vocabulary knowledge group will have good performance in both teaching methods because 

of their high learning ability. However, comparing two groups’ performances, the high 

vocabulary knowledge group will have better performance in stem-deriving instructional method, 

and the low vocabulary knowledge group will have better performance in distributed teaching 

method. 
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Effects of Teaching Methods and Vocabulary Knowledge on Immigrant 

Women’s Learning of Chinese Words 
 

Chia-Hui Kao, Yu-Min Ku, Hwa-Wei Ko 

National Central University 
 

 

According to national immigration agency of Taiwan, more and more immigrant women 

come to Taiwan by way of marriage since 1987. Up to now, there are about 420 thousands of 

immigrant women in Taiwan. They usually come from Vietnam, Myanmar, the Philippines, or 

other countries located at Southeast Asia. The ministry of the interior of Taiwan announced a law 

in 2004 that the immigrant women have to be provided with the basic language ability to 

understanding the citizens’ rights. As a result, many of them start to participate in the curriculums 

offered to enhance their Chinese literacy. 

In Chinese word learning, the words are usually compounds made up of many characters, 

and every character at different words may have different functions (Shu & Anderson, 1997). For 

immigrant women, because of their linguistic and cultural backgrounds, they may encounter 

more difficulties than native Chinese speakers when they learn about the morphological features 

and phonetic system of Chinese. Thus, how to choose a suitable teaching method to teach 

immigrant women becomes an important task. Based on above reasons, the present study will 

explore the effects of different teaching methods in Chinese literacy for immigrant women. 

 

Chinese writing system 

The basic unit of the Chinese writing system is the character, which has been referred as 

Hanzi in many studies. It has evolved over thousands of years of continued use by a huge 

number of people, and already developed a certain principles in creating them and grouping them 

into six categories (Taylor & Taylor, 1995). The six categories are pictograph, indicator, meaning 

composite, semantic-phonetic, mutual explanatories, and phonetic loans. 

Pictographs are drawing of objects, so we can always guess the meaning by the outline of 

the word, such as 日(sun). Indicators are symbolically represent relational concepts by add some 

lines or other strokes of a Chinese character. For example, 木 represents a tree, when used the 
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horizontal line with a long bar above 木, it became 末, representing the end of something; and 

when used the horizontal line with a short bar below it, the Hanzi 本 is representing the 

fundamentality of something. Two kinds of categories are directly linked to their meanings by 

the shape. 

Meaning composites have similar principles with pictographs, it usually combined two 

characters together to create a new meaning. For example, combined 不(not, no) and 正(straight) 

can be a Hanzi 歪, representing crooked.  

Semantic-phonetic is a category that included two composites, one is a sound-cuing 

phonetic component and the other is a meaning- conveying semantic component. For example, 

河(river), the left (氵) is a radical represents the semantic would be related with water, and the 

right (可) is a sound-cuing phonetic component to tell you that its pronunciation might similar to 

可. Most Hanzi were created in this category.  

Mutual explanatories are characters that share the same semantic radicals and are mutually 

explainable. For example, the characters 老 and 考, both having the age radical (老) and 

meaning the same, so they are mutual explanatories. Thus, in the ancient Chinese, "老 means 考

"and "考 means 老". The phonetic loan is another way of using existing characters. A phonetic 

loan character is a character which is used in a new sense on account of its pronunciation. In 

other words, this character is used in a new meaning which is expressed by a similar sound in the 

spoken form. In this way an existing character has acquired a new meaning, but no new character 

is created. 

From those principles, Hanzi can be further generalized to three aspects (Chiu, 2007). First 

is the morphological representation of character; it is related to the six categories, especially 

pictographs and indicators. Learners can memorize the morphological or associated with the 

meanings of words through the radicals. Additionally, Hanzi have some creating rules, for 

instance, 氵(water related) were always at the left of a single morpheme and related to the 

meaning of water. Second is the sound representation of character, following the Chinese 

phonological tradition of dividing a syllable into initial and final. Since most characters are 

semantic-phonetic composites, a phonetic is often but not always an independent character with 

its own meaning and syllable, which can become a part of a composite to which it imparts its 

sound (Taylor & Taylor, 1995). Therefore, the Chinese language abounds in homophonic 

 4

2010 HICE Proceedings - Page 3142



syllables, it means one syllables can be associated with several morphemes, but each of the 

homophones has its own unique character. Another opponent is polyphonic, which means one 

character has multiple sounds, and it always depends on context. Third is the meaning 

representation of character. In general, one character has many different meanings. When reading, 

readers have to stand on context to get the right meaning so that they can understand the 

sentences. 

 

Teaching methods in Chinese literacy 

There are two major teaching methods in Chinese literacy that have been used extensively; 

one is distributed teaching method, the other is intensive teaching method. The distributed 

teaching method is a common teaching method used in Taiwan. It emphasized that new words 

should be arranged in the natural text because when learning a new word in concrete context, 

learners can associate the new words with their life experiences and then recognize and use the 

new words (Hsieh, 2001; Liu, 2002). In other words, by this approach, learners can learn the 

complete meaning of new words, understand the syntax in sentences; moreover, it is also helpful 

for vocabulary acquisition. 

The other teaching method in Chinese literacy is intensive teaching method. Advocates of 

this method suggest that teachers should use texts that are full of morphologically or phonetically 

related words so that learners can learn a large number of words concurrently.  

To sum up, the main purpose of this research is to find a better teaching method in Chinese 

literacy for immigrant women. The present study will address the following research questions: 

(a) Will different teaching methods of Chinese literacy affect the performance of adult learners 

who have different amounts of vocabulary knowledge in Chinese? (b) Will the high vocabulary 

knowledge learners learn better when using stem-deriving instructional method? (c) Will the low 

vocabulary knowledge learners learn better when using distributed teaching method? 

 

Methods 

 

Participants 

A total of 50 immigrant women will be selected from six classrooms in Taiwan, to 

participate in this study. For the data analysis, the learners will be divided into high and low 
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vocabulary knowledge groups based on their performance on the Peabody Picture Vocabulary 

Test-Revised (PPVT-R). All participants will be also asked to finish a questionnaire. 

 

Materials and teachers 

For both groups, there are 60 new words in six lessons. Despite these 60 news words are 

different for these two groups of learners, we will try every measure to ensure the selection 

criterion, such as each word’s frequency of use, is well controlled and balanced. We will also 

have teacher consultants, who had a lot of experiences at teaching immigrant women, to rate the 

difficulty level of each new word. 

The participating teachers will also have similar backgrounds and experiences in terms of 

teaching immigrant women. There will be workshops for the teachers and researchers to discuss 

about the teaching materials and procedure.  

 

Design and procedure 

A 2 (teaching method) X 2 (vocabulary knowledge) factorial design is used, in which these 

two variables are between-subject variables. After grouping learners into high and low 

vocabulary knowledge groups, we will randomly assign them to either a class with the teacher 

using stem-deriving instructional method or another class with the teacher using distributed 

teaching method. The experiment will last about one month with a total of 12 class sessions. 

Teachers at the school will be asked not to provide systematic remedial teaching. 

 

Measures  

There will be tests to measure the learning outcomes of both groups’ learners. Each will be 

administered as a group test. The first test is a cloze test that each participant will be asked to 

write down the characters. An item will be scored 1 when the correct answer is written, if any 

stroke in a Chinese character is wrong, it will be scored 0. The second test is a recognition test, 

designed as a multiple-choice test. An item is scored 1 when the correct answer is selected and 

scored 0 when a distracter is selected. The third test will be also a cloze test that requires the 

participant learners to coin new words and phrases. 
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Expected results 

 

The study expects to find that the teaching methods and learner’s level of vocabulary 

knowledge will have a significant interaction. The high vocabulary knowledge group will have 

good performance in both teaching methods because of their learning ability. However, 

comparing two groups’ performances, the high vocabulary knowledge group will have better 

performance in stem-deriving instructional method, and the low vocabulary knowledge group 

will have better performance in distributed teaching method. From the classroom observation 

and a few unstructured interviews with the learners in two groups, we also hope to confirm that 

low vocabulary knowledge learners indeed need the context to help them understand the 

meaning of new words, and the distributed teaching method will have different morphological 

representation of words organized naturally in the text and thus can help them avoid the 

confusing of learning a group of morphologically related new words. 
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Abstract 

 

The goal of this study is to investigate the relationship between prior knowledge and the quality 

of self-questioning on text reading processing. The participants will include 60 fifth grade 

students and they will be divided into high- and low- prior knowledge groups according to their 

scores in the prior knowledge test. All participants will receive two weeks of self-questioning 

training to assure they learn how to pose questions in the process of reading. The process of 

reading is divided into three sessions: before reading, during reading, and after reading. Students 

will read an expository text and pose questions within each session. Those posed questions will 

be classified into four categories. Then students will take a multiple-choice comprehension test, 

which includes two types of questions: text-based model and situation model. At the end of the 

study, we will analyze the questions posed by participants and their comprehension test scores. In 

the analysis of question type, we expect to find that (1) students with high prior knowledge pose 

more high level questions than students with low prior knowledge; (2) the quality of students’ 

questions is dissimilar in the different reading sessions; and (3) there will be an interaction 

between different reading session and level of prior knowledge. For students’ performance in the 

comprehension test, we expect to find no differences in text-based model questions between 

students with different level of prior knowledge, but students with high prior knowledge will 

outperform students with low prior knowledge in situation model questions. 
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The Impact of Prior Knowledge on Self-questioning in the Process of Reading 
 

Chang-Tzu Huang, Yu-Min Ku  

National Central University 

 

Reading is the path to discover the world. Individuals can gain new information and 

communicate ideas with others through reading. Numerous research studies have shown that 

some strategies can facilitate reading comprehension; however, there are far few studies 

examining how these strategies empower readers in the process of reading and how these 

strategies have different effects on readers who have different levels of prior knowledge related 

to the text material. 

Several types of constructive strategies can trigger readers’ conceptual building, including 

predicting, think-aloud, text structure, visual representation of text, summarizing, and 

questioning (Duke & Pearson, 2002). Questioning is often used to improve students’ 

comprehension of text in the class (Durkin, 1979). Teachers use questions to make sense of the 

performance of students’ learning, or to build the scaffold to help text understanding. However, 

questioning is not totally the same as leaning, it is only one of the thinking processes which can 

simulate the thinking operations (Cuccio-Schirripa & Steiner, 2000). In this study, we focus on 

students’ use of self-questioning to investigate how readers construct meaning from texts. 

Self-questioning is an effective method to guide knowledge construction (King, 1994). 

When readers know they need to pose questions, they will focus more attention on reading. 

Self-questioning not only leads to more reading comprehension but also promote comprehension 

monitoring (Palincsar & Brown, 1984). According to Wong (1985), there are three theoretical 

perspectives in self-questioning research: active processing, metacognitive theory, and schema 

theory. Firstly, readers interact with text positively while reading, through selection, acquisition, 

construction, and integration (Cook & Mayer, 1983). This ensues from a theoretical assumption 

that readers are active comprehension and independent thinkers. Secondly, Flavell (1976) 

developed the term metacognition that refers to the awareness of one’s cognitive processes, 

products, and self-regulation. Metacognitive skills include predicting, checking, monitoring, 

reality testing and coordination, control of deliberate attempt to study, learn or solve problems 

(Brown, 1980). Metacognition can induce readers’ learning initiative. Readers can be sensitive to 
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important parts of text by asking question, and they can monitor their state of reading 

comprehension. Last of all, schema theory focuses on how readers’ prior knowledge influences 

their understanding of text. Readers’ dependency on prior knowledge is relevant to the 

comprehension of learning from expository texts (McNamara, 2004).  

Prior knowledge is used to connect the existing knowledge and new information in text. 

Different readers brought different level of prior knowledge to go into reading situation. Readers 

use prior knowledge in conjunction with the text base to construct a situation model, which 

means new knowledge gains from text (Kintch, 1998). Science texts are typical “low-cohesion” 

texts that readers need many inferences and fill in conceptual gaps to promote comprehension. 

People with high prior knowledge can make use of old knowledge to prime the omission of 

science texts automatically. On the contrary, people with low prior knowledge easily face 

comprehension difficulties because they lack connection of the old and the new knowledge (Best, 

Rowe, Ozuru, & McNamara, 2005). In other words, the poorly written text leads the 

knowledgeable readers to infer unstated relations in the text and engage in compensatory 

processing (McNamara, Kintsch, Songer, & Kinch, 1996). Knowledgeable readers perform better 

than low prior knowledge reader both on the quality and quantity in free recall and reading 

comprehension test (Caillies, Denhiere, & Kintsch, 2002). However, it needs to be pointed out 

that one’s reading comprehension may suffer not from lack of prior knowledge but from lack of 

activating it. To aid processing of text, students can activate relevant knowledge through 

appropriate self-questioning (Wong, 1985; Taboada & Guthrie, 2006). 

Readers with higher prior knowledge in the domain tend to ask a higher proportion of 

questions or higher level questions than readers with lower prior knowledge (Van der Meij, 

1990). Questioning explains a significant amount of variance over and above prior knowledge in 

reading comprehension, but questioning basically contributes to comprehension in parallel 

-concurrently with prior knowledge (Taboada & Guthrie, 2006). Many researches discussed 

about the effect of asking different types of questions on students’ understanding and recall of 

text (Duke & Pearson, 2002; King, 1994). Contents students memoried are influenced by the 

asked questions. Some framework has been built to characterize the structural qualities of 

questions. The majority of previous studies have proposed levels of question types, such as 

factual, comprehension, integration question (King, 1994) and factual, detailed, general, and 

inferential (Duke & Pearson, 2002). Those questions exists hierarchy. According to the hierarchy, 
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we can classify questions into high level and low level. Low level questions are information 

explicitly covered in the lesson. High level questions are contents connected two ideas together 

which sometimes need inference, justification and link up the multiple ideas. 

In sum, the factors of self-questioning and prior knowledge about reading comprehension 

have been discussed, but rare research discussed about the relationship between constructive 

activity and text comprehension. Thus, reading time is included in this study to investigate 

whether learning results are different while reading different parts of the text. The think-aloud 

and self-explain methods will be employed to investigate students’ constructive activities in the 

reading process. Via expressing the thoughts by verbalizing as they constructed meaning while 

reading, readers’ complex reading processing can be presented concretely. Think-aloud protocols 

reflected a close interaction with text, and researchers can obtain a more complete understanding 

of a readers’ text processing skill (Scott, 2008). Chi (1996) argued that self-explaining often 

helps readers compare the initial mental models and the text, and may lead to the deeper 

understanding of a text. 

 

The present study will address the following four research questions: 

1. Do readers with high prior knowledge pose more high level questions in reading process? 

2. Do readers tend to produce different level of questions in different reading time of reading 

process? 

3. How does prior knowledge account for the question level during three reading time? 

4. Do readers’ question levels on a questioning hierarchy associated with levels of reading 

comprehension? 

Methods 

 

Design 

This study uses a factorial design with prior knowledge and read time as the independent 

variables. Prior knowledge includes high and low two levels. Read time are divided into before 

reading, during reading, and after reading three parts. Every participant is required to ask 

question in three sections. Especially, in middle reading part participants need to ask 

self-initiated questions every paragraph. The dependent variable is the quality and quantity of 

questions and reading comprehension. 
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Participants 

The participants will be 60 students from Grade 5. According to the scores on prior 

knowledge test, students are classified as high prior knowledge or low prior knowledge.  

 

Materials 

The texts were modified from science textbooks used in school. The knowledge domain 

investigated was the development of typhoon. Materials can be categorized into two parts, 

including practicing texts and experimental texts. Practicing texts are short passages used to be 

familiarize the method of questioning for participants. The experimental text contains 500 words, 

subdivided into 4 paragraphs. To ensure that the text content is grade appropriate, we will invite 

3 expert teachers who have at least taught elementary school science for 5 years to rate the 

conceptual difficulty and readability of the text. 

 

Measures 

Prior knowledge test. Prior knowledge test consists of 20 multiple-choice questions, which 

was designed to detect how much relevant domain knowledge participants have before reading. 

In many judgment experiments, problems arise when participants guess. Someone will guess and 

someone will hand in blank for those questions they do not really know. To avoid these problems, 

all participants are told to guess when they do not know the answers in the instructions. 

Questioning. Readers ask self-initiated questions about the content in requested moment, 

including before reading, during reading, and after reading. Those questions will be coded into 

four levels of questioning hierarchy. The questioning hierarchy is adopted in the analysis of the 

quality and quantity of readers’ questions. Questioning hierarchy includes factual questions, 

comprehension questions, inferential questions, and experiential questions. Among four levels, 

factual questions are the easiest one, which ask information explicitly covered in the lesson. 

Question levels are gradually increased. The higher level needs more integration, inference, and 

justification. 

Reading comprehension test. After reading the experimental text, participants answer reading 

comprehension test. The comprehension test for the target text comprised two types of 

comprehension questions: text-base and situation model. The questions of basic knowledge 
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which can be found directly in the text are text-base type. The questions that bridge inferences 

are situation model. 

 

Procedure 

The experiment consists of five steps, as shown in Figure 1. At first, students take the prior 

knowledge test so that researchers can understand the participants’ level of domain knowledge. 

During practice phase, the researcher instructs the participants on how to self-question. A 

passage with three paragraphs will be used to train the participants. When the first paragraph is 

shown, the researcher demonstrates and models how to self-question. Then, the participants tried 

to self-question after reading, following with the reward of the researcher. The participants move 

to third paragraph and re-practice once again. This training step occurs three times within two 

weeks. At the formal experimental phase, participants attempt to self-question in three different 

reading times. At last, the researcher will conduct a short interview to get students’ feedbacks 

regarding self-questioning in the process of reading. 

 
Figure 1 A flow chart of experiment 

 

Data Collection and Analysis 

 

The researchers will conduct the experiment on a one-on-one base, except for the first step. 

During the formal experimental phase and interview phase, all of the verbal contents will be 

recorded and transcribed by researchers. 
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For coding the types of questions, two raters will categorize the self-questioning protocols 

into four question levels. The interrater agreement for coding students’ questions to the 

questioning hierarchy will approach at least .85.  

 

Expected Results and Discussion  

Following sections describe the expected results of this experiment. The first section 

examines the quantity and quality of questions for different level of prior knowledge in terms of 

question hierarchy. The second section describes the effect of prior knowledge and question type 

on the performance of reading comprehension. 

The analysis of questions includes quantity and quality. The question level has the hierarchy 

relationship; high level question is grounded upon low level questions. The more high level 

questions exist, the higher quality of question level is. Summing up the score of high- and 

low-prior knowledge students, we expected that high-prior knowledge students will perform 

better than low-prior knowledge ones. As shown in Figure 2, in three reading time, the last one 

(after reading) will get highest score. Especially, high-prior knowledge and low-prior knowledge 

students have no difference in middle reading time, but high-prior knowledge will have large gap 

in first reading section (before reading).  

 
Figure 2 The proportion of question quality scores as a function of prior knowledge and three 

reading time. 

 

By detailed comparison of four level questions in three reading times, the distribution is 

not quite the same between high and low vocabulary knowledge groups (see Figure 3 and Figure 

4). Before reading, it tends to focus on low level questions. In the middle reading section (during 

reading), four level questions spread in average. In the last reading section (after reading), high 

prior knowledge students ask higher ratio of high level questions whereas low prior knowledge 
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students still focus on the basic concepts building question because low prior knowledge students 

are not able to fully comprehend the text. 
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Figure 3 Distribution of four question levels in three reading times for high prior 
knowledge group. 
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Figure 4 Distribution of four question levels in three reading times for low prior 
knowledge group. 

 

In the performance of reading comprehension, the high- and low- prior knowledge 

students’ will not perform differently in the text-base questions. However, high prior knowledge 

students get higher scores in situation model type of questions but not low prior knowledge 
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students. The reason of this phenomenon is that after reading, low prior knowledge readers can 

learn the information in the text, but lack the ability of high level conceptual building. 
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ABSTRACT 

 
 
Kill the Indian Save The Man: A Qualitative Study of Native American 
Boarding School Survivor Experiences 
 
 
 
  Established for the sole purpose of severing the Native American child’s 
cultural and psychological connections to his heritage,  Indian Boarding 
Schools/Industrial Schools became the federal government’s final solution to the 
“Indian Problem,” a method to lift  a people from the depths of “savagery” to the 
heights of modern white “civilization.” Native American children as young a four 
were taken from their homes and sent to off reservation boarding schools for a 
minimum of four years. . This study gives voice to the cultural devastation of the 
government’s assimilation policy aimed at Native Americans. 

The purpose of this qualitative interview study was to gain a greater 
understanding of the experiences of Native American boarding school survivors. This 
researcher interviewed twenty Native American participants, age 47 – 88. 

Four themes emerging from the study include Abuse: severe discipline/corporal 
punishment; military style daily regime; sexually and mentally abused; child labor, 
hunger/malnourished. The second theme is Loss: forced loss of language, culture, 
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ceremony and traditions; loss of self respect/self esteem; lonely – loss of extended 
family and friends; not allowed to go home for summers or holidays; feelings of 
abandonment by parents; the returned – feeling lost, out of place when returned 
home. The third theme is Survival Aspects: return to Native spirituality as a way to 
personal healing; therapy and personal recovery. The fourth theme is Unresolved Grief: 
current health, physical/mental issues related to boarding school abuse, history of 
alcoholism/drug abuse; refusal to tell families of boarding school abuse. These themes 
are supported by Maria Yellow Horse Brave Heart’s Historical Trauma theory – 
disenfranchised grief, psychic numbing and internalized oppression. 
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     This study explores the acquisition of English relative clause sentences by 

Japanese speakers in light of the relative frequencies of object and subject relative 

clauses in which the embedded noun phrase is a pronoun and compare them with the 

relative frequencies of non-pronominal object and subject relative clauses. This study 

assumes that grammar provides the cognitive organization of language learners’ 

experience with a second language and the generalization of their second language 

form-function pairings, i.e., constructions. This study intends to find the central 

construction of English relative clauses by the learners and investigate whether or not 

the central construction of Japanese learners of English overlaps with that of native 

speakers of English.  

     Fox and Thompson (1990) proposed that the distribution of object relative (OR) 

and subject relative (SR) clauses varied according to the discourse properties of the 

head noun phrase of the main clause, which affects the information properties of the 

noun phrase of a relative clause in English conversation of native speakers. Reali and 

Christiansen (2007) further investigated the frequency of OR and SR clauses in first 

language English use in corpus data and compared the results with the outcomes of their 

four self-paced reading experiments. They found that pronominal ORs were 

significantly more frequent than SRs when the embedded pronoun was personal, on the 

other hand, that SRs were more frequent than ORs when the pronoun was impersonal 

and that the frequency correlated the results of their sentence reading experiments.  

     This study aims to compare the results of Reali and Christiansen (2007) and the 

second language acquisition of English relative clause sentences by Japanese speakers 

using second language learners’ corpus data. The properties of constructions can best be 

studies in corpora of naturally-occurring discourse, and it is possible to learn the 

speakers’ mental grammar with the construction (Bybee, 2008), which is often 

considered to be in usage-based theory. For example, Diessel and Tomasello (2000) 

examined the development of English relative clauses in the speech of four 
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English-speaking children between 1;9 and 5;2 years of age, and their results showed 

that the earliest relative clauses occur in amalgam constructions, followed by the 

presentational relative construction, then their acquisition gradually evolves into more 

complex relative clauses. Examples of these types of relative constructions are shown 

below: 

 

     Amalgam construction: That’s doggy turn around. 

     Presentational relative construction: Here’s the tiger that’s gonna scare him. 

        (from Diessel & Tomasello 2000) 

 

Diessel and Tomasello (2000) proposed prototypical constructions by the children as 

follows: 

 

     It / Here / That / There is the  N  that  VP. 

 

Diessel and Tomasello proposed four possible explanations for this prototypical 

construction: the effect of input, the function of focusing attention on a referent 

perceptually present in a here-and-now context (e.g., children trying to draw their 

caretaker’s attention to a referent when they are playing with toys), propositional 

simplicity (the main clause “There is…” does not actually contain a proposition), and 

the formulaic use of the construction.  

     This present study has extracted English SR and OR clauses by native speakers 

and by Japanese speakers from the National Institute of Information and 

Communications Technology Japanese Learner English Corpus (Izumi, Uchimoto, & 

Isahara, 2005) and Nagoya Interlanguage Corpus of English (Sugiura, 2008) and 

counted type frequency of the extracted relative clauses. The latter is a written corpus 

containing 17 thousand words and the former is a spoken corpus containing two million 

words. This study has collected data from 222 files of novice learners, 848 files of 

intermediate learners, 93 files of advanced learners (total of 1163 learners’ files), and 20 

files of native speakers of English in the NICT Corpus, and 30 files of learners of each 

novice, intermediate, and advanced levels (total of 90 learners’ files) and 30 files of 

native speakers in the NICE Corpus. This study focuses on SR and OR clauses. Within 

these relative clauses, those phrases containing a pronoun or lexical noun phrase in the 
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embedded clause that requires a transitive verb were counted. The pronouns or lexical 

nouns were the subject of the embedded clause in the case of OR clauses; on the other 

hand, in SR clauses, the pronouns or lexical nouns were the object of the embedded 

clauses. This study found 15 ORs and 2 SRs with pronouns and 2 ORs and 21 SRs with 

lexical nouns for the novice learners, 98 ORs and 20 SRs with pronouns and 4 ORs and 

184 SRs with lexical nouns for the intermediate learners, 106 ORs and 17 SRs with 

pronouns and 16 ORs and 66 SRs with lexical nouns for the advanced learners, 121 

ORs and 20 SRs with pronouns and 12 ORs and 89 SRs for the native speakers of 

English. 

     Figure 1 illustrates the proportions of ORs and SRs according to the types of noun 

phrases in the relative clauses of each group. The dark bars represent the percentage of 

ORs and the light bars represent the percentage of SRs. As shown in Figure 1, all of the 

groups produced a significantly greater percentage of ORs when the embedded noun 

phrase is a pronoun, and this tendency is drastically reversed when the embedded noun 

phrase is a lexical noun. This is in line with the results of Reali and Christiansen (2007). 

 

 

     Now, let us focus on the relative clauses with a pronoun. Figures 2 to 5 illustrate 

proportions of ORs and SRs across different types of pronominal relative clauses (1st 

PPN = first person pronoun; 2nd PPN = second person pronoun; 3rd PPN = third person 

personal pronoun; 3rd IPN = third person impersonal pronoun; N PN = nominal 

pronoun).  
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As predicted by the study of Reali and Chrisitiansen (2007), pronominal ORs were 

significantly more frequent than SRs when the embedded pronoun was personal; on the 

other hand, SRs were more frequent than ORs when the pronoun was impersonal. 

However, N NP of native speakers of English did not support their results. This may be 

due to the fact that their N NP included someone or one to refer to a personal referent; 

therefore, we need to be cautious to distinguish the personal feature of N NP. We are not 

able to fully discuss this matter here since the number of occurrences is too small.  

     Figure 6 illustrates the raw number of occurrences of SR and OR in order to 

compare the actual occurrence of the pronouns.  
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As Figure 6 shows, novice learners rarely produced any type of the relative clauses in 

relation to the number of the subjects. The production of ORs with first person pronoun 

in the embedded clause of intermediate and advanced learners and native speakers 

outnumbers the production of the other types of pronouns. In order to investigate the 

comprising items of the first person pronoun, Figure 7 illustrates the number of 

instances of ORs with first person singular pronoun I and first person plural pronoun 

we.  

 

 

 

Figure 7 shows that all of the groups produced significantly larger number of ORs with 

first person singular pronoun I as the subject of the embedded clause. In view of 

usage-based theory, not only the native group but also all of the learners’ groups have a 

strong tendency to produce OR with the first person singular pronoun as the subject of 

the embedded clause instead of the first person plural pronoun. Thus, their production is 

strongly skewed to the use of I, and this phenomenon is schematized as below: 

 

     Head  [ relative pronoun  I  verb ] 

 

This study has shown that the results of both the native speakers and the learners mostly 

supported the results of Reali and Christiansen (2007). However, the results of the 

learners exhibited different inclinations to some extent; the novice learners’ production 
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was limited to ORs with first and third person pronouns and SR with nominal pronoun, 

which suggests that L2 learners may begin to produce the other pronouns in ORs when 

they attain more than an intermediate level in the target language. This study further 

suggests that not only English native speakers’ but also Japanese learners’ production of 

OR is strongly skewed to embedded clauses that include first person singular pronoun I.  

     Goldberg and Casenhiser (2008) claim that the actual input tends to be skewed; 

tokens of individual constructions are typically centered around a small number of 

words and that children produce the familiar English word order instead of the 

unfamiliar word order used in training. The results of this present study support their 

claim, that is, the theory of skewed input and language learners’ production of familiar 

linguistic form, which seems to be reasonable to apply to second language learning in 

this case. Bybee (2008) states when a specific form is more frequent than the other 

forms, the frequent form is the central, in other words, it is the prototypical form of the 

construction. It is reasonable to state that this present study has actually exhibited the 

prototypical construction of ORs by Japanese learners, and the construction was 

identical with that of native speakers of English.  

     From a pedagogical point of view, Goldberg and Casenhiser (2008) advocate that 

children acquire their L1 generalizing form-function pairings, namely constructions, and 

that input of skewed and more prototypical examples results in facilitation of the 

acquisition and led to more accuracy in their previous experiments. This type of input is 

highly effective, although it is not necessary for learning a novel construction. If their 

finding is applicable to second language acquisition, it seems to be worth investigating 

as future research into whether or not instruction of the prototypical examples of a 

linguistic form (and meaning) leads to more effective and accurate acquisition of a 

second language. This present study proposes that referential information play a crucial 

role in the acquisition of English relative clauses by Japanese speakers as well as by 

native speakers of English. 
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Introduction 

 Now a days the language education is imparted through  modern linguistic principles and 
methods of linguistic description in Open and Distance Learning (ODL). The goal is to 
equip the distance learners with the perspectives and the resources they need to learn the 
second language and minister them effectively in another culture. The focus remains on 
helping them to acquire some important concepts and tools to start learning another 
language on their own. Learning a language is always a complex activity since the 
language learning is a culture learning also. 

A language consists of sounds, words, and possible sentences. Knowledge of a language 
enables us to combine sounds into words, combine words to form phrases, and phrases to 
form sentences. It enables us to judge what sentences are appropriate in various 
situations. Not all strings of words constitute sentences in a language, and knowledge of a 
language determines which strings of words are sentences and which are not. It enables 
us to produce new sentences never spoken before and to understand sentences never 
heard before. This is called the creative aspect of language use. This paper attempts to 
throw light on the methods of language teaching/learning . The paper  outlines the 
methods of language teaching/learning  in the ODL system with  reference to the modern 
multimedia approach of  language teaching/ learning in IGNOU. 

Methods for Language Teaching/Learning 

Grammatical method 

The traditional method for teaching/learning a language is the grammatical method. 
This method emphasizes the conscious learning of grammatical rules. Memorization and 
the mechanical recitation or repetition of patterns are the main learning strategies which 
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enable the learner to retain it in memory and use it appropriately when the need arises.It 
uses the method of translation from the first language too. 

Direct method 

In the direct method a natural setting is created for the learner to talk. The major 
emphasis is on communicating. Teaching is carried out totally in the second language 
with no reliance on the first language of the learner and translation. 

Audiolingual method 

 The audiolingual method, a derivative of the direct method is used in conventional as 
well as in Open and Distance Learning to develop a native-like speaking ability in the 
learners. Audiolingual learning comprises dialogue memorization and pattern drills, thus 
ensuring careful control of responses. Patterns are learned through mechanical drills. 
Repeated and mechanical patterns are graded from the simple to complex and from 
familiar to the unknown  and are given to the learners. Through the intense repetition 
learners autamatically internalize the structures. 

Communicative method 

 In the Communicative method a communicative competence is imparted in which it is 
taught and learnt how to produce an appropriate, natural, and socially acceptable 
utterance in all contexts of communication. It is assumed that if the learners interact with 
the second language speakers using real-life subject matter, the language will be acquired 
subconsciously. 

 The teachers of L2 know that one method alone will not satisfy the demands of language 
learners of different ages, different learning styles, diverse backgrounds, and varying 
degrees of motivation since the L2 learners follow a developmental route, experimenting 
with their linguistic knowledge. Achieving fluency in a second language is evidently a 
creative process of trial and error, revision and reconstruction. 

Comparing and Contrasting method 

Through the Comparing and Contrasting method the learner’s native language is 
compared and contrasted with the second language which enables them to gain new 
insights into the language leaming process. It is also known as contrastive analysis 
(CA). Contrasting structures of two languages help predict the potential trouble spots and 
to focus on them in the L2 lesson. 

Language Skills 

There are four language skills: Listening, Speaking, Reading and Writing. The 
researchers divide the langauge skills into two broad groups: receptive and prductive 
skills. Listening and reading are considered receptive skills, and speaking and writing are 
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considered productive skills.We begin with the listening skill before we focus on the 
speaking skill and with the reading skill before focussing on the writing skill. Language 
learning is the mastery of four language skills in the phonetic, phonological, 
morphological (word), syntactic and semantic aspects of the target langauge. It covers the 
communicative appropriateness of the structures used as well as a mastery of related 
sociolinguistic information. 

 Learning Script and Spelling 

Letters in target script 

The learner need to learn the traditional arrangement of the letters in one’s target script, 
because without a mastery of the traditional arrangement it is not possible to use 
reference materials such as dictionary, phone books, etc. 

Shape-similarity 

The method of learning the script based on the shape-similarity of the letters being 
learned, the learners use these letters immediately because the words are simultaneously 
introduced along with the letters used in these words. So the learner not only learns the 
letters but also a number of words. 

Frequency of occurrence 

The script teaching is done based on the arrangement of the frequency of occurrence of 
letters. It is not necessary that all the letters of a script system will be equally used. For 
example, the letter‘s’ occurs more frequently than many other letters of the English 
alphabet. In the target language  the most frequent letters are learnt first followed by the 
less frequent letters. 

Derivations of vowel and consonant 

In syllabic script systems and semi-syllabic and semi-alphabetic systems the derivations 
of vowel and consonant combinations are taught.  In it a consonant is modified in a 
consistent manner when a vowel is attached to it. Learning such patterns is easier and 
helps to learn the script faster and better. 

 Hand movements 

 The hand movements used in writing the letters from left to right, right to left, subscript, 
and superscript features are also essential to enable the learners learn faster. 

Classification of letters 
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If the script system focuses on the classification of letters into vowels and consonants the 
distinction between them need to be taught. The overlapping between the consonant and 
vowel letters must be defined clearly.  

 

Mnemonic pronunciation 

 In a language each letter has a mnemonic pronunciation attached to it. These 
pronunciation or citation sound for each letter may or may not be identical to the sound it 
represents on most occasions. For example, the letter ‘c’ has the mnemonic pronunciation 
si, but its real value on most occasions is k or ch.The mnemonic pronunciation attached 
to each letter along with the other real pronunciations attached to the letter  need  to be 
taught.  

Learning Spelling 

It is important to master the spelling of words.Variation in pronunciation within a society 
is tolerated, but variation in spelling within a society is prohibited. If  the words are 
spelled wrongly the person is considered  an illiterate and ignorant person.Though there 
can be problems with  a language’s orthography.For example in English language some 
letters do not represent any segment in a particular word i.e thorough, sign; a  group of 
two or more letters can be used to represent a single segment i.e think, ship; a single letter 
can represent a cluster of two or more segments i.e saxophone, exile; the same letter can 
represent different segments in different words i.e on, bone, one; the same segment can 
be represented by different letters in different words i.e /uw/ in rude, loop, soup, new, 
sue, to, two. As such, the mastery of spelling of words is very essential in the language 
learning. 

 Learning   sounds 

While speaking of the native (first) language comes  in a natural manner, speaking in the 
non-native language (second) often requires some conscious effort in recognizing, 
identifying, producing, combining, and using the sounds of that language. Without 
sounds no real speech in the ordinary sense takes place. Language is transmitted and 
received via sounds. 

In learning the sounds of  second language, three steps are  useful: imitation of the sound 
/ sounds, repetition of the sound /sounds, comparison and contrast of the sound or their 
combinations. These steps facilitate  the language learning faster by comparing and 
repeating the new sounds not found in the first language  but used in  the target language, 
by  identifying and imitating the  variety of phonemes of the same letter of the target 
language which are not found in the native language.  For example there may be only two 
or three nasal sounds  [m] and [n] in the native language as compared to six or seven 
nasal sounds such as [m], [n],[ñ],[η] etc of the target language . So the context-sensitive 
rules need to be taught in the language teaching 
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 Learning words 

Words are minimal free forms of a language. They are “the smallest unit of speech that 
can meaningfully stand on their own.” For example, dog is a minimal free form and is a 
word. On the other hand dogs can be split into two elements, dog and -s (which stands for 
plural). While dogs can occur on its own, the plural form -s cannot occur on its own. 
Some words may carry any specific or clear meaning such as the word the in phrases, but 
then the writing conventions or spelling conventions adopted in the native language help 
in making appropriate decisions. 

When the words are combined together the phonological rules of the language are to be 
followed. Just as the Hebrew language does not mark the vowels in words, some 
languages may not mark the space between words or even sentences in writing. They also 
have writing conventions that enable them to combine the words into phrases and write 
them without any space between the words. Major Dravidian languages spoken in south 
India have followed this type of combining words without space between them for many 
centuries. As such the phonological and the writing conventions of combining the words  
into phrases need to be taught in language teaching. 

Learning  sentences 

A traditional definition of sentence states that it is “the complete expression of a single 
thought.” Another definition says that a sentence has a subject as well as a predicate. In 
order to learn the sentences of the target language the syntactic convention of putting 
words together to form phrases and sentences need to be learnt.A normal sentence always 
carries some meaning. The meaning of a sentence generally depends on the words that 
constitute that sentence. Every sentence is a sequence of words, but not every sequence of 
words is a sentence.Therefore it is mandatory to teach the rules of syntax of the target 
language. 

Translation as a tool 

Translation is a process of finding a target language equivalent for the source language 
sentence, finding a target language equivalent for a source language text. In some 
extreme theoretical positions, equivalence is sometimes defined as the identity of not 
only the content but also of the form and the processes at various levels of the linguistic 
structure in the translated material in the target language.It involves the transfer of the 
content to the target language in a manner that is acceptable to and considered as the 
genius of the target language. This equivalence must be achieved in such a way that 
ambiguity, interference and variation in meaning are all avoided. 

 As people begin to travel from place to place, from one country into another for various 
pursuits, and as people groups begin to develop social, cultural and economic contacts 
with one another, the necessity for translation for effective communication increases. 
Multiplicity of languages is a fact of life in our world. People all over the world prefer to 
learn a foreign language as an additional language in order to attain some level of 

2010 HICE Proceedings - Page 3173



competence in that language. As such, Translation  has become an effective tool for   
language teaching. 

 

 

 

 Transliteration as a tool 

In language teaching translitration is used as a tool to teach the phonetic script and 
spelling of the target language. It enables the learner to achieve consistency in 
transcription and adopt the spelling conventions of the target language. 

Language Teaching/Learning in ODL 

Multimedia approach 

Language technology known as Human Language Technology (HLT)  consists of 
Computational Linguistics (CL) and Speech Technology at its core and includes many 
application oriented aspects of them and is closely connected to Computer Science and 
Linguistics.In the ODL system the  Language Teaching is done through the multimedia 
approach in which it is planned what kind of Language Technology (tools)  is to be 
developed and used for the  language teaching. Presently, the  ODL system uses the 
following tools for the language teaching :  
 

Speech Synthesis  

Speech Synthesis is the artificial production of human speech. A computer system used 
for this purpose is called a speech synthesizer, and can be implemented in software or 
hardware. A text-to-speech (TTS) system converts normal language text into speech; 
other systems render symbolic linguistic representations like phonetic transcriptions into 
speech. Synthesized speech can also be created by concatenating pieces of recorded 
speech that are stored in a database. A system that stores phones or diphones provides the 
largest output range, but may lack clarity. For specific usage domains, the storage of 
entire words or sentences allows for high-quality output. Alternatively, a synthesizer  
incorporates a model of the vocal tract and other human voice characteristics to create a 
completely "synthetic" voice output. The quality of a speech synthesizer is judged by its 
similarity to the human voice, and by its ability to be understood. An intelligible text-to-
speech program allows people with visual impairments or reading disabilities or non-
native speakers to listen to written works on a computer and learn a foreign language 
easily and upto their satisfaction.  
 
  
 Machine Translation system  
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It has lot of linguistic and computational resources equally to realize the goal. It has been 
claimed that building a Machine Translation System between a pair of genetically related 
languages is comparatively an easier task than developing one that involves genetically 
unrelated pair. The more the similarities between the languages, the less are the problems in 
the development of Machine Translation System. It uses the computational linguistics tools 
likeMorph analyzer, Part of Speech Tagger, Parser, Transliteration Tool, Word net, Chunking 
and Dictionaries. 
Machine Transliteration is to transcribe a word written in a script with approximate phonetic 
equivalence in another language. It is useful for machine translation, cross-lingual 
information retrieval, multilingual text and speech processing. It is the practice of 
transcribing a word or text written in one writing system into another writing system, such 
that a reader should be able to reconstruct the original spelling of unknown transliterated 
words.  
  
Morphological Analyser  
 
The task of Morphological Analyser is to identify the root and Morphological features of the 
word. Words in the input text are first processed by the morphological analyzer. Its task is to 
identify the root, lexical category, and other morphological features of the given word. For 
Statistical MT, machine learning methodology is used for creating Morphological analyzer.. 
It does not require manual encoding of linguistic rules. Morphological analysis is redefined 
as a classification task. Van den Bosch et al. (1996) discern two types of classification tasks:  
 

• Identification task: Choose the correct part-of-speech of a word.  
• Segmentation task: Decide for each phoneme in a word whether it is at a morpheme 

boundary or not.  
• Part of Speech Tagger: Assignin a part of speech or lexical category uniquely to each 

word in a sentence. It essentially involves the task of marking each word in a 
sentence with its appropriate part of speech. Lexical category: Find out the exact 
grammatical category of the word to avoid the ambiguity. The POS annotation of a 
text is the procedure for categorizing words in terms of various parts of speech. A 
collection of POS tags for a given language is called a POS tag set.  

• Parser: a tool that is developed for the purpose of syntactic analysis. It is the process 
to determine the grammatical structure of words with respect to the given formal 
grammar. The parser basically is developed to resolve the ambiguity in the structure 
of the Language.  

  
 
Morphological Synthesis  
 
Morphological synthesis is the process of producing the inflectional forms given the base 
form. It is the inverse form of Morphological Analyser. It generates the root words and their 
inflections to a word form.  
 
Word Net 
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The purpose of word net is to produce a combination of dictionary and thesaurus that is more 
intuitively usable, and to support automatic text analysis and artificial intelligence 
applications. It groups words into sets of synonyms called synsets, provides short, general 
definitions, and records the various semantic relations between these synonym sets. This tool 
is basically used to disambiguating the meanings of words depending upon the context. 
  
 
 
Chunking  
 
The analysis of a sentence which identifies the category of words is known as chunking. It 
neither specifies the internal structure of the words nor their role in the main sentence. It is a 
technique widely used in natural language processing. It is similar to the concept of lexical 
analysis for computer languages.  
 
Role of language technology in ODL 

The language technology provides a range of tools which extends and enriches teachers’ 
instructional strategies and support in language teaching through ODL. Computer 
programs  help students collect, organize, and sort the data they gather and  speak, listen, 
read and write. It is also used to connect students to the teacher at home and abroad, and 
to bring the global community into the local classroom. 

 The Indira Gandhi National Open University (IGNOU), in order to reach the unreached 
and enhance its accessibility to all over the world, uses various ICT tools like 
Audio/Video programmes,teleconferencing, video conferencing, internet, portals etc.  for 
the class-room instructions  in  language teaching. For online programmes, the University 
has established Tele-learning centres at its Regional Centres. Depending on the 
requirement, the University collaborates with private entrepreneurs to provide practical 
training and tele-learning facilities to its learners. Interactive Radio Counselling is 
broadcast from the studio in the University as well as from 26 FM radio stations across 
the country.The EduSAT channel provides interactive lectures and counselling to learners 
through SITs, as well as a few DTH platforms. IGNOU’s E.Gyankosh imparts virtual 
class-room instructions and training to the distance learners of foreign languages.  

Conclusion  

The first language learning  is a subconscious learning process with no awareness that the 
linguistic rules are being learned but  in the second/foreign language teaching/learning 
linguistic knowledge/competence is achieved through constant interactions and practice 
in the target language.The language teaching/learning in ODL actively involves the 
learners in the collection, analysis, and use of sounds,words, phrases and sentences and 
provides better motivation and empathy for the target language. In its multimedia 
approach it uses various ICT tools to impart linguistic knowledge and competence to its 
learners in all the four linguistic skills. It enables the distance learners to master the 
phonetic and the written grammatical conventions of the target language efficiently and 
faster. The Indira Gandhi National Open University (IGNOU) is imparting language 
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education through ODL and is offering the teaching/learning of foreign languages 
globally through the modern language technologies. 
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 The proliferation of databases, software packages, policies, and standards has created a 
training nightmare for libraries and other organizations that must train a wide range of staff with 
varying competencies. Furthermore, the increase in the use of temporary and adjunct 
employees and the large number of student workers and graduate assistants, who work for 
varying periods of time, require libraries to constantly train new employees and constantly 
update training procedures and guides.  

 At Sherrod Library, the main campus library for East Tennessee State University 
(ETSU), we have a large number of training modules and handouts in many formats—ranging 
from PowerPoint presentations to interactive tutorials and LibGuides to simple one-page pdf and 
Word documents. In order to provide organization and focus for our training programs, we 
decided to create a Desire2Learn (D2L) website for our library. D2L is the courseware adopted 
by ETSU. It is used by many professors and is familiar to all students and many staff at the 
university. D2L provides us an easy-to-use means to organize training modules for many 
different types of employees. It also allows us to assess their level of training and to gather 
feedback for our training programs. Further benefits are the time savings for trainers who are no 
longer tied to a specific schedule and the flexibility it allows new employees, who may access 
the D2L site at their convenience. 
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 In our presentation, we will discuss the types of employees we train, the modules we 
use, and how we integrate them into the library’s D2L training website. 
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Preparing teacher candidates to teach through problem-based learning 
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Introduction 

Pre-service mathematics teachers entering the workforce today are expected to balance many 
important duties. They are expected to provide an environment that fosters basic skills measured on 
standardized assessments. Meanwhile, they are also expected to create problem-based environments 
where students engage so-called 21st century fluencies (e.g., solving complex and authentic problems, 
collaboration, team-based, etc…) (Marcus, Fukawa-Connelly, Conklin, & Fey, 2007). Many pre-
service math teachers are comfortable facilitating teacher-centered, lecture based instruction, however, 
they may not be comfortable or confident in facilitating problem-based environments. A key factor in 
this comfort level is their own experience as a student in such environments. If, as a student, they were 
successful in lecture environments, then they are likely to facilitate similar environments in their own 
teaching. Similarly, if they were successful with problem-based environments, they may be more likely 
to facilitate the creation of such environments in their own classrooms. How then should pre-service 
teachers learn methods which engage 21st century fluencies such as problem based learning? Can 
teacher education programs affect how pre-service teachers view problem based learning and prepare 
them to teach in these environments? When deciding how best to instruct pre-service teachers in 
methods of problem-based learning, the aforementioned challenges must be considered. In this article, 
we describe the experience of secondary mathematics teacher candidates in a problem based learning 
environment and explore the dimensions that exist between pre-service teachers experiencing problem-
based learning as learners and as teachers. We want to understand how we might improve the 
likelihood that pre-service teachers are successful with this approach as learners and as teachers. 

Students entering the information-age workforce are expected to have skills and beliefs 
congruent with solving complex and authentic problems in environments that require teamwork and 
collaboration. Recently referred to as 21st century fluencies, they include developing abilities to 
collaborate, knowing how to access resources, analyzing complex systems or problems, and modeling 
situations. Teaching these fluencies requires methods above and beyond skills-centric approaches. It 
requires putting problems in contexts and matching skills with tasks. One promising approach is 
problem based learning (PBL). In PBL, math teachers create environments which engage learners in 
solving authentic problems that often do not have an obvious solution path, that require collaboration 
to solve, and that may not have one correct answer. For our work we assumed that PBL is not the only 
way to create instruction for the math classroom. However, we do assume that it is a plausible 
approach and one worthy to consider as we better attempt to help pre-service teachers create 
instruction that is engaging. 
 
Literature Review  
 
Problem-Based Learning 

PBL is a strategy based on constructivist learning principles (Edens, 2000). The PBL model has 
been used in professional, educational, and training disciplines such as nursing, medicine, and 
engineering (Williams & Williams, 1997). The PBL environment helps learners develop problem-
solving strategies. They do this through investigation of authentic and complex problems situated in 
realistic contexts. PBL utilizes problem-solving, authentic problems and active learning to achieve its 
goals.  
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Guiding principles 
 The fundamental components that comprise the PBL model are problem-solving, authentic 
problems, and active learning. PBL focuses on problem-solving skills (Edens, 2000) necessary to 
actively solve an authentic problem (Blumenfeld, et al., 1991). This encourages in-depth analysis of 
information specific to the problem or situation under investigation (Williams & Williams, 1997). 
Authentic problems serve as the impetus for learning in the PBL model. Authentic problems are 
coherent, meaningful, and purposeful activities typically performed by individuals in society 
(Williams, 1992). They connect theory to application and are open-ended and controversial (Edens, 
2000). Authentic problems allow students to fulfill the defined role, and must be “ill-structured” 
(Williams). An ill-structured problem is a complex situation that has no single, or clear-cut solution 
(Uyeda & Madden, 2002). Examples of authentic activities are mechanical predicament, unexplained 
phenomena, or patient symptoms (Williams & Williams). These activities guide the investigation and 
problem-solving strategy, and determine the outcome of the PBL instruction. Problem-based 
instruction requires that the learner actively generates the learning goals, and makes decisions 
regarding the processes that are necessary to solve the authentic problem (Feletti, 1995; Uyeda & 
Madden, 2002). Through this active process, students acquire an understanding of principles and 
concepts specific to the authentic problem (Blumenfeld, et al., 1991). PBL provides students with an 
opportunity to actively acquire knowledge while simultaneously solving an authentic problem (Edens, 
2000; Uyeda & Madden, 2002). 
 
Goals and characteristics 
 The goals of problem-based instruction are create instruction where learners can acquire factual 
knowledge, master general principles, and use situated knowledge for solving future problems 
(Norman & Schmidt, 1992). In order for these goals to be achieved, six instructional characteristics 
must exist (Williams & Williams, 1997). The instruction must: (1) allow students to use their senses in 
observing and proposing solutions; (2) simulate reality; (3) foster student collaboration; (4) allow for 
student-directed learning; (5) allow for independent study opportunities; and (6) afford opportunities 
for reflection on learning process. Barrows (1996) suggested a similar set of characteristics. The 
instruction should be student centered and occur in small-groups. The role of the teacher is as a 
facilitator or coach, and instruction should focus on the problem. As the problem is solved, new 
problems should emerge and new information should be acquired through self-directed learning. 
 
Design components 
 Edens (2000) suggested three design phases for the creation of a PBL environment. The first 
phase relates to problem development. During this phase, students are introduced to an unstructured 
problem and develop a problem situation. Second, PBL events are initiated through inquiry and 
investigation. During this phase the problem is defined, assumptions and constraints are described, 
hypotheses are formed, and the investigation is initiated. Students can be assisted during this process 
by asking questions such as "what we know", "what we need to know", and "what we need to do". 
Following this is formative assessment, which measures a student's information-seeking strategies and 
problem-solving logic. The third phase is the problem solution phase. During this phase students 
generate solutions to the problem. This is followed by a final performance assessment that measures 
the student's success in achieving the learning goals (solving the problem). Finally, a debriefing occurs 
where students share their outcomes.  

Advantages of PBL Design 
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 Research on the effectiveness of PBL demonstrates that the learner-centered, problem-solving 
environment of PBL can enhance metacognition, self-directed skills and intrinsic student interest 
(Blumenfeld, et al., 1991; Lieux, 1996; TEACHER PAGES, 2005). Further evidence indicates that 
PBL environments can increase student confidence in problem-solving and processing skills (Woods, 
1996; Lieux). Blumenfeld, et al., also suggests that PBL environments enhance deep understanding 
and improve competence in thinking.  
 
Disadvantages of PBL Design 
 Research on the PBL environments show that there is an initial reduction in learning due to 
difficulty in matching the performance measurement to the individual learning experience (TEACHER 
PAGES, 2005). The activity of problem-solving is a difficult task for learners, since it requires the use 
of ill-structured problems with no predetermined outcomes, and can be ambiguous (Edens, 2000). 
Structure and guidance may be required in a non-structured environment. The complexity of PBL 
environments can cause difficulty in generating learner-specific outputs and inputs (Blumenfeld, et al., 
1991). Students may become further frustrated by the requirement to acquire information, generate and 
test solutions, and evaluate findings (Blumenfeld). To deal with such requirements, students may 
simplify their approach through negotiation (Doyle, 1983; Stake & Easley, 1978). Students may 
perceive that they "learn less" because less material is covered (Edens). Because there is a 
collaborative learning component, problems may arise due to collaborative learning conditions. 
Namely, evidence suggests that collaborative learning may improve motivation at the expense of 
higher level cognition (Blumenfeld). 
 
Our approach/study 
 In this section, we describe the underlying design of the problem, and how we implemented it 
in the classroom setting. The authors worked together to design the problem, its implementation, and 
assessment. An engineer from a local airline provided the definitions and tables on Statistical Loads 
Data for the Boeing 747-800, and was available to answer our questions as we worked to understand it. 
We provided students with several recent articles concerning the importance of fuel efficiency in 
airlines, and a scenario concerning a specific airline which “hired” our students to work on improving 
fuel efficiency on a specific round trip flight. While devising the problem, we worked together and 
alone to work through it ourselves, refining our understanding of the problem and the mathematics 
involved, using a variety of technology and discussing the problem. Additionally, we created and 
provided students with a brochure outlining the key ideas behind PBL as a teaching and learning 
strategy.  
 
Methods 

As part of a Microsoft Partners in Learning grant, twelve teacher candidates in a problem 
solving course taught by one of the authors were introduced to the goals and challenges of problem 
based learning and presented with a recent problem in the airline industry: how to reduce fuel costs. 
Students spent two weeks in and out of class working in groups to solve the problem. Both authors 
planned and taught this part of the course. Students used statistical load data to model fuel use for 
Boeing 747-800 aircraft, and then used their models to propose effective optimization scenarios. Data 
collection included video tapes of students engaged in solving the problem, their solutions to the 
problem, and students’ responses to two surveys, one focused on group interaction and the other on 
beliefs and attitudes about learning and teaching through complex, authentic problems. The survey 
regarding group interaction contained 51 Likert type questions with four responses ranging from 
Strongly Agree to Strongly Disagree, and a fifth response of N/A. The survey regarding problem-based 
learning contained 11 Likert type prompts, with the same choices as the first survey. Questions 
targeted pre-service teachers’ beliefs and attitudes towards problem based learning as learners and as 
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future teachers. Students also completed self-and-peer evaluations, and wrote reflections on their 
experiences. We analyzed the data using the qualitative software, Nvivo.  
 The research questions we sought to answer were: 

1. What are pre-service teachers’ beliefs and attitudes towards problem-based learning as 
learners? 

2. What are the perceived benefits, challenges, and threats to implementation of problem-based 
learning? 

3. What are teacher candidates’ beliefs about the efficacy of problem-based learning? 
 
Results 

The purpose of this study was to explore preservice teachers’ beliefs and attitudes about PBL 
after engaging in a problem-based learning experience as students. This paper focuses only on the 
second research question: what are the perceived benefits, challenges, and threats to implementation of 
PBL?  

 
Challenges of problem-based learning 

Teacher candidates perceived many difficulties associated with problem based learning, 
including the lack of structure for students, poor group dynamics, need for teacher preparation, lack of 
time, and grading. Here we will focus on just a couple of the issues that were most salient to this class. 
One of the most common ideas was that the lack of structure in a problem-based learning situation for 
students could lead to frustration for both teacher and students. Adam (all names are pseudonyms) 
described an experience from his current work in a classroom to illustrate his concerns. 

I taught a lesson a little over a week ago where I allowed some of the instructions to be a little 
vague on purpose so that the students would need to think critically about what they were 
doing. This ultimately turned into chaos, because nearly all of the students said that they 
couldn’t do the assignment. This is just one of the aspects of a lesson, I would hate to see the 
revolt if an entire project was left wide open for the students to interpret on their own. 

Adam’s comments indicate that he perceived problem-based instruction as consisting of vague 
directions rather than open-ended problems. He did not see that as a teacher, he could affect the 
outcome of students’ responses to a problem-based learning experience by the way he set it up and the 
support he offered. That is, by reflecting on how students responded, he could take into account why 
they responded the way they did and reconsider the way he set up and implemented the task in order to 
be more successful. In further comments, he concluded that problem-based learning was too difficult 
for students below college level. Other teacher candidates voiced how difficult it is for teachers to 
watch students struggle, especially if they showed signs of frustration or giving up, and their likely 
response would be to do the difficult parts of the task for the students. Charles recognized the 
difficulties of allowing students to struggle, but also the importance. 

The key is for instructors to let the students keep trying. If the teacher resorts to giving the 
student the desired information, or part of what the student was being led to discover, then the 
positive effects of PBL will not only not be felt, bit it would have wasted quality instruction 
time. 

Many others were also concerned with the amount of time such learning experiences would take, 
although not just class time, but the time it would take teachers to design the experience. 
 Most teacher candidates perceived challenges of the open-ended nature of PBL, but believed 
they could affect how students engaged. Angie described, “Teachers must take great pains in preparing 
students adequately for, designing and implementing the problem.”  Seth described what teachers 
could do to make the learning experience successful, and discussed the strategies used by the 
instructors during this experience, including monitoring students’ work to see what progress they were 
making, holding a meeting to discuss difficulties, and circulating around the room to assess and ask 
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questions each day so students could describe their problems and ideas. Additionally, one student 
reflected on the way the problem was launched, with guidelines and an example that helped his group 
get focused so they could start working on the problem.  
 Several difficulties discussed by pre-service teachers involved having students work in groups. 
A significant concern was that students would submit one solution per group and all receive the same 
grade. Most of the teacher candidates believed that in high school some group members would do 
much more work than others, so that “slackers” would get grades they did not deserve, while the 
students who wanted a good grade would do all the work. As one put it, “Problem-based classrooms… 
can also backfire with only the smart kid in the group doing all the work.”  While a similar issue also 
involved concerns about grading, “[teachers] need to grade and assess the students’ learning and 
progress and it is difficult to do so when they get credit for the work of others.” In this specific 
experience, though, students indicated that this did not happen in their groups. In some cases they 
attributed this to their maturity and motivation as college students. However, some referred to the peer- 
and self- assessments that they were required to submit. A couple of teacher candidates indicated that 
such a peer assessment would minimize this problem in high schools. Alison commented, “Peer 
evaluations are helpful in seeing what others thought within the group and I like the idea of self-
evaluations because then students can speak up if they felt they did most of the work.” 

Karen raised another issue related to having students work in groups. She believed that she 
would not be able to ask students to work in groups outside of class in high school, whereas the college 
students in this experience were required to do much of the work outside of class. Other teacher 
candidates were concerned with group dynamics, and Adam cited how difficult it was to work with 
one of the members of his group, although admitted that he dealt with it because he was an adult. He 
was concerned about teenagers not being able to handle similar stresses. “There will be multitudes of 
disagreements and teenage dramas that can affect a group’s ability to work together.” Another 
mentioned a current high school class they were observing and that the teacher wanted the students to 
work together but in spite of this, the students rarely interacted. No teacher candidate discussed how 
they could affect group dynamics within their classrooms, and several seemed to believe that the 
ability to work in groups was innate, rather than skills to be learned.  
   
Benefits of problem based learning 

 Interestingly, in spite of the difficulties they described with group work, the benefit cited most 
often was the chance to collaborate in groups. Most of the teacher candidates enjoyed this particular 
learning experience and the groups they worked with, and agreed or strongly agreed that it was an 
effective learning experience. John referred to his own preference for learning as he described the 
benefits. 

Problem –based learning environments have the potential and capacity for the most effective 
teaching and learning available for mathematics… At a college level… I have found that I learn 
better through interaction and working with groups to solve world-related problems. I think this 
would also be most beneficial for middle and high school students. 

 He also asserted that the nature of group work will help the students who struggle the most as the 
others in the group help them. Karen agreed that students learn from each other in a group, “we were 
able to apply some skills that we knew and in the cases of some of the members of our group maybe 
learn some new techniques.” Anthony went further to describe how effective groups can help each 
other: 

The amount of work that can be accomplished by a group working together with a common 
goal and specifically delegated tasks can truly be amazing if teamwork exists. Being in groups 
such as this throughout our academic career has helped us understand the importance of making 
sure each member is on the same page and that everyone’s work has a purpose.  
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While these ideas focus on learning concepts and skills from group work, others described that 
learning to work effectively in groups is a valuable end in itself. William shared his thoughts on how 
his experience encouraged this aspect of group work. 

The values of PBL that I have noticed are mostly rooted in its collaborative nature. Students are 
put in an environment where they will need to practice and master teamwork skills. One such 
skill is communication. As I have worked in this project, we have had a great need to hear each 
others’ ideas and try to understand why and how the individual thinks that particular way. We 
constantly need to give feedback to let others know how we feel about heir work or ideas. On 
the other end, I need to be actively sharing my opinion and backing it up with evidence to 
support my claim. 

While William and others reflected on their roles and the skills they used to help their groups work 
well together, no teacher candidate mentioned that teachers can facilitate groups so that successful 
group work is more likely.  
  
Discussion 

We sought to give preservice mathematics teachers a rich experience in problem-based learning 
and opportunities to reflect on their experiences both as students and future teachers. We set up and 
implemented the activity explicitly modeling our strategies to encourage students to think about how 
they could set up a similar environment in a secondary classroom. In general, the students who disliked 
group work or problem solving the most did not want to use it in their own classrooms, while those 
who liked the experience saw the benefits as outweighing the difficulties. Indeed, in their reflections 
they mentioned the strategies used by their instructors: peer and self-assessments, rubrics, checking in 
with students, supporting effective group work strategies. However, even those who liked the 
experience were concerned about its implementation in secondary classrooms, rarely viewing the 
issues as teaching problems they could affect.  

While we asked teacher candidates to reflect on their learning in this experience, issues of 
management concerning group work and student frustration overshadowed any thoughts on the nature 
of the learning. These concerns arose from their previous experiences as students and through recent 
fieldwork, not from the current experience. In fact, most teacher candidates described the experience as 
very good, but they attributed their positive experiences to having already worked with each other in 
groups, being mature college students, and math ability. However, a message we wanted to convey is 
that what and how students learn and what roles they take on in their own learning are significantly 
different in a problem-based classroom than in a traditional classroom. Many of our teacher candidates 
seemed to believe that the choice between the two methods was simply a matter of taste and that in 
either case, the only thing of importance that students will learn in the classroom is mathematical 
concepts and procedures. In their view, it seems much easier to just tell the students what to know and 
then let them practice. So, while the experience was good, those who were interested in using this 
strategy gained an experience to give them some ideas about how to implement PBL and some insight 
into the issues for teaching. But those who were not already interested in implementing this type of 
learning in their classrooms were not convinced to consider it. 

So, how should problem-based learning experiences be structured for preservice mathematics 
teachers so they critically examine their beliefs about this teaching and learning approach? While we 
believe that this activity provided a crucial experience for teacher candidates, we believe they may also 
need experiences assisting teachers in well-managed PBL classrooms. In addition, they would need to 
be part of the planning and engage in discussions about the problems that arise in teaching this way.  
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6. Abstract  

Purpose 

 The purpose of this study is to explore how ESL teachers in an elementary school 

approach the teaching of content-based ESL. I chose this topic for several reasons. First, the 

topic presented itself when I experienced my home country’s educational situation firsthand. In 

my country, content-based ESL instruction is a new approach. We learn the English language as 

a single subject, and learn it independently of other subjects. My interest was in probing the use 

of content-based instruction at a deep level— especially as it is used for all English language 

learners—by conducting research within the U.S. educational environment. Second, much less 

research is available on content-based ESL instruction than on regular content-area literacy 

instruction. Although there are similarities between two types of instruction, I maintain that there 

are specific aspects of content-based ESL instruction mainly because of the characteristics of 

ESL students. Third, I found that numerous research studies have focused on content-based ESL 

at the secondary and adult levels. But young ESL students need to learn English in the content 

areas. As time goes by, young students will read and write more complex texts and content-based 
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ESL instruction encourages young students to learn a new language by engaging in real 

interaction from the very first class, using the language as a real means of content-area learning.  

Various definitions of content-based instruction for ELLs have been proposed. Some 

program models overlap, and different names have been given to ESL and bilingual program 

variations (Ovando, Collier, & Combs, 2003; Peregoy & Boyle, 2005). Researchers have defined 

content-based ESL instruction as the integration of specific subject-area content with second 

language skills (Brinton, Snow, & Wesche, 2003; Brown, 2007; Gordon, 2007). Ovando, Collier, 

and Combs (2003) explained that content-based ESL is a part of bilingual education programs, 

and that it plays a role in bridging academic content from an ESL class to an English-medium 

class. That is, content-based ESL instruction is a curricular approach or framework that uses 

sheltered instruction as a teaching method (www.carla.umn.edu/cobaltt). In this study, I use the 

term content-based ESL instruction in a wider and more general sense. That is, I consider CBI as 

the integration of comprehensive English instruction and content-area instruction for ELLs, 

although I focus somewhat more on English language development.  

  

Theoretical framework 

Alvermann, Phelps, and Ridgeway (2007) mentioned that “envisioning language as social 

practice opens the door to new ways of thinking about content literacy teaching and learning in 

culturally diverse classrooms” (p. 60). They observed that a major influence on teaching content-

area literacy instruction is the work of Vygotsky. Vygotsky (1978) emphasized the social 

construction of learning and the importance of understanding the individual as part of a social 

and historical context.  
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 Toohey (2000) mentioned that Vygotsky’s ideas of learning were reflected in the notion 

of communities of practice. Lave and Wenger (1991) considered learning as socially situated and 

constituted by the sets of relations among members of the community. This notion of 

communities of practice can be applied to the real practices of classroom communities. In 

classrooms, there are diverse communities of practice in the same manner as in other 

communities. According to Toohey (1998), the official community is made up of the teacher and 

the students, the activities in which they participate together, and the materials with which they 

mediate their activities. From the communities of practice perspective, it is necessary for 

children to participate actively and collaboratively in learning a new language and content areas.  

 

Methodology 

 This study used qualitative research methodology to explore how ESL teachers approach 

the teaching of content-based ESL. For the study, I worked with 2 ESL teachers for 2 months. 

Data were collected in a second- and a third-grade ESL classroom in an elementary school by 

using three methods: classroom observations, interviews with the teachers, and written materials. 

The elementary school is located in the Midwest in the United States and has an outstanding 

multicultural and multilingual program. The ESL classes are held every school day by grade.  

 For the observation, I focused on the following: the content each teacher was teaching, 

the teacher’s strategies, her feedback to the students, and the method of classroom interaction 

(e.g., small group, whole group or individual work). The interview with each teacher was an in-

depth semi-structured interview. In addition, I looked for teaching materials including handouts 

and classroom artifacts. In analyzing the data, I created a few categories with emerging themes 

based on transcriptions and my field notes of observations and written materials.   
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Results 

 In this study, I found several important commonalities between the two ESL teachers in 

their teaching of content-based ESL. First, regarding the teachers’ perspectives on the instruction, 

both ESL teachers thought content-based ESL instruction was one of various ESL teaching 

programs, and felt that this mode of instruction was effective. Thus, they emphasized both the 

teaching of the content areas and the teaching of the English language at the same time. 

 Second, one of the main characteristics of their content-based ESL approach was to use 

various hands-on experiences. Both teachers maintained that these concrete activities were 

especially effective for ESL students. They mentioned that some content was too difficult to 

teach the ESL students directly. For instance, second-grade ESL teacher explained the three parts 

of a seed in a science class by using a hands-on experiment. The students also enjoyed a concrete 

game activity in the science unit. In the social studies class, the students made their own map of 

the United States, and having their made maps, they learned about the U.S. map and its 50 states. 

Third-grade ESL teacher also used hands-on experiences in teaching fractions in math class. Her 

big project in the science class, “Insect Museum,” was a good example of the use of concrete 

experience. Although these hands-on experiences took a much longer time, more planning, and 

more effort, both teachers believed the ESL students learned a great deal from these activities.  

 Through the hands-on experiences, most students in both classes interacted and 

participated in class actively. The interactions in classes were related to Vygotsky’s (1978) 

sociality. The interactions stimulated conversation among the students and between the teacher 

and students about the class activities. Through these hands-on experiences and classroom 
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interactions, the students in both ESL classes learned a great deal about both the content 

knowledge and the English language.  

 Because both ESL teachers used various experiments, they also used realia, such as lima 

beans in second-grade ESL class and many insects and microscopes in third-grade ESL class. 

The students in both classes were excited to see real beans and various insects in their classrooms. 

These realia are especially useful for ESL students in helping them develop concrete concepts 

effectively in the content areas.  

 Next, both teachers tried to do various kinds of groupwork in class and they agreed that 

the students could learn from other students in their groups. Vygotsky (1978) maintained that 

children’s mental processes are constructed through relationships with others. He emphasized the 

social construction of learning and focused on the importance of understanding the individual as 

part of a social context, in this case in the classroom communities present within schools.  

 From the communities of practice perspective, in my study there were several 

communities in both classrooms composed of students with various needs, in addition to the 

official community made up of the teacher and the students. I found that the major parts of 

learning were constituted through relationships in groups and in class through discussion. When 

students had the opportunity to work together, they were more likely to be actively engaged 

through discussion. The interaction enables students to connect new information to their lives 

and to the lives of others, to become aware of their thoughts, and in the process, to make new 

information their own. Both teachers in my study tried to foster the participation of students with 

various needs through group activities and whole-class activities.  

  Next, for the teaching materials, both ESL teachers had made their own instructional 

books and materials during their years of teaching ESL. Their teaching materials and approaches 
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seemed to be more flexible. Their main teaching materials were self-made books. For example, 

second-grade ESL teacher copied relevant pages from various resources and organized them 

according to her topic units. Third-grade ESL teacher also tried to find various resources, which 

she adapted to the needs of her ESL students. She was still modifying, rewriting, and developing 

these resources to make her own materials. That is, both ESL teachers used their own materials 

based on the units they taught, their schedule, and the needs of their ESL students.  

 The final characteristic in their teaching of content-based ESL is related to emotional 

factors. The teachers basically understood the special situations of their ESL students. Their 

students gathered in the ESL classrooms from different regular classes in the English-language-

speaking school. Therefore, the second-grade teacher tried to give them as much comfort and 

encouragement as possible. The third-grade teacher tried to relate her approach to her own 

experiences in learning ESL at a young age, and she always understood her students’ difficulties 

well. Both teachers agreed that in addition to using effective strategies, emotional factors played 

an important role in students’ content-based ESL learning.  

 

Educational importance 

From this study, teachers and researchers especially outside the United States will be able 

to develop an appreciation for content-based ESL instruction. In addition, my study could be 

used as a foundation for further study, and teachers and researchers can apply this research 

according to their various situations. My ultimate goal in investigating this study is to engage in 

research that contributes to knowledge in the field of second language and literacy education for 

the benefit of students, teachers, and other researchers. 
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Abstract  
 
Playing games, especially electronic games, is a popular free-time activity among 
children and adolescents and these games seem to have a prominent role in the culture 
of young people. It is with this in mind that the SINGA environment was designed 
and developed. This paper describes the concepts of an initiative called SINGA (short 
for SINGAZENZELA) and how far the SINGA environment adopts features of the 
Alternate Reality game (ARG) to enhance its effectiveness.  SINGA is an 
environment, both digital and physical, that simulates the real-world environment to 
impart survival skills to vulnerable children by putting them through challenges and 
puzzles. ARGs, on the other hand, are multimedia narratives that use real-world 
platforms to tell a story that evolves around the user’s response to challenges and 
puzzles. 
 
Keywords 
 
Alternate reality games, vulnerable children, pedagogy, resilience 
 
1. INTRODUCTION 
 
Many youngsters in Africa live on the edge, in a world beyond the reach of routine 
adult support or supervision. Yet, somehow they eke out an existence – often outside 
the formal economy and outside public sector institutions. Day in and day out, their 
life chances are compromised by food insecurity, the impact of HIV/AIDS, malaria 
and tuberculosis, lack of education and the fear of crime, conflict and war. In 
situations where these children need more support than ever, the traditional 
institutional and family infrastructures are falling away.  It is for these reasons that an 
initiative called SINGA (short for SINGAZENZELA) came up. The mission of 
SINGA is to enhance the livelihoods of vulnerable children and young people by 
imparting to them ways and means to participate better in their own lives and to get 
things done without necessarily relying on adults and officials. SINGA, which means 
“we can do it by ourselves” in Zulu, is a project that aims to take up the challenges 
faced by vulnerable children by intervening in the traditional public and voluntary 
sector service delivery. By using both activities that simulate the real world 
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environment and those that take place in the real world, the activities and the 
challenges undertaken in the SINGA empower the children with skills on how to do 
things in the real world through discovering services by themselves.  
 
Playing games, especially electronic games, is a popular free-time activity among 
children and adolescents and these games seem to have a prominent role in the culture 
of young people. This mode of learning can be more enjoyable, more interesting and 
thus more effective than traditional learning modes. Games have advantages over 
other instructional media in that a) they support active, experiential, problem-based 
learning, b) they favour activation of prior knowledge given that players must use 
previously learned information in order to advance, c) they provide immediate 
feedback enabling learners to learn from their actions and d) they involve 
communities of players [8]. Computer games motivate and engage students and 
increases student content retention, ability to compare and contrast information 
presented and develop an insight into questioning skills [7]. In a study designed to 
assess the effectiveness of video-games, results show that students taking the game-
based course demonstrated deeper learning compared to their counterparts taking 
traditional lecture/textbook based courses [9]. The SINGA environment as a result, 
adopts a gaming approach which provides an alternate reality gaming experience. 
This paper therefore looks at both the features of ARGs and SINGA and explains how 
the ARG features are adopted in the SINGA environment to enhance the effectiveness 
of SINGA 
 
DESCRIPTION OF SINGA 
 
SINGA is an initiative to empower vulnerable children and young people. These 
vulnerable children include street children, child soldiers, orphans, children who head 
households, children of migrant workers, unaccompanied refugee children and 
children shared between their geographically spread extended families. At the heart of 
SINGA is its afro-centric design and content. SINGA tries to bring to the gaming 
world the design elements based on the understanding of the different African 
cultures, identity, new literacies and their impact on the development of the African 
child. Hope is a very powerful tool in the journey towards self-determination. The 
African representation of hope in folklore and fiction can be described in a literary 
context as Mystical Realism. SINGA's storytelling style encompasses an element of 
magical experience and wonder, a quality perceived as necessary for a child to create 
their own reality in a form better than that which exists at any given moment.  
 
SINGA stands on the pillars of among others Section 28 of the Bill of Rights provided 
by the South African Constitution, Summary of the UN Universal Declaration of 
Human Rights and African Charter on Human and People's Rights which all give 
protection to children (anyone under the age of 18) by giving them certain rights. 
SINGA enables children to discover services for themselves when they need them and 
in ways that make sense to them. It gives them ways and means to participate better in 
their own affairs without having to rely on adults and officials. SINGA is about 
providing scenarios in which a child discovers how to “do things’ that normally 
would have been difficult in a real world situation if they have not been introduced to 
the game. These SINGA scenarios or challenges enable the child to learn and grow as 
an individual, to develop an inner resilience, to access peer-based support networks 
and to navigate successfully through other support systems that will enable him/her to 
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cope with life’s challenges. SINGA enables children to discover services for 
themselves when they need them and in ways that make sense to them. It gives them 
ways and means to participate better in their own affairs without having to rely on 
adults and officials.  
 
SINGA challenges are a tool for engagement with the target audience. The initiative 
targets the right children through intriguing physical and digital puzzles, clues, 
collectable, downlodables, etc. Access to the challenges is directed through clues  
which are carefully placed where the most vulnerable will “stumble’ across in the real 
world. Each challenge is a self-contained learning experience and aims to build the 
player’s resilience. Over time, mastering these challenges gives way to a sense of 
curiosity to delve further into the SINGA experience, thereby learning more about 
life’s challenges. As the challenges are solved and individual collections grow, their 
understanding of issues increase – and in time- a sense of direction and purpose 
emerges. SINGA challenges reach available children through, among others, a food 
sack that is dropped, water that is handed out in bottles or a plastic sheet that is 
offered as shelter. To direct the target audience to these challenges SINGA uses 
distribution systems accessible to the poor and vulnerable children, such as spaza 
shops, bus and train stations, cell phones, TV, radio and street hawkers. The challenge 
approach motivates children of all ages accessing SINGA to use a blended media of 
paper, radio, telephone, television, cell phone, fax machine and PC to access each of 
these elements within SINGA 
 
By mastering the SINGA challenges children and young people become more 
resilient, more able to cope with their challenging conditions. As they talk together 
and work together, as puzzles are solved and individual collections grow, so too does 
their understanding – and in time – a sense of purpose and direction will emerge. The 
SINGA experience combines social constructivist pedagogy and a gaming approach 
to learning. Social constructivism emphasises the importance of culture and context in 
understanding what occurs in society and constructing knowledge based on this 
understanding. 
 
3. INTRODUCTION TO ALTERNATE REALITY GAMES 
 
An ARG is an interactive narrative that uses the real world as a platform, often 
involving multiple media and game elements to tell a story that may be affected by 
participants’ ideas and actions [10]. To be part of the ARG a player needs to find 
themselves in the world of mystery and excitement, adventure and fantasy and the 
world where they are so immersive that they start confusing the lines where reality 
and fiction.  The game is defined by intense player involvement with a story that takes 
place in real-time and evolves according to participants’ responses and characters. 
Players interact with characters in the game, solve plot-based challenges and puzzles 
and analyse the story and coordinate real-life and online activities. The ARG utilises 
several forms of media in order to pass clues to the players, who solve puzzles in 
order to win pieces of the story being played out. Clues can be passed through web 
pages, e-mail, voice mail, snail mail, television, newspaper advertisements, movie 
posters, billboards, newspaper classifieds, bottle labels, radio spots, etc. ARGs are 
some form of game in that they are not an entirely passive experience, and that they 
use the world around us – telephone lines, websites, advertising boards, TV, flyers, 
billboards, movies, SMS, chat rooms , twitter and actors you can meet in real life to 
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deliver the game. ARGs take the substance of everyday life and weave it into 
narratives that layer additional meaning, depth and interaction upon the real world 
[12].  
 
The enabling condition to this is technology, with the Internet and modern cheap 
communications making such interactivity affordable. The basic recipe for an ARG is 
exposition + interaction + challenges [13]. An ARG consists of three elements: 1) an 
underlying narrative or story, 2) a series of challenges or puzzles, and 3) a 
collaborative community. 
 
Many times the puzzles that must be solved cannot be solved alone.  This genre of 
game almost requires participation in a group or community that works together to 
win or overcome the more difficult hurdles. ARGs are not only mediated by the web, 
but they also extend into the real world, with players travelling to physical places and 
interacting with game characters via e-mail, SMS, twitter and even old-fashioned 
telephones. There are times in the life of a participant whereby one is not exactly 
certain whether they are in the virtual or real world. This is how SINGA works by 
blurring the two worlds to such a degree that when the phone rings the player is not 
certain whether this is a friend from SINGA or just another normal call.  
 
A “rabbit hole” marks the first website, contact or puzzle that starts off the ARG. 
‘Rabbit holes are in the form of people, billboards, newspaper adverts, bottle/can 
labels, radio spots, etc. all ‘rabbit holes lead to information which leads to more 
challenges. Players enter the game through “rabbit holes” – sites or events that point 
the way into the game by suggesting that at a certain website or a certain physical 
location there is a curious matter to be investigated [14]. ARGs often have multiple 
entry points and participants researching an initial strange occurrence or peculiar 
posting may find an e-mail address or telephone number that draws players into 
interaction with the fictional world of the game and characters within it. ARGs leave 
clues for potential players to follow: a subtle image on a poster, a cryptic message on 
a website. Clues and puzzles can be anywhere – websites, libraries, stores, recorded 
telephone messages, TV programs, printed materials (e.g. novels, textbooks, etc). 
 
Players put together story scraps and clues that lead them through a narrative. The 
essential components of an ARG are [11]: 

• It should have a captivating story that extends beyond the product being 
marketed 

• The game should reveal information slowly, using different outlets or 
mediums over an extended period. The narrative should be broken into smaller 
pieces so that not only do they need to be found but also deciphered into 
something intelligible. Different people or sources discover new information 
and forces them to work together as a collective to help the story progress. 

• The ARG has to use multiple mediums and be accessible on different 
mediums (e.g. blogs, videos, print media, billboards, posters in shops, 
placards, phone calls, radio, e-mail, etc). 

• The ARG should help blur the lines between reality and fiction 
• The ARG should have interactivity 
• A puzzle unlocks a new piece of information and helps progress a story. 

Therefore there should be a reward at the end 
• The ARG shouldn’t be difficult 
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• While ARGs generally use the Internet as a central binding medium, they are 
not played exclusively on a computer and usually do not require the use of 
special interface 

• Instead of presenting a chronologically unified, coherent narrative, the 
designers scatter pieces of the story across the Internet and other media, 
allowing players to reassemble it, supply connective ware and determine what 
it meant 

• The story is not bound to a single medium but exists independently and uses 
whatever medium is available 

 
4. THE CURRENT SINGA ARCHITECTURE 
 
The current SINGA platform is both digital and physical in the form of a SINGA 
website and a SINGA lab.  
 
4.1 The SINGA digital platform 
 
The SINGA digital platform consists of 4 main areas – My World, My Things, My 
People and My games. My World is the environment where a child can build a unique 
view of their life, and a map to other resources where they are in control and feel safe. 
My World is accessed either through a browser or using the cell phone’s voice and 
text message capabilities. My People is an environment where a child can interact 
with people in the community, family, peers, make new friends and learn and support 
from other children. A key component of the My People element is the buddy list. 
The buddy list is the electronic address of all those people the child may wish to 
contact. Some addresses are provided by default, e.g., that of the nurse, teacher, 
doctor, etc. The friends are those people a child can choose to keep and interact with 
whenever possible. This is a resource formed during the individual's SINGA 
experience, intended to help build resilience. My Things is a safe place where a child 
can store digital objects such as their birth certificate, letters, photo album, cookbook, 
memory box, etc. My Things will be securely deposited in a trusted repository – a 
digital vault. Digitisation is possible through basic technology, such as faxing a 
document to “My Things’, taking a digital photo with a cell phone and sending it to 
‘My Things’ or keeping a blog or diary. My Games is an environment where a child 
can learn, play and explore and learn about life in a funny way through challenges. 
Members can access educational games to help them make decisions and teach them 
about issues of importance in a non-threatening way (such as health-related issues, 
financial matters and service information). 
 
SINGA is designed for delivery using access methods that include: 

• MediaTiles based on SINGA IP broadcasts by cell-phone operators 
• Digital Doorways, the 4-seater computer terminals, that supports wireless 

networks and is placed in community centres for free access 
• Life stations, that include game consoles for situations beyond networks. 

 
Examples of services that can be provided in further developing the SINGA 
environment include: 

• Interactive real-time support via SMS-like chat clients 
• SINGAPEDIA, which is local knowledge stored in a wikipedia-like 

environment 
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• Automated FAQs and checklists, e.g. cellphone downloads, SMS and chat 
clients 

 
4.2 The SINGA lab 
 
The SINGA lab is arranged into four sets of activities – Mobile station, Paper station, 
Spaza Shop and the Digital Doorway.  
 
4.2.1 Paper station: Through reading specially-designed stories, children learn that 
the power to solve problems lies in them, that they can confide in reliable individuals 
and that help is available from a number of sources and individuals. An example 
available in the SINGA lab is when the children sit on a “shongololo', which depicts 
the character that they are about to read about. The 'shongololo' is a Zulu word for 
millipede. The story is about a disadvantaged Zulu girl, who has a wish to change 
things for her family through accessing the social service grants for herself, her 
grandmother and siblings, but does not know how to [3]. A character called “Lucky 
Bean” appears to tell the little girl about a place called SINGA where little children 
like her can have fun, make new friends, safely store their personal documents and get 
helping finding services. The little girl is introduced to the 'shoe-shongololo' who 
provides her with shoes. At the suggestion of 'shoe-shongololo' these shoes can be 
fitted with wings so that with energy from her body she can fly away from danger. 
But to get the wings she has to complete a puzzle to earn that. This gives the little girl 
the confidence she can do things on her own. On her journey to obtain the social 
services she makes many friends. 
 
Children are given brochures to read through on various life skills. Board games are 
also available. By moving pieces on specially designed board they land on areas that 
are associated with particular questions. The sets of questions are associated with 
issues of health, HIV/AIDS, lack of emotional support, poverty, hunger, shame, fear, 
child labour, social and family problems, children's rights, etc.   
 
SINGA challenges are: 

• Free-standing and self-contained 
• Address a short-term need 
• Offer quick positive feedback and reward effort 
• Ways to transfer skills 
• Tools to build confidence and self-esteem 

 
Examples of SINGA challenges include career guidance information, skills challenge, 
and food sack challenge and snap me challenge as explained below. Each of the 
challenges has got a reward at the end. 
 
a) Career guidance information:  Stickers are given away with purchases at the 
local spaza shop. Printed on the back of the stickers is a code that is associated with a 
particular career path.  Children are encouraged to SMS the code and their home 
addresses to a given telephone number. They are in turn sent a sticker book containing 
information on a particular career depicted by the code 
 
b) Skills challenge: The purpose of the challenge is to assist and encourage children 
in the acquisition of a skill that could bring them an income. Children can collect 
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pamphlets from the shelves of supermarkets containing vouchers. These vouchers are 
redeemable at a local spaza shops for beads and colourful threads to produce 
traditional artefacts. The pamphlets also contain ideas of interesting styles and 
children are invited to submit photographs of artefacts they have created themselves. 
The artefacts are entered into a competition and children rewarded accordingly. 
 
c) Food sack challenge:  Food sacks that are distributed to the poor are a valuable 
source of communication. A mini publication on common diseases in Africa such as 
HIV, malaria, etc can be attached to the sack. 
 
d) Snap me challenge: The challenge consists of an interesting story that can be 
broken down into several chapters. Each chapter is embedded into a 2D matrix code 
resembling a crossword puzzle. The 2D matrix codes can be printed onto posters or 
any printable media for distribution. Children stumble upon these matrix codes take 
photos of the codes on mobile camera, send the code to a decoding server and receive 
feedback in the form of a text message. The feedback is a chapter of a story book. 
 
 
4.2.2 Digital Doorway station [6]: The digital doorway (Figure 1) is a free-standing 
4-seater computer terminal. It provides simultaneous access. The content is 
customised to a local community and includes educational programs, games, music. 
For the SINGA project it provides a web interface, through which children can 
receive messages from friends who are at the mobile station and send back messages 
to the mobile station. 
 

 
Figure 1: The digital doorway 

 
4.2.3 Mobile station: The children use mobile phones to send messages via the 
SINGA website to their friends on the Digital Doorway and also receive messages. 
 
4.2.4 Spaza station: Two machines with a web interface are available at this station. 
These machines can receive messages from the mobile station or the Digital Doorway 
and can send messages to the same and exchange messages among themselves. The 
station also has a fax machine which receives mobile to fax or Digital Doorway to fax 
messages. The children can also download puzzles from this station. 
 
5. SINGA AS AN ARG 
 
By looking at the features of SINGA currently, we can draw on its features that 
identify it as an ARG: 
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•  The SINGA environment, just like any ARG centres on player involvement, 
and this is both in the lab and in interacting via the web site.  

• The children solve challenges and puzzles jointly. Many times the puzzles 
must be solved by a group.  

• The SINGA environment begins with a child discovering a ‘rabbit hole’. All 
rabbit holes lead to information which leads to more challenges. For example, 
a child may discover a URL to the website on the health challenges available 
on the sweets packet they bought from the spaza shop. 

• The SINGA environment identifies with the world around us. It provides skills 
for everyday living in an effort to impart the survival skills to the children. It 
blurs the vision between reality and fiction. 

• The SINGA is a narrative with a captivating story of empowering the child 
through the various challenges. 

• SINGA is a highly interactive game drawing children to perform challenges 
both in the digital and the physical. Each of the challenges has a reward at the 
end. 

• Challenges and puzzles unlock a new piece of information that helps progress 
a story, in this case the empowerment of the children. 

• The SINGA game is not played exclusively online but in the physical world as 
well. 

• The three elements of an underlying narrative, challenges and a collaborative 
community exist in SINGA. The community aspect is very important to the 
child as that is what a missing component in their lives usually. Collaborative 
participation in group activities gives them that sense of belonging. 

• The SINGA clues and puzzles sit on the website and printed materials (e.g. 
brochures and books) in line with the fact that in ARGs they can be anywhere. 

• The SINGA invites children into the world of subject matter, urging them to 
search and share information in the effort to solve a mystery. Such activity 
familiarises children with the tools of scholarly research as it promotes 
collaborative learning, problem-solving and experiential learning. 

• SINGA is not bound to a single medium but uses a blended-media approach 
where any available medium including the web site, fax, digital doorway and 
computer are used. 

• Games in SINGA evolve according to the participants’ responses and 
characters. To proceed to the next level in a crossword puzzle for instance, the 
preceding clues should be resolved. 

• The technologies in use are appropriate to the environment in which the 
children reside. 

• There are multiple entry points to the SINGA environment.  
 
However, the game is in its infancy, hence currently it doesn’t incorporate the whole 
range of media available, such as e-mail, television, chat-rooms, etc. More often, the 
Internet is given as the backbone to an ARG for interactivity in order to coordinate the 
sheer amount of data, speculation and solutions. However an ARG can exist without 
the Internet. ARGs are not computer or video games, although electronic devices 
including computers, cell phones, GPS-enabled devices are used to access clues, as in 
SINGA. 
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6. CONCLUSION 
 
This research recognises the importance of using specially designed games such as 
SINGA as tools to influence and inculcate a new attitude of “can do it by myself for 
myself” among young people.  The SINGA environment imparts survival skills while 
developing resilience to vulnerable youths through its design as an alternate reality 
game. Effectively, the SINGA environment is expected to motivate the children into 
being independent when seeking service delivery, understand their environment in 
depth, and actively participate in the game to solve problems and challenges which 
they are likely to meet in real-life situations, learn through their actions and work in 
conjunction with others 
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6. Abstract  
 

The purpose of this study is to explore how content-based ESL instruction 

compares with regular content-area literacy instruction. Although there are similarities 

between two types of instruction, there are specific aspects of content-based ESL 

instruction because of the characteristics of English language learners. This investigation 

employed qualitative studies and data were collected in a second- and a third-grade ESL 

classroom and a second- and a third-grade regular classroom in elementary schools in 

U.S. by using three methods: observations, interviews, and written materials.  

 The author found some commonalities in teaching content-area literacy, 

regardless of the classroom setting. First, all four teachers agreed that they had done 

various kinds of groupwork and that the students could learn from others in their groups. 

Next, all teachers often connected their lessons to the students’ daily lives to help the 

students understand difficult contents.  

 On the other hand, the author recognized critical differences between two types of 

instruction. First finding was that there were differences in the degree of difficulty of the 
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content areas. The ESL class dealt with easier content than the regular same-grade classes 

except in mathematics. Next, there were differences in wait times. ESL teachers gave 

students more time to formulate their responses. Another contrast was in teachers’ 

perspective on the instruction. Two ESL teachers felt that content-based ESL instruction 

was one of effective teaching programs. But two regular classroom teachers thought it 

was normal to teach content-area literacy in class. Finally, ESL teachers’ teaching 

materials were more flexible. They used a wide array of their own materials based on the 

units they taught and the classroom needs. But, both regular classroom teachers gave the 

school district guidelines more consideration. The author hopes that any educator who is 

interested in content-based ESL instruction may benefit from this research. 
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Abstract: This is an interim report of the design and development of collaborative and 
creative game “Mintuku.” The objectives of the game are followed: (1) Activation of Web 
community with the application the mechanism of autonomous study to the game, (2) 
Promotion of producing creative and original entertainment works that become a hit 
with collaborations among creators, (3) development of prediction on popularity on the 
works using Web market wisdom. Currently, the game with the functions supporting 
for objectives (1) and (2) has pilot-run since April, 2008. It goes up from the trial 
beginning to 49 stories, 38 illustrations, and 82 text volumes. The total of the comment 
remark in the community is 300 or more. The site is now restructuring to add cellular 
phone input function for the short story creation in order to increase user samples. 
 
 
I. Introduction 

The National Educational Technology Standards and Performance Indicators for 
Students (NETS-S) developed by International Society for Technology in Education 
(ISTE, 2007) includes "Creativity and Innovation skill" as a necessary skill for digital 
age as well as other skills such as Communication and Collaboration, Research and 
Information Fluency, Critical Thinking, Problem Solving, and Decision Making, Digital 
Citizenship, and Technology Operations and Concepts skills. The NETS-S defines 
“Creativity and Innovation” skills as students’ creative thinking, construct knowledge, 
and develop innovative products and processes using technology. This study introduces 
the design and development of  knowledge consolidating type "Creativity and 
innovation skill support game" with the integration of learning and playing to acquire 
the skill necessary for the 21st century. . 

In the international educational technology setting, e-learning and ICT have been 
utilized to foster learner-center education and numerous research on self-regulated 
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learning (SRL) related to e-learning have conducted so far (Schunk & Zimmerman, 
1998). Besides, “game” has been focuced on as one key to motivate students learn 
(Prensky, 2006). Actually, in the U.S., the web prediction market (Wolfers & Zitzewitz, 

2004), just like an enjoyable web betting game, became popular and some organizations 
even use the users’ data for making actual prediction for Hollywood movies or 
Presidential election. For example, Mellor (2005) used simulation game of stock market 
in his classroom. The concepts of SRL and web prediction market were applied for 
design and developments of the online game for this study.  

This is an interim report of the design and development of collaborative and 
creative game “Mintuku.” The objectives of the game are followed: (1) Activation of Web 
community with the application the mechanism of autonomous study to the game, (2) 
Promotion of producing creative and original entertainment works that become a hit 
with collaborations among creators, (3) development of prediction on popularity on the 
works using Web market wisdom. Currently, the game with the functions supporting 
for objectives (1) and (2) has pilot-run since April, 2008. 
 
 
II. Design and Development of Functions of “Mintuku” based on the SRL and 

online-predication markets theories 
The mechanism of the game “Mintuku (www.mintuku.net: Currently only Japanese 

version is available.)” is shown in Figure 1. “Mintuku” started developed in 2007 and had 
a pilot run since April, 2008.  

The targeted users are pre- and in-creators of entertainment digital contents 
including movies, animation, arts, and novels in Japan. The game provides 
opportunities to meet other creators and to share resources and opinions for better 
creation of original works. 
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Figure 1. Framework of “Mintuku” 

 
The online game has two major frames, (1) Activation of Creativity and Utilization 

of Metacognitive skills, and (2) Web Community Activation and Autonomous Learning 
Support (Figure 1.). For the first frame, the game equipped functions such as keywords 
association, illustration association, character creation, and story structure 
construction support. The second frame employs some pedagogical assumptions such as 
authentic tasks and materials, collaboration work, challenge tasks, visible outcomes, 
self-directed learning, and enable continuous learning. 
 
III. Summary 
   Since the pilot run of the game started in April 2008, the numbers of works created 
with the game go up to 49 stories, 38 illustrations, and 82 text volumes. The total of the 
comment remark in the community is 300 or more. The site is now restructuring to add 
cellular phone input function for the short story creation in order to increase user 
samples. Currently, we are working on adding the third frame for the research 
objective (3). We are planning to evaluate the game functions if they are useful for 
fostering creativity and innovation of digital-contents’ creators in near future. 
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Enhancing Creativity Through Self-Assessment and Reflection 

Building on previous research that explored creativity in education (Henry, 

2009a) with student teachers (Henry, 2009b) and with artists (Henry, 2009c) this work-

in-progress explores the use of a self-assessment scale in the process of enhancing 

personal creativity.  

The importance of creativity in education has been emphasized for over half a 

century (Amabile, 1983; Guilford, 1950; Sternberg, 1988; Torrance, 1962) with direct 

connections made between creativity and learning (Torrance, 1970) mental health 

(Maslow, 1972; Rogers, 1976) and life satisfaction (Eckstein, 1972). Over the past two 

decades creativity has become centrally relevant to education on a global scale (Craft, 

2005; Robinson, 2006).  

Though its importance has clearly been emphasized creativity has also been 

described as a complex and elusive construct (Smith, 1998) and as one that is difficult to 

define (Parkhurst, 1999; Torrance, 1988). Teachers can have difficulty articulating what 

they mean by the term (Craft, 2005) and often struggle when asked to help foster it 

(Aljughaiman & Mowrer-Reynolds, 2005).  

In an effort to help educators gain a working knowledge of the elements involved 

in the creative process, important variables have been organized (Henry, 2009a) into 

categories as represented by the acronym M.U.S.I.C: Motivation, Uncommon 

commitment, Skill, Imagination and Courage. Each is briefly described below. 

Motivation is essential to the creative process (Amabile, 1989; Sternberg and 

Lubart, 1995) and is typically discussed in two forms: intrinsic and extrinsic. When we 

are intrinsically motivated we tend to take part in an activity for its own sake. Our 

involvement is itself satisfying and rewarding and we participate because we enjoy the 

process. When we are extrinsically motivated we create to receive something else such 

as payment or promotion and our motivation stems less from direct participation than it 

does from the reward our efforts will bring.  

Uncommon commitment refers to things such as dedication, hard work, devotion 

and discipline. These attributes are important elements of the creative process and are 

often found in creative people (Csikszentmihalyi, 1996; Gardner, 1993; Nickerson, 

1999). Some researchers (Maslow, 1972; Swede, 1993) directly downplay the 
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importance of inspiration and emphasize the importance of hard work. Creativity 

requires commitment and the hard work and dedication that come with it.  

Skill is also essential in creativity (Amabile, 1989; Gardner, 1993; Keegan, 

1996; Sternberg & Lubart, 1995). If we are going to be creative in any field we need the 

skills (Amabile, 1989) and knowledge (Sternberg & Lubart, 1995) specific to that field. 

The competence necessary for creativity in teaching is different from the competence 

necessary for creativity in the arts or in quantum physics. Creativity requires skill and 

knowledge.  

Imagination is also an important part of the creative process and research in the 

areas of thinking styles (Amabile, 1983; 1989), creative thinking (Nickerson, 1999) and 

divergent thinking skills (Guilford, 1975) has emphasized this. Without imagination, 

which has been referred to as the capacity for originality (Runco, 1989), creative efforts 

tend to lack novelty and newness. Creativity requires imagination.  

Courage has been described as the most essential characteristic of the creative 

person (Torrance, 1995). Indeed, creative efforts commonly require that individuals 

take risks (Dacey and Lennon, 1998; Torrance, 1962) and demonstrate the ability to 

hold onto their own ideas in the face of barriers such as ridicule, disagreement and 

rejection (Sternberg & Lubart, 1995; Torrance, 1995). As such, creativity requires 

courage.  

Student teachers successfully applied the M.U.S.I.C. Model to their work in 

education (Henry, 2009b) and reported an increased sense of clarity about the creative 

process. Reflection on the elements of the model also promoted confidence in the 

students’ own creative ability and their capacity to help foster creativity in others 

(Henry, 2009b).  

In the above-mentioned exploration of the model a set of questions was used to 

guide participant self-reflection. In an effort to further strengthen this process a self-

assessment rating scale will be created using standard guidelines for scale development 

(DeVellis, 2003; Netemeyer, Bearden & Sharma, 2003).  

The guidelines include clarification (DeVellis, 2003) and definition (Netemeyer 

et al. 2003) of the constructs being measured, gathering potential items via a literature 

review (Aiken, 1997) and by carrying out discussions with potential respondents and 
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experts (Aiken, 1997; Berdie, Anderson & Niebuhr, 1986), evaluating and refining 

items using input from experts (DeVellis, 2003) and by conducting a pilot test 

(Netemeyer et al. 2003). As well, effort will be made to create and refine items in such 

a manner that they convey the same meaning to all participants each time the item is 

conveyed (Berdie et al, 1986).  

 The finished scale will include as many as ten (10) items per category and 

participants will rate them on a continuum. As mentioned in the introduction this is a 

work-in-progress and aspects of the material have already been completed. Sample 

items and instructions (still being refined) are presented below: 

Sample Instructions 
As you review the items in the scale allow yourself to reflect and consider your responses but try not to 
“over think” or “over analyze” them. Go with the rating that feels best to you.  
 
It is important to remember that there are no right or wrong answers. Nor is there any expected result. 
The aim of this scale is simply to help promote self-awareness and as such, honesty is essential. The 
more candid you are the more valuable the results will be to you.  Respond to all items. If you find 
yourself uncertain about an item you might leave it till the end. Then come back later and answer it to 
the best of your ability. 
 
Since the scale refers to creativity in all fields it is important that you consider each item in terms of 
your own domain and your own work. For instance, consider the phrase “I regularly share my work”. 
For a songwriter this might refer to activities such as taking part in a songwriting circle or recording 
and performing one’s songs. For a teacher, this same phrase might refer to integrating new ideas into 
daily lessons and/or discussing and sharing them with colleagues. Always think of the items in terms 
of your own creative work within your own domain. 
 
As well, terms such as craft (skilled profession or activity) and work (purposeful effort) are regularly 
used in the scale. They are simply meant to refer to the creative activity you are involved in. If you are 
a painter, then painting is your craft. If you are an entrepreneur, scientist or teacher, taking part in 
those activities is your craft. These terms simply refer to whatever your creative work involves. 
 
Use the continuum scale (1 2 3 4 5 6 7 8 9 10) to identify the degree to which each statement 
accurately characterizes you. The more you feel a statement describes you the higher number you will 
choose; the less it describes you, the lower the number. For instance, if a statement very accurately 
describes you choose 9 or 10. If it describes you quite well, but not exactly, choose 7 or 8. If it 
describes you only partially, choose 4, 5 or 6. If it barely describes you, choose 1 or 2. 

 

 

Sample Items: 

Motivation 
1. I love taking part in my creative work.   
2. I get a strong sense of personal satisfaction from involvement in my craft.  
3. My work brings an important sense of meaningfulness to my life.  

1 2 3 4 5 6 7 8 9 10 
1 2 3 4 5 6 7 8 9 10 
1 2 3 4 5 6 7 8 9 10 
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Uncommon Commitment 
4. I work very hard at my craft. 
5. I work with conviction: I am able to complete projects even when doing so is difficult. 
6. I am dedicated: I am able to complete my work even when my passion and enthusiasm 

have started to fade. 

1 2 3 4 5 6 7 8 9 10 
1 2 3 4 5 6 7 8 9 10 
1 2 3 4 5 6 7 8 9 10 

 

Skill 
7. I consider myself very competent in this field. 
8. I know enough about my craft that I could mentor or teach others.   
9. My present skills and knowledge allow me to produce the kinds of creative results I 

really want to produce.  

1 2 3 4 5 6 7 8 9 10 
1 2 3 4 5 6 7 8 9 10 
1 2 3 4 5 6 7 8 9 10 

 

Imagination  
10. I tend to see things in interesting and unusual ways.  
11. Coming up with original, novel ideas is something I do very well.  
12. I often playfully make connections between things or ideas that others don’t see.  

 

1 2 3 4 5 6 7 8 9 10 
1 2 3 4 5 6 7 8 9 10 
1 2 3 4 5 6 7 8 9 10 

 

Courage  
13. I am willing to take risks – and when necessary even big risks – in my work. 
14. I am able to persevere even when things get difficult and/or when others reject my work.  
15. I am able to be true to myself even when it is difficult to do so.  

 

1 2 3 4 5 6 7 8 9 10 
1 2 3 4 5 6 7 8 9 10 
1 2 3 4 5 6 7 8 9 10 
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Learning Communities and Student Engagement in the Digital World: The Language Paradox 

Dr. Tonia Tinsley, Missouri State University,  TETinsley@missouristate.edu 

 

In his book, Here Comes Everybody,i Clay Shirky examines how the use of social networking 

and instant communication technologies are causing a revolution in the definition of 

communities. Enabled by the development of the Web-enabled handheld devices, the power of 

almost instantaneous self-assembly and communication has great implications for the teaching 

profession and for the student. It has not only altered the learning environment, but also the 

learning process, especially in second-language learning.  Where do students learn?  Where do 

they go first to find answers?  Who do they trust, and to what degree? How do they interact? 

How does their behavior influence their learning environment?  

Digital Natives perceive and form communities and social connections differently from previous 

generations based on an apparently casual assessment of common ideals or causes or projects, 

with little or no concern for physical distance or cultural context, since “every Webpage is a 

latent community” (Shirky 102). Demographically, the largest concentration of Digital Natives 

currently circulates in the educational system, at all levels. The terminology used to describe 

“Digital Natives” and “Digital Immigrants”, (to differentiate those groups who have grown up 

inside a digital environment from those who have come to it later), borrows from definitions 

related to origins and language.  This association is not gratuitous; educators, and second 

language educators, in particular, are seeing the emergence of a new culture in their classrooms.ii 

This paper explores the effects of new social tools, and the cultural attitudes that accompany 

them, on student perception of language and community within the context and process of 

second language acquisition.  

Language departments have been exploring and employing online learning centers with more 

and more frequency to attempt to channel the habits of digital learners in the service of language 

acquisition. Professional content standards respond to new dispositions and skills; multiple 

literacies have been written about and trained for since the mid-1960s. To differing degrees, 

textbook design has moved online as well, to integrate Ipods, digital music, downloads, PDAs 
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and other tools.  Youth has a tendency to appropriate quickly the navigational control in new 

media, since the format itself allows  

for a degree of freedom and autonomy for youth that is less apparent in a classroom 

setting. Youth respect one another’s authority online, and they are more often motivated 

to learn from peers than from adults. Their efforts are also largely self-directed, and the 

outcome emerges through exploration, in contrast to classroom teaching that is oriented 

toward set, pre-defined goals. iii  

This respect for authority online is contradicted by a loss of interest in authority offline, partially 

from the lack of a shared language and culture—partially from a massive shift in roles within the 

learning environment. Media tools have ushered in a change in formal education— multi-

modaliv self-directed learning—in which the control still belongs to the learner, but the 

information is communicated through both written and visual means. v  Students hold more 

power to direct their own education than they once did, because the technological tools 

their disposal ubiquitously across the campus allow them a clear platform for unfiltered and 

unsupervised efforts towards language proficiency. Almost effortlessly, they can find the answer

to a passing question; they can confirm the existence of a word, and find what they think to be 

accurate translation into X language of an idiomatic 

Whether written or spoken, communication itself has always represented a type of negotiation 

between groups of people.  The nature of the groups involved, their training, and interaction have 

undergone a revolution with the arrival of technologies which are essentially social tools that 

profoundly affect language and community. The following paradox emerges. Through 

heightened and immediate access to languages and to each other, the new casual engagement and 

fluctuating communities render meaningful language acquisition even more crucial. However, 

the profession is imposing higher minimum standards of expression on new graduates at a time 

when students disconnect from traditional understandings of culture and learning, since they are 

part of the “generation [for whom] the written word has no value in and of itself” (Shirky 79). If 

it is true that the written word in one’s native language lacks an inherent value, how can we 

engage the second-language learner to appreciate the nuances of meaning or importance of a 

word in the target language?  To do so, we must define the shift in effort and investment present 
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in the language learner and frame the value of the word within it. Firstly, for digital learners a 

word is a “search tool”; secondly, it remains, as defined by Webster’s 21st Century Dictionary, 

“spoken or written sounds with meaning as a unit of language.”vi One of the ways in which 

teachers can emphasis the importance of words (spelling, usage, grammatical function) is to 

acquaint students with the idea of “prior knowledge” as a way to approach language(s) as 

presented in digital media.  Shirky comments that “we’re so used to the way a bookstore is laid 

out that we don’t notice how much prior knowledge we need to have about its layout and 

categories for it to be even minimally useful” (96). In language-learning, it is possible to 

illustrate to students that they are so used to the way a sentence is laid out, they don’t notice how 

much prior knowledge about its layout and categories they need for it to be minimally useful. 

Side-by-side comparisons of grammatical structures used in two languages to express similar 

ideas bring the prior knowledge into focus. Teaching them to think critically about the process of 

construction of meaning in its spoken or written format can emphasize the importance of the 

smallest units in each thought. Lessons in the dehydrated languages of texting are the most useful 

in this area. Each language’s forms in texting depend so much on prior knowledge of sounds and 

individual words within that language’s system that the students instantly realize its crucial role. 

Texting language in itself formerly represented only a sub-group within any language’s speakers, 

but with the widespread adoption of the cell phone, it now crosses socio-economic boundaries 

worldwide, so that the prior knowledge of the technology allows the focus to be language 

conventions.  

Students locate potential sources for language learning, knowledge, or key words without much 

effort; they Google a subject and have their pool of choices ‘narrowed down’ to just a few 

thousand possibilities in the best cases.  Yet, when one observes their assessment of the value of 

the pooled sites, the whole process often takes less than 10 seconds.  The students practice 

information literacy, which is “the ability to access and handle massive amounts of information. 

It’s about how to think critically about information, separate fact from fiction, and understand 

[…] the grammar of the Internet.”vii Today’s students are initiated to this “grammar.”  On some 

level, a somewhat contradictory process occurs for them as they assess their peers (members of 

the same culture): on one hand, because they regularly create, publish and post media, they see 

their place in the imagined ‘hierarchy’ as equal to that of the originator of the other information. 
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On the other hand, they do not exercise a critical gaze on the intellectual value of what they see; 

they are ready to accept the originator’s authority on the subject, perhaps because they view that 

person as a peer.  They value the reciprocated greeting and favors involved in the social network, 

and (especially online) believe that “one can possess the Truth,” and share it instantly. They also 

respect creativity, innovation, and self-assertiveness, all of which can be given a voice through 

the new social tools that are the hallmarks of their culture. 

Shirky’s analysis places professional journalists/media groups in opposition to the amateur 

journalists/publishers, and concludes “the future presented by the internet is the mass 

amateurization of publishing, and a switch from ‘Why publish this?’ to ‘Why not?’ (60). In 

Shirky’s analysis, the ‘publish-then-filter’ attitude enabled by social tools means that “new social 

systems have to tolerate enormous amounts of failure” (232).  When these attitudes drift and 

settle into older social systems such as universities, they have a tangible effect on student 

behavior and on institutional policy. If students grow used to failure being acceptable, there is 

less social pressure exerted to better performance, to “raise one’s game”, but rather group 

pressure on the institution to lessen the consequences of failure. In fact, the concept of mass 

amateurization could be held more as a cultural value; it is mirrored in students’ attitudes 

towards language. They interact and communicate in some middle ground between native tongue 

and target language and, in the younger groups, shift away from the idea of committing a word 

or phrase to memory because they can look it up in a flash. Therefore, the transaction cost for 

them is low. In the meantime, teachers recognize that this short-term, in-between language 

competence is not good enough, because it is anchored neither in the knowledge of the target 

culture nor that of the structure of the target language, but rather an approximation of each.  And 

yet, educators’ own emphasis on communication versus formal proficiency has played a part in 

this evolution towards approximation. Assessment started moving away from grammatical 

precision or identification. Textbooks began focusing on phrasal communication, where the 

individual parts of a sentence were not identified, so students learned an entire unit of meaning, 

but were unable to take it apart, to mold it to express their own thoughts.  While it is true that the 

language acquisition process naturally includes phrasal learning, by the time that native learners 

(L1) reach that stage, years of input have occurred.  The inability of second language learners 

(L2) to deconstruct language by identifying its parts encourages, to a fault, the use of online 
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translators. This trend should worry educators, as it will surely increase, since “the most 

profound effects of social tools lag their inventions by years, because it isn’t until they have a 

critical mass of adopters, adopters who take these tools for granted, that their real effects begin to 

appear” (Shirky 270). With the current generation of young adolescents (12-13 year-olds), this 

critical mass has been reached. The results of digitally-produced language are instantly 

recognizable to the language educator, since they show no stamp of individuality or innate 

contextual awareness. These L2 utterances would also miss their target audience of native 

speakers, unless the speakers had knowledge of the other language.  

Approximate meaning in a chosen common language does not seem to trouble students 

inordinately, especially as they express themselves within one of the communities; belonging to 

someone’s friend list seems to form a bond of assumed understanding which surpasses the need 

to create sustained expression or coherence.  Being part of the community or the culture is what 

matters. What they say is not as important as just participating: “Twitters are interesting not so 

much because the messages themselves are informative, but because the receiver cares about the 

sender” (Shirky 184).  For the generations of Digital Immigrants, however, the sheer idea of this 

emotional link and investment is cause for reflection on the foundation of the relationship.  How 

do the individuals involved form a connection? What is the value of maintaining it? Children of 

the digital culture have a need for a loosely-knit social framework, and they are extremely 

comfortable in unstructured situations.  This is evident in their interactions with teachers from 

middle school onwards. The teacher is not expected to know everything, rather the student can 

challenge the teacher with a question, elicit an answer and then instantly go online to verify or 

contradict the reply, either through a Web site or a message to a friend.  The permeation of 

society with digital connections has allowed otherwise (and formerly) latent groups to form 

given that “the enormous visability and searchability of social life means that the ability for the 

like-minded to locate one another, and to assemble and cooperate with one another, now exists 

independently of social approval or disapprovalviii” (Shirky 207). The main idea to emphasize in 

the context of language-learning and student engagement exists on two different plains—

students can easily locate peers with whom to practice spoken language skills—usually in 

written form. Mixing communication modes means that students will learn common or informal 

language patterns, without necessarily learning the more formal structures at the same time.ix On 
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a linguistic level, the instant familiarity associated with “friend-ing” someone also moves the 

register of languages further away from the common experience of the student.  In second 

language acquisition, the use of, and encoded messages in, different language features, such as 

informal and formal pronouns or slang terms, presents more of an abstraction for learners, since 

they circulate in “groups that operate with a birthday party’s informality and a multinational’s 

scope” (Shirky 48).  For the instructor, this practice brings another variable into any classroom 

interaction with students, either in the form of a recounted exchange, or in the form of a question. 

Instructors’ content knowledge is not only compared to that of other instructors in the same 

department, but also to information and skills held worldwide, so the instructor faces a pool of 

potential questions that has now expanded exponentially from 10 years ago.   

The difficulties related to casual confirmation of information come when students are brought 

into a situation where the communication needs are more formal and precise, or where the 

predominant participants in the communication are either not initiated to the students’ 

community or to the idea that “people won’t prefer professionally produced content in situations 

where community matters […] Saying something to a few people we know used to be quite 

distinct from saying something to many people we don’t know” (Shirky 86). In many languages 

and cultures, this is still true: the messenger matters as part of the message. However, in the 

United States, students today commonly adopt a communication position of peer-to-peer (as 

opposed to superior to inferior in hierarchy) because the fields of negotiation have changed 

through the influence of electronic social tools. In recent years, articles in the Chronicle of 

Higher Education discuss the implications of such informal greetings as “Yo, professor,” and 

syllabi have begun to outline “how to e-mail your professor” to address this issue (and tension) 

between the two communities. Members of the ‘digital culture’ do and will require student-

centered education.  They expect ‘a voice’ and consultation with regards to their education, their 

homework, and their grades.  Without this voice, the learning experience for them is not valid. A 

student’s impression of value or validity is one that affects both individual instructors and the 

university. 

Within the study of a second language, a study-abroad or ‘immersion’ experience in the target 

culture has always been a pillar. It represents the only way for students to gain true cultural 
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understanding and linguistic reflexes demanded by real-life communication in second language. 

With the advent of digital social tools, where “we have ridiculously easy group-forming, 

however, that structure is relaxed, and the result is that organizations that assume geography as a 

core organizing principle, even ones that have operated that way for centuries, are now facing 

challenges to that previously held bedrock principle” (Shirky 155).  In fact, with languages, an 

additional paradox is that of actual physical immersion as a necessity for true proficiency and 

fluency. This ‘loose group forming” without geography as an organizing factor can work to a 

point, as students access authentic language use in the target language using the Web as the 

platform. The students of L2 temporarily ‘join’ the target culture (C2) and its members within 

the space of a Web site. Linguistically, the content and vantage point are by and for native 

speakers of L2, not footnoted or simplified.  Although it definitely develops students’ awareness 

of cultural specificities, and provides samples of language use in situ, this introduction and 

initiation cannot replace immersion as a key to language learning, since immersion mimics the 

learning experience involved in acquiring a native tongue. “The grammar—or rather 

grammars—that all people learn to speak are dynamic grammars that enable us to produce and 

understand the language that expresses the identity and concerns of communities of people. The 

grammar and vocabulary that we learn is our cohesion with the communities with which we 

identify.”x As the minimum expected proficiency becomes more codified and more demanding 

(both for universities and graduates through the intermediaries of accrediting or certifying 

agencies),xi direct cultural interaction of learners with L2 communities through immersion 

experiences enables development of the bond and membership. There have always been 

generational conflicts—‘those young people just do not do things the way we used to;” the 

difference now is that this generational shift is global, and that the groups formed within social 

networks appear sometimes more homogeneous than would randomly happen within the 

formerly geographically-determined limits .xii In his book, Shirky cites many examples of how 

the newer digital technologies enable the gathering-together of motivated like-minded 

individualsxiii separated by great distances, with the comment: “It’s easier to like people who are 

odd in the same ways that you are odd” (200).  All interaction online involves a search for 

something or someone; the gathering of ‘like’ individuals represents nothing new.  What is new, 

as Shirky explains and demonstrates, is the ease with which these individuals can now find each 
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other, stay connected, and even work towards a common cause.  Facebook and other social 

networks provide ready-made online ‘quizzes’ designed to ‘determine’ individual interests and 

aversions. The quizzes are meant to entertain, but also facilitate ‘belonging’ and ‘sharing.’ 

Digital Natives value relationships and the quality of life within their chosen community. 

Students not only appear to navigate away from the “un-like” individuals, they can now block 

access on many levels of contact, creating the digital version of a cultural “enclave” within a 

space that is global and therefore multicultural by its very nature.  For the L2 student, this new 

power reduces early lessons in cultural tolerance and understanding. The student may then lack 

the ability to think critically about cultures outside of the chosen group. xiv While the application 

here specifically refers to attitudes towards C2 within second-language acquisition, the 

implications for society in general cannot be ignored. 

Although maintaining a visible online presence is essential to remaining relevant to this new 

culture, should teachers themselves, and universities as institutions, perceive a risk to their 

organizational structure engendered by the amorphous nature of the communities created by their 

students?  Do they fully appreciate the revolution of habits of mind that allows the sense of 

community without object permanence? From an institutional and professional view, the answer 

to both questions must be ‘yes’.  Shirky states “The increase in the power of both individuals and 

groups, outside traditional organizational structures, is unprecedented. Many institutions we rely 

on today will not survive this change without significant alteration, and the more an institution 

relies on information as its core product, the greater and more complete the change will be.”  

(107). A university’s sole productxv (under many forms) is information. In academia, the power 

shift is happening on two levels—one, universities’ ability to charge for or unilaterally determine 

the timing of the dissemination of information has decreased, since these digital tools have 

lessened the transaction costxvi for the student of “looking elsewhere”; the ability to undertake 

such comparison shopping has affected the stature of higher learning as well, since, as Shirky 

puts it with relation to publishing, “if everyone can do something, it is no longer rare enough to 

pay for, even if it is vital.” (79).  Universities themselves participate in the lowering of the 

transaction costs as they offer more and more online courses, thereby attracting students from 

competing institutions. In so doing, universities must shift the balance of expenditures (both 

monetary and supervisory) to reflect the change in focus or mode of delivery.xvii  
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The social tools that universities provide to their student populations may influence the 

institution’s decision-making process, because of the ease of assembly. If students perceive a 

need the university is not meeting, they can more easily find their voice to facilitate change. 

After graduation, they can more easily influence the university’s path (through giving or more 

direct participation), since “[i]n years past, the dispersal of the graduates made it hard to 

communicate with them, but now they remain part of the social fabric of the college even after 

dispersing physically” (Shirky 180). In other words, students’ experiences in university used to 

be left behind. Now, these students are virtually and perpetually present, through the social 

networks and the digital tools that helped create these networks. 

This digital community of learners reflects a new culture; one seemingly devoid of boundaries, 

but still shadowed by the concrete contexts in which its participants find themselves.  These few 

examples of their behavior help reveal the shared values behind the actions, and hold 

implications for universities, educators, and the students who learn from them. 

 

 
ii Clay Shirky. Here Comes Everybody: The Power of Organizing without Organizations. (New York: Penguin Group, 
2008). 

ii Hofstede’s Dimensions are divided in the following categories: a) power distance: large power distance vs. small 
power distance, b) masculinity vs femininity, c) collectivism vs individualism, d) uncertainty avoidance, and e) long‐
term or short‐term orientation towards life, cited in Lauren Cifuentes and Serkan Ozel, “Resources for Attending to 
the Needs of Multicultural Learners.” Knowledge Quest Nov‐Dec 2006: 14‐21. See Appendix 1. 

iii Mitzuko Ito and Heather Horst et al. “Living and Learning with New Media: Summary of Findings from the Digital 
Youth Project” The John D. and Catherine T. MacArthur Foundation Reports on Digital Media and Learning. 
(November 2008) 2.  

iv Terry Royce. “Developing Visual Literacy for the 21st Century.”  The Language Teacher, July 2002: 1. Accessed 
November 9, 2008:  http//: www.jalt‐publications.org/tlt/articles/2002/7/royce.  

v November, Alan. “Fearless Learning: How do we best prepare our students to compete in a global economy?” 
Threshold Winter 2006: 27. Accessed through www.ciconline.org/threshold. 

vi Walter C. Kidney, ed. Webster’s 21st Century Dictionary of the English Language. (Nashville: Thomas Nelson, 
1995). 

vii November 27. 
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viii Shirky cites many examples in the course of his book; two of them are anorexic girls trading tips on a blog and 
political protestors in Belarus using the idea of a ‘flash mob’. 

ix Frank Smith relates the language acquisition process to identity creation and community: for L1 learners, parents 
exert the first linguistic influence, closely followed and overtaken by the friends: “very soon, all children, in 
addition to (or instead of) speaking like their families […] they start talking like their friends […] the people with 
whom they most profoundly want to identify” (The Book of Learning and Forgetting. (New York: Teachers College 
Press, 1998) 20. 

x Smith 20.  

xi For foreign language teacher candidates and program accreditation, NCATE requires graduates to achieve a 
proficiency of advanced‐low: in which the dominant language is still noticeable, but paragraph‐length narrative in 
all main time frames is demanded. 

xii Chapter 9 of Here Comes Everybody discusses group‐formation and ‘randomness’ (212‐232). 

xiii Shirky clearly outlines the new dynamic of group formation in which “the highly motivated people can create a 
content more easily in which the barely motivated people can be effective without having to become activists” 
(181‐2). The key for him is that they are still members and now affect the outcome. 

xiv Debbie Abilock. “Educating Students for Cross‐Cultural Proficiency.”  Knowledge Quest Nov-Dec 2006: 11-13. 
See Appendix 2. 

xv The same could be said for textbook publishers. 

xvi Shirky analyzes in detail the transaction costs involved in group formation as well as in business models 
throughout his book, emphasizing that, for the former, the reduction in transaction costs has produced a generally 
positive effect, whereas for the latter, the effect is generally negative.  

xvii Shirky explains the institutional dilemma “every institution lives in a kind of contradiction: it exists to take 
advantage of group effort, but some of its resources are drained away by directing that effort. Call this the 
institutional dilemma—because an institution expends resources to manage resources, there is a gap between 
what these institutions are capable of in theory and in practice, and the larger the institution, the greater those 
costs.” (19‐20).  

 

 

 

 

 

 

2010 HICE Proceedings - Page 3229



Tinsley‐12 

 

                                                                                                                                                                                                
 

 

Appendix 1 

Hofstede’s Five Cultural Dimensions 
 

1) Power Distance:   the extent to which the less powerful persons in a society accept inequality in power and 
consider it as normal. 

a) Large power distance      b) Small power distance  
Teacher-centered education; students expect paths to be 
outlined; teacher merits respect, students cannot contradict 

Student-centered education; students find their own paths; 
teacher respects student independence; students can contradict 

 

2) Collectivism vs Individualism:   

Collectivism      Individualism 

tightly-knit social framework in which individuals can 
expect their relatives, clan, or other in-group to look 
after them in exchange for unquestioning loyalty. 

Individualism is a preference for a loosely knit social 
framework in which individuals are supposed to only 
take care of themselves and their immediate families. 

Positive association with tradition;    Positive association with what is ‘new’; 

 

3) Uncertainty Avoidance: The extent to which the members of a society are made nervous by 
situations that they perceive as unstructured, unclear or unpredictable. 

 
a) Strong uncertainty avoidance    b) Weak uncertainty avoidance  

Students are most comfortable in structured situations; 
teachers are authority figures, expected to have all the 
answers 

students are comfortable in unstructured situations; the 
teacher is not expected to know everything 

 

4) Masculinity vs Femininity  

Masculinity      Femininity 

preference for achievement, heroism, assertiveness, and 
material success,     

a preference for relationships, modesty, caring for the 
weak, and the quality of life. 
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5) Long-term vs Short-term orientation towards life:  

Long-term orientation towards life   Short-term orientation towards life 

People with a long-term orientation value persistence, 
tend to order relationships by status, and observe this 
order, believe in thrift, have a sense of shame, and 
respect the demands of virtue. 

Students with a short-term orientation value personal 
steadiness and stability; protect their ‘face’; respect 
tradition, value the reciprocation of greetings, favors, 
and gifts; and believe that one can possess the Truth. 
Such students respect creativity, innovation and self-
assertiveness. 

 

 

 

 

 

 

 

Appendix 2 

Continuum of Cultural Competence 
 

  Incapacity    Precompetence 

X----------------------X-------------------------X-------------------------------X-----------------------------------------X 

Destructiveness   Blindness      Proficiency 
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Peer Mentoring Support for Scholarly Writing Productivity in the Next 

Generation of College Professors 

 

Introduction 

Every year junior faculty under tenure track contracts throughout the United 

States arrive in their new positions excited to begin their careers in academia. They have 

dedicated years to career preparation and are hired for the expertise they bring to the 

institution. Many soon discover there is a discrepancy between their expectations and the 

expectations of university decision-makers about the retention, promotion, and tenure 

requirements (Aguirre, 2000; Johnson & DeSpain, 2004). They do not find the quality 

and quantity of mentoring and collegiality they had expected (Turner & Boice,1987; 

Fink,1984), and they soon transform the stress they once experienced in being able to 

find a position into stress now related to whether they will be able to keep that position 

(Menges, 1999).  Sanacore (2006) has written that, “the most challenging expectation for 

junior faculty is getting published” (p. 1). They are faced with the imperative to publish 

or perish (Glatthorn, 2002; Sanacore, 2006) and do not proactively seek the mentoring, 

collegiality, and support they need to be successful in their new positions (Turner & 

Boice, 1987). The beginning assistant professor is often in a professional quandary, 

trying to understand the tenure track expectations, especially in the area of scholarship 

(Johnson & DeSpain, 2004). 
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When the 2008-2009 academic year began at SIUE, a Director of Diversity and 

Faculty Development position had been created and filled from within the university and 

a new School of Education (SOE) Dean had joined the administrative team.  There was 

no structured, formal faculty development program in place to support the twenty-nine 

SOE new and junior faculty members under tenure track contracts.   

A faculty development program in the School of Education that offered structured 

support for junior faculty to become more comfortable and prolific in research and 

scholarly writing was needed.  This was accomplished through the formation of a 

professional learning community named T.W.I.L. – Thinking, Writing, Inquiring, and 

Learning: A Non Tenured Faculty Peer Mentoring Program. An exploratory pilot 

program, supported by university administration, was designed to answer three research 

questions: 

• What topics do non-tenured faculty want covered to improve their 

 performance as scholarly writers? 

• What do non tenured faculty members expect from a formal peer mentoring 

faculty development program? 

• Will a mentoring program build confidence and enhance the scholarly writing 

productivity of new and junior faculty under tenure track contracts? 

T.W.I.L. was an exploratory survey study conducted with an expectation that the 

results would be used in preparation for a year-long peer mentoring program for non 

tenured faculty during the 2009-2010 academic year.  This paper will present the 

Thinking, Writing, Inquiring, and Learning (T.W.I.L.):  A Non Tenured Faculty Peer 
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Mentoring Program research project, a rationale for the study, the literature review, 

methodology and assessment, results, discussion and summary of the study.   

Description of the Project 

 The Thinking, Writing, Inquiry and Learning (T.W.I.L.): A Non Tenured Faculty 

Peer Mentoring Program was created by four non-tenured SOE faculty members 

attempting to provide information, support and encouragement to their peers, especially 

in the area of scholarly writing.  The program was conceived when the author, a non 

tenured assistant professor at Southern Illinois University- Edwardsville (SIUE) School 

of Education (SOE) attended a session at the 2008 National Council of Professors of 

Educational Administrators’ (NCPEA) Conference conducted by Dr. Linda Searby, 

assistant professor at the University of Alabama – Birmingham (UAB), titled, “New 

Faculty on the Front Lines – Finding Support through Peer Mentoring.” Dr. Searby had 

detailed a year-long pilot program at UAB called S.N.A.P. – Support for Non-Tenured 

Assistant/Associate Professors.  The author, who became the lead investigator for the 

T.W.I.L. pilot project, personally experienced the same professional challenges Dr. 

Searby had highlighted in her presentation and paper (Searby, 2008).  It confirmed for her 

that she was not alone, nor different, in her anxieties and feelings typically experienced 

by other newcomers to the professoriate, especially in the area of scholarly writing. She  

approached the newly-appointed Director of Faculty Development, suggested that the 

Director review Dr. Searby’s NCPEA conference materials, and garnered support for 

initiating a similar pilot program for all non-tenured SOE faculty at SIUE. 

.   

2010 HICE Proceedings - Page 3235



The Director, with support from the SIUE School of Education Dean, suggested 

that a committee of non-tenured peers be organized to design, implement, and evaluate a 

non-tenured faculty peer mentoring support pilot program.  The program would be 

designed to relieve uncertainties, anxieties, and feelings of isolation that new professors 

experience, and to encourage scholarly writing productivity.  A small monetary 

commitment was made to support the program.  

Dr. Linda Searby was invited to SIUE in October, 2008, to meet with the Director 

and newly-formed four-member committee of non-tenured faculty. In addition, she led a 

brown-bag lunch session for all faculty, describing what UAB had learned from their 

Support Network for Assistant Professors (S.N.A.P.) experience.  This was the beginning 

of what would become T.W.I.L. 

In October, 2008, the committee had no name and no definitive goals, but the 

committee did have an interest and enthusiasm to provide assistance for their peers and 

themselves on the tenure track journey. Following Dr. Searby’s campus visit, the four-

member peer mentoring committee met to establish goals, decide on a project name, and 

begin work developing an initial needs assessment. Based on their personal/professional 

experiences, they planned a series of brown bag lunch and learn sessions for all non-

tenured faculty for the Spring 2009 semester. The peer faculty development committee 

agreed on a name: Thinking, Writing, Inquiring, and Learning: A Non-tenured Faculty 

Peer Mentoring Program-- called T.W.I.L. for short.  The goals decided upon were: 

(1) Establish a multidisciplinary professional learning community for non 

tenured faculty in the School of Education with the purpose of 
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providing professional support for scholarly writing. Participation in 

the learning community will be voluntary. 

(2) Provide non-tenured faculty in the School of Education with varied 

opportunities to develop their skills in scholarly writing, submitting 

articles for publication, and constructing/initiating manuscripts through 

interactions with faculty mentors, journal editors, and each other. 

(3) Provide non-tenured faculty in the School of Education with materials 

and tools that will assist them with scholarly writing. 

(4) Develop thinking, writing, inquiry, and learning (T.W.I.L.) circles that 

meet consistently in order to undertake new efforts that will result in 

scholarly productivity. 

The T.W.I.L. committee met monthly to design and administer a pre- and post 

non-tenured faculty survey.  During the monthly meetings the brown bag lunch and learn 

presentations were organized: Tenure, Promotion, and More (January), Grants 101: 

Funding Research (February), Resources for Scholars (March), and Perspectives and 

Directions in Journal Publication: Updates and Tips (April).  The brown bag 

informational sessions designed to guide and encourage non-tenured faculty at various 

stages on the tenure track to become more comfortable, informed, and prolific in 

scholarly writing provided monthly opportunities for networking among non-tenured and 

senior faculty.  In addition, the T.W.I.L. committee members, representing four of the 

five SOE departments, established a collegial professional working relationship with the 

newly appointed SOE Director of Diversity and Faculty Development and among 

themselves.   

2010 HICE Proceedings - Page 3237



All non-tenured faculty in the SOE were invited to participate in all T.W.I.L. 

events and participation was totally voluntary.  Faculty members were not asked to 

commit to attending any or all of the brown bag sessions.  

The T.W.I.L. program, the venue for this exploratory qualitative study, was 

primarily, by design, a peer mentoring program. However, an invitation was extended 

through the all-school email to all senior faculty members who, on occasion, attended and 

when requested, served as brown bag session presenters. 

Rationale for the Study 

 Newcomers to higher education continue to be hired for expertise in a 

specialization. Yet, the same experts, no longer plagued by the anxiety of finding a job, 

become rank amateurs on the new campus (Menges, 1999). They transform anxiety about 

being able to “get a job” into anxiety about being able “to keep that job.” They are often 

frustrated by the differences in their own expectations and the university’s expectations 

for them (Aguirre, 2000; Johnson & DeSpain, 2004).  Nearly all new faculty on tenure 

tracks experience concerns about meeting established minimum scholarly activity 

requirements (Turner & Boice, 1987). New faculty are not prepared for this, as noted by 

Adachi-Mejia (2009): “In academia, a key metric by which professors are measured – 

prolific writing- is not formally offered in academic training” (p. 6). Our university had 

no formal faculty development program in place for junior faculty under tenure-track 

contract. 

 In addition, studies show that the presence or absence of collegiality in the higher 

education setting is a new faculty retention factor (Ambrose, Huston, & Norman, 2005; 

Zhou & Volkwein, 2004; Ericson & Rodriquez, 1999; Menges & Associates, 1999).  
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Turner and Boice (1987) reported new faculties arrive with high expectations regarding 

the quality and quantity of collegial interactions with veteran faculty. New faculty 

members are not proactive in initiating informal professional interaction with colleagues 

and rarely seek advice. Mentoring is a crucial component of successful faculty careers 

(Sorcinelli, 1985; Wylie,1983).  Studies have shown that mentoring may have been 

desired by as many as 86% of new faculty members, but only one-third of them actually 

had a mentor (Boice, 1992; Bouquillon, Sosik & Lee, 2005).  It has been reported that 

new faculty are often disappointed at the lack of mentoring, support, and encouragement 

they receive from their veteran colleagues (Turner & Boice, 1987; Fink, 1984). As new 

faculty struggle to survive the tenure process, they need support. Support can be provided 

through mentoring and/or successful faculty development programs – programs built on 

information gained from those being served. Researchers have concluded that the success 

of new faculty interventions hinges on a willingness of faculty developers to seek out 

new faculty and become familiar with their individual needs and concerns (Turner & 

Boice, 1987).   

T.W.I.L.: A Non-tenured Faculty Peer Mentoring Program was designed to 

address the common concerns of non-tenured faculty.  All new SOE faculty members 

were invited to complete a needs assessment, participate in informational meetings, and 

network with peers, senior colleagues, seasoned researchers, writers, and editors. The 

T.W.I.L. program was formed primarily to provide support for increased scholarly 

writing productivity, a requirement for promotion and retention in every department of 

the School of Education. However, it also provided a venue for collegiality, mentoring, 

and stress-relieving support for those in the tenure process. 
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The T.W.I.L. exploratory research study was conducted to assess the extent to 

which the goals of the program were initially being met, to ascertain perceived program 

development needs and wants of non-tenured faculty at our university, and to provide 

recommendations to university administration about continuation of the T.W.I.L. project 

for the 2009-2010 academic year. 

Literature Review 

Junior faculty today is experiencing the same challenges evident in the 1970s and 

1980s – a time when the need for higher education faculty development was recognized 

on campuses throughout the United States (Fink, 1984).  It has only been a decade since 

Robert Menges (1999) discerned that anxiety, time pressures, isolation, tension in 

personal relations, and dissonance about the rewards they receive from their work were 

common dilemmas of new and junior faculty. Professionals accustomed to 

accomplishment and success, as are most new to the School of Education professoriate, 

find it disquieting to be a newcomer and a rank amateur (Dinham, 1999; Johnson & 

DeSpain, 2004). As recently as 2008, non tenured faculty at the University of Alabama 

organized a non-tenured faculty professional learning community to provide peer 

mentoring support for junior faculty to become more comfortable and prolific in research 

and scholarly writing (Searby, 2008; Searby, Shores, & Ivanova, 2009, in press). 

In addition, junior faculty members, like all human beings, have three basic 

psychological needs: to be capable, to be contributing, and to feel connected to others 

(Adler, 1930). In order for new and junior faculty to be successful, these needs must be 

met.  Newcomers to the professoriate often find themselves wondering whether they are 

capable of handling the teaching , research, and service requirements of the institution.   
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New professors want to contribute to the work of the department, school, and 

professional field. They want to feel that their work is going to make a difference. And, 

they want to feel connected - to be an engaged part of the faculty. As noted by Searby 

(2008), “collegiality and feeling connected to others both professionally and personally 

may seem optional, but studies have found that it enriches the experiences of joining a 

faculty (p. 9).” 

The Need to be Capable 

 New faculty need to feel a sense of being capable and competent early in their 

careers. However, newcomers to higher education are often unclear about retention, 

promotion and tenure requirements.  There is an ambiguity in the professoriate: one is 

hired for one purpose, expected to carry out another, and prized for achieving a third 

(Fink, 1984). Teaching, research, and prestige are independent variables. When the new 

faculty members realize this incongruence, they may feel less than competent and 

capable. 

 New faculty experience a great deal of job-related stress. In a longitudinal study 

of new faculty, Sorcinelli (1994) found that unrealistic expectations and inadequate 

feedback, recognition, and rewards were factors that contributed to new faculty stress. 

Menges (1999) noted faculty want affirming feedback, telling them what they are doing 

right, corrective feedback to help them improve, and clarifying feedback to clarify 

expectations. They need feedback and want to know if they are viewed as competent.  

 The kind of feedback sought by new faculty can often be given by a mentor.  

Boice (1992) reported 86% of new faculty members in his study wanted a mentor, but 

only one-third of them actually had one.  He proposed two reasons for the low frequency 
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of mentoring.  First, only a small number of faculty members find a mentor on their own. 

Secondly, few campuses provide mentoring in a systematic and effective way. In recent 

years, due to the discovery of the many psychological, social and career-related benefits 

that mentoring provides for protégés (Bouquillon, Sosik & Lee, 2005), mentoring has 

received more attention from both researchers and practitioners. However, Boice’s 

finding of low percentages of faculty actually having mentors is still a reality 

(Bouquillon, Sosik & Lee, 2005).  Bode (1999) proposes a possible reason why 

mentoring might not be taking place: “Perhaps newcomers wish to hide their ignorance 

and uncertainties from members of their own department” (p.124). New faculty may feel 

vulnerable and have doubts of their capability to meet the tenure process requirements. 

 If a mentoring program is not in place, new faculty support can be provided. Fink 

(1984), in his seminal study of new faculty, presented a list of eight types of support that 

new faculty could receive and asked them to what extent they were given.  The supports 

that could be provided included: 

1. being invited to a colleague’s classes 

2. colleagues offering to visit their classes 

3. colleagues discussing general teaching problems 

4. colleagues explaining local resources 

5. colleagues carefully explaining criteria for performance evaluations 

6. colleagues discussing particular courses and teaching 

7. colleagues  inviting one to professional events 

8. colleagues inviting one to social events (p. 51). 
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New faculty participants in Fink’s (1984) study reported low support in all areas. 

However, in the same study, when senior faculty were asked for their perceptions on how 

often these supports were offered to new faculty, they perceived that they were provided 

quite often. One possible explanation for the differences was that faculty who had been in 

the organization for some time may have believed that such supports were not very 

important, or that, if they were, newcomers could get them on their own.  “However, the 

new teachers may feel a much stronger need for assistance, and they may not be at all 

sure how to get it” (Fink, 1984, p.51). Without appropriate and timely feedback, new 

faculty may feel insecure about their competency. 

The Need to Contribute 

Another basic need of all new faculty is the need to contribute professionally to 

the department, school, and field of study.  One of the most daunting challenges in 

becoming competent as a new professor is the expectation to produce scholarly writing 

(Sanacore, 2006).  However, the newcomer may experience an ambivalence about feeling 

prepared to conduct research or publish (Larocco and Bruns, 2006). Boice (2000), in 

twenty years of studying new faculty, found that almost all failures of new hires had little 

to do with lack of expertise in a faculty member’s field of study. Instead, failures came 

from not knowing how to manage enough writing publications in modest amounts of 

time, as well as not learning how to elicit effective collegial support. In a study by 

Sorcinelli (1994), many new faculty found that their senior colleagues were generally 

encouraging, but newcomers did not receive any concrete help with scholarship, such as 

offers to collaborate on a research program or to review a manuscript or grant proposal, 

or with teaching (sharing syllabi, visiting a classroom).   
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There may be an assumption in higher education that new faculty will arrive 

knowing how to produce scholarly articles, therefore, help in this area is not provided. 

Boice (2000) asks:  

Why does advice for new faculty often exclude writing?  Tradition 

assumes that professors already know how to work as writers; new faculty, after 

all, have almost always written a thesis or dissertation.  So, custom limits most 

advice for new faculty to teaching because teaching seems less sufficiently 

mastered (p. 103). 

 In Boice’s (2000) study of hundreds of novice professors at a variety of 

campuses, he found this assumption to be disastrous.  The majority of new faculty 

struggled as beginning scholarly writers.  During years one and two, over two-thirds of 

them produced nothing that “counted,” despite their plans for substantial output in 

scholarly writing.  For many newcomers, this lack of productivity continued into years 

three and four, and often well beyond. 

Boice (2000) cited reasons why most new faculty struggled with writing.  Those 

reasons included: 

1. New faculty did not learn how to write with fluency and constancy in 

graduate school 

2. They too often learned to work in isolation 

3. Writing, by nature, seemed difficult to them 

4. Writing remained mysterious to them 

5. Most had mistaken ideas about the nature of writing 

6. They approached writing with all-or-none thinking 
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7. New faculty feel too busy to write 

8. They reject simple, efficient ways of writing as counterintuitive 

Boice (2000) found that exemplary new faculty modeled better ways of working at 

writing.  They got writing underway by learning to work in brief, daily sessions that 

seemed extremely short at first.  Their constancy and moderation produced more 

manuscript pages in the long run, with more likelihood of publication in refereed and 

prestigious journals.  They were able to feel the sense of contribution to the profession 

through their publications.  

The Need to be Connected 

 A third need common to all new faculty is the need to feel connected to others.  

Common first year concerns of new faculty include feelings of loneliness, isolation, and 

lack of social and intellectual connection to others (Sorcinelli, 1994). Gabelnick et al. 

(1990) observed that “there is a deep hunger among faculty members for more 

meaningful, collegial relationships and more conversational structures in our institutions” 

(p. 86).  Yet, there has been relatively little attention paid in the literature to faculty 

development strategies that assist new faculty members in building skills in collegial 

networking (Akerlind & Quinlan, 2001).  

 New faculty desire intellectual companionship.  Fink (1984) found that only one-

third of new faculty in his study had someone with whom to discuss ideas and 

professional concerns.  Those who did not said that it had a negative effect on their 

professional satisfaction.  Two-thirds of them said that this lack had affected their 

performance as professors.  Participants who had found intellectual companionship 
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received high course evaluations from students and higher assessments from chairpersons 

and colleagues. 

The three human needs of being capable, contributing, and feeling connected 

(Adler, 1930) are said to be universal.  Most faculties in new jobs likely experience these 

needs, whether or not they are articulated.  New faculty members need support and 

encouragement that they do not always receive, as noted by Schuster (1999): 

Nurturing faculty may be as old as universities, but its importance, arguably, has 

never been greater.  This assertion is grounded in the confluence of realities: the 

swiftly changing conditions of the academic life to which the faculty must adapt 

and the escalating pressures on faculty to produce in terms of both more effective 

teaching and higher rates of scholarly productivity.  The ‘ol treadmill, by almost 

all accounts, has been gathering speed.  Yet the efforts to provide support for the 

faculty has not been nearly commensurate (p. xiv.) 

Providing this support, in the form of a peer mentoring professional learning 

community faculty development program, was the goal of the Southern Illinois 

University – Edwardsville (SIUE) Teaching, Writing, Inquiring, and Learning (T.W.I.L): 

A Non tenured Peer Mentoring Program modeled after the Support Network for 

Assistant/Associate Professors (S.N.A.P.) at the University of Alabama Birmingham 

(UAB). The effects of the T.W.I.L. structured plan of activities and programs for the 

spring semester of the 2008 - 2009 academic year were evaluated in this study. 

Methodology and Assessment  

The Thinking, Writing, Inquiring, and Learning (T.W.I.L.) pilot program was a 

one-semester exploratory study using the S.N.A.P. program conducted at UAB during the 
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2007-2008 academic year as a model. All 29 non-tenured faculty in the SIUE School of 

Education were invited to participate in all components of the T.W.I.L. program, but not 

required to commit to participating in any or all components of the program.  

A university IRB approval was granted to collect and analyze both quantitative 

and qualitative data.  Information from the participants was collected at two stages in the 

program: An initial needs assessment and a post T.W.I.L. survey. Both electronic surveys 

were made available to all non-tenured faculty members on the SOE shared network 

drive and all non-tenured faculty members were invited and encouraged to complete both 

surveys.  

 Data was collected to assess any changes in scholarly writing confidence levels 

and scholarly writing productivity. Data was also collected on the impact that the four 

brown bag sessions had on non-tenured faculty scholarly writing productivity.  

 Assessment of T.W.I.L. was based on Berk and Rossi’s (1990) concept of 

program evaluation wherein “… evaluations are concerned with whether or not programs 

or policies are achieving their goals and purposes” (p. 15.) The previously described 

T.W.I.L. program goals were established by non-tenured faculty committee members 

prior to the beginning of the semester. The goals were modeled on the S.N.A.P. goals, but 

modified to meet the needs and professional support areas of the T.W.I.L. non-tenured 

faculty committee members and their peer colleagues at SIUE. 

Needs Assessment 

The initial electronic needs assessment survey was designed by the T.W.I.L. 

committee, posted on the SOE shared network drive in late January, and left open for 

non-tenured faculty input until mid April. The purpose of the initial survey was five-fold: 
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(1)To gather demographic information from the 29 non tenured faculty members in the 

School of Education, (2)to find out non-tenured faculty confidence in four areas of 

scholarly writing (Introduction, Methods, Results, and Discussion), (3) to gather their 

self-reported performance rating as a scholarly writer, (4) to assess their current and past 

publication record, and (5) to glean answers from two open-ended questions:  What 

topics would you like to be covered to improve your performance as a scholarly writer?  

and What do you expect to gain from attending the meetings?   

Post T.W.I.L. Final Survey 

The four-member T.W.I.L. committee designed and orchestrated the four brown 

bag sessions to address basic, generic informational needs of non- tenured faculty. The 

post -T.W.I.L. survey was designed to evaluate the response of non- tenured faculty to 

the brown bag sessions, along with gathering information on scholarly publication 

confidence and productivity. 

The numeric information was analyzed for patterns and trends using basic 

statistical procedures (Gravette & Wallnau, 2007), and the text data was aggregated by 

two T.W.I.L. committee members agreeing on common themes generated from initial 

survey open ended questions. Data from both surveys were analyzed to develop a specific 

plan recommendation for a full-year peer mentoring program for the 2009-2010 school 

year. 

Results 

T.W.I.L. Project Survey Respondents 

There were 29 potential T.W.I.L participants in five School of Education 

departments. Participation in survey completions and/or participation in any or all of the 
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brown bag sessions was voluntary.  The only commitments made to continuous 

participation in the T.W.I.L. program were those of the four non-tenured faculty 

development T.W.I.L. design committee members who became the core of the peer 

mentoring professional development initiative.  Hence, those who responded to surveys 

were not necessarily the same respondents: 19 (65.5%) responded to the needs 

assessment initial survey and 15 (51.7%) responded to the T.W.I.L. post survey; 

however, only 12 (41.4%) of the non tenured faculty responded to both surveys.    

The 19 respondents to the initial needs assessment survey represented two of the 

five non tenured faculty in Curriculum and Instruction ( C&I), five of the five in 

Educational Leadership (EL), seven of the seven in Psychology (Psych) and five of the 

eight in Special Education and Communication Disorders (SPCD).  None of the four non-

tenured faculty in Kinesiology and Health Education (KHE) completed the initial survey.  

Of the respondents on the initial survey, 47.4% were male and 52.6% female. 

The 15 respondents of the post T.W.I.L. survey came from all five of the SOE 

departments:  One C & I, three EL, two KHE, five Psych, and 4 SPCD. Of those 

completing the post T.W.I.L. survey, 46.9% were male and 53.3% were female. 

Twelve non-tenured faculty members (41.4%) responded to both surveys:  Three 

of the five in EL, six of the seven in Psych, and three of the eight in SESD.  No non- 

tenured faculty member from C & I and KHE completed both surveys.  In the gender 

category, 58.3% of those completing both surveys were male and 41.7% were female.  

During the spring semester three (3) C & I, two (2) SECD, one (1) PSY, and one (1) EDL 

junior faculty members were tenured in the SIUE School of Education.  
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Initial Survey/Needs Assessment 

 In addition to collecting demographic data, the initial needs assessment survey 

collected respondents’ confidence in writing the introduction, methods, results, and 

discussion sections of scholarly publications.  In the aggregate, 100% of the respondents 

felt moderate, a little, or a lot confident in writing the introduction, 90% felt confident in 

writing the methods, 89% confident in writing results, and 95% confident in writing the 

discussion.   

On a one to ten point scale, respondents were asked to rate their performance as a 

scholarly writer:  With one being the lowest and ten being the highest, no one rated 

themselves between one and three, 5.6% (N=1)) rated him or herself as a four, 88.9% 

(N=16) of the respondents rated themselves as “mediocre,” i.e. in the five to eight range, 

and no one rated themselves as a nine.  One individual (N=1) rate him or herself as a 

perfect ten (5.6%).   

 In order to ascertain any change in scholarly publication productivity, respondents 

were asked to give the number of current publications to their credit, the number of 

publications submitted, and the number of articles published last semester (Fall, 2008).  

Current publications for the 19 initial survey respondents ranged from 0-15 with a mean 

score of 5.17. Publications submitted last semester (Fall, 2008) ranged from 0-4 with a 

mean of 1.68. The number of articles published last semester (Fall, 2008) ranged between 

0-3 with a mean score of 0.94.   

 Responses to the question, “What would you like to have covered to improve your 

performance as a scholarly writer?” were reviewed by two members of the T.W.I.L. 
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committee and five topics emerged from the 22 comments from 19 respondents:  Non-

tenured faculty want help in (1) developing ideas, writing, and analyzing data  (N=10), 

(2) collaboration opportunities (N=5), (3) Mentorship (N=2), (4) finding the right journal 

for publications (N=2), and (5) time management (N=2).  Two respondents were unsure 

or did not know what they wanted to be addressed to assist them with their scholarly 

publications.  Faculty wrote comments such as, “I would like to receive inservice in 

writing qualitative research, including, but not limited to, biographical writing and the 

use of interview in qualitative writing.” They also wanted help in “finding a mentor” and 

“how to prioritize papers.”   

 Over 50% (N=11) of the responses to the question, “What do you expect to gain 

from attending the meetings?” contained comments about achieving publishing success 

and manuscript feedback.  10% (N=2) of the responses cited learning about the tenure 

process requirements and 10% (N=2) noted they expected to find collaborative 

opportunities and collegial relationship from attending the meetings.  In addition, 5% 

(N=1)) of the responses indicates that peer mentoring and 5% (N=1) specifically named 

grant writing knowledge as expected outcomes from attending the T.W.I.L. meetings.  

15% (N=3) of the respondents expressed uncertainty of their expectations. Some 

examples of comments related to what faculty expected included, “Knowledge of the 

rules of the tenure journey,” “Support in my writing, new information, wisdom from 

seasoned professionals,” and “Exchanging ideas and getting inspiration.”  

Post-T.W.I.L. Survey 

 The post T.W.I.L. survey was designed to assess four areas:  (1) respondent’s 

publication record, (2) confidence in ability to write each section of a manuscript on 
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his/her own, (3) performance as a scholarly writer, and (4) evaluation of the impact each 

of the four brown bag informational sessions had on the respondent’s scholarly writing.  

In order to compare the pre and post survey results of respondents’ confidence in writing, 

confidence as a writer, and scholarly submissions and publications, only the results of the 

12 non tenured faculty members responding to both surveys are reported. 

 The results of the non-tenured faculty’s confidence in the ability to write each 

section of a manuscript on one’s own showed no significance in the confidence level 

changes over the one semester program implementation.  Each respondent was given the 

options of reporting his/her confidence as “none,” not much,” “moderate,”  “a little,” or 

“a lot.”  Participants reported at least a moderate level of confidence in writing all four 

sections of a manuscript: introduction, methods, results, and discussion.  Although 

changes were not statistically significant, the “results” change score was approaching 

significance (p=.082). 

 The T.W.I.L. survey participants were given the opportunity to rate their 

confidence as a writer in both the initial and post T.W.I.L. surveys.  On a ten-point scale, 

1-4 indicated “poor” confidence, 5-9 indicated “mediocre” confidence, and a 10 score 

indicated the respondent had “excellent” confidence.  The twelve respondents to the post-

T.W.I.L. survey, who also completed the initial survey, provided the following: 8.3% 

(N=1) reported confidence in the “poor” range of 1-4, 91.6% (N-11) reported confidence 

in the mediocre range of 5-9, and no respondent reported “excellent” confidence. The 

change in the pre and post T.W.I.L. survey confidence as a writer rating change was not 

statistically significant. 
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 Survey respondents were asked to provide the researchers with the number of 

scholarly submissions and scholarly publications for the last semester, which would have 

been the Spring, 2009 semester.  The post T.W.I.L. survey scholarly publication results 

(N=12) showed 16.7% (N=2) of the respondents had no submissions, 50% (N=6) had 

one, 33.3% (N=4) had two submissions, and no one had three or more scholarly 

submissions during the Spring, 2009 semester. However, approximately 46% of the 

respondents (N=11) had at least one accepted submission accepted for publication – 9.1% 

(N=1) had one, 18.3% (N=2) had two, and 18.3% (N=2) had three publications.  The 

change in the number of submissions and/or publications is not statistically significant. 

 The final segment of the post T.W.I.L. survey was designed to give the 

respondents an opportunity to evaluate the impact, if any, of the four brown bag sessions 

on their scholarly writing productivity.  The brown bag sessions were titled: “Tenure, 

Promotion, and More,” “Grants 101: Funding Research,” “Resources for Scholars,” and 

 “Perspective and Directions in the Current Publication Process.”  Participation in all 

components of the T.W.I.L. mentoring program for non tenured faculty was voluntary.  

Hence, attendance at the sessions among the twelve respondents fluctuated from as low 

as four attending the “Resources for Scholars” brown bag session to as high as eight 

attending the “Tenure, Promotion, and More” brown bag session.  

 Participants were asked to rate the impact of each session on a one-to-seven 

scale:  one represented “no impact,” four represented “moderate” impact, and seven 

represented “substantial” impact. Three of the brown bag sessions had one person 

indicate the session had “no impact” on his/her scholarly writing. Those sessions were 

Tenure, Promotion, and More, Grants 101: Funding Research, and Directions in the 
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Current Publication Process.  Only the Grants 101: Funding Research session had 

someone indicate a rating of two (2) and only the Resources for Scholars had a rating of 

three (3). All four brown bag sessions received moderate ratings between 4 and 6.  Only 

the Tenure, Promotion and More and the Perspectives and Directions in the Current 

Publication Process received substantial ratings from three participants. 

Discussion 

T.W.I.L was a one semester pilot program designed as an exploratory study to 

gather information as the semester progressed about non-tenured faculty’s needs, 

interests, writing confidence, scholarly writing productivity and non-tenured faculty 

response to structured brown bag lunch and learn sessions. The response to the formation 

of the Thinking, Writing, Inquiring, and Learning: A Non Tenured Faculty Peer 

Mentoring Program has been positive.  

 The T.W.I.L. faculty development committee developed a professional learning 

community among themselves resulting in peer mentoring for scholarly writing among 

committee members representing four of the five SOE departments.  Comments from 

brown bag sessions attendees, especially those who attended the Tenure, Promotion and 

More session were overwhelmingly positive:  Non-tenured and senior faculty members 

who participated were positive about having the opportunity to hear requirements and 

expectations of tenure and promotion in one setting.  

Inviting all faculty members to T.W.I.L. brown bag sessions and involving senior 

faculty in the session presentations gave junior faculty opportunities to network among 

themselves and with senior faculty across disciplines. The T.W.I.L. faculty development 

committee members established a collegial professional working relationship with the 
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newly appointed SOE Director of Diversity and Faculty Development and among 

themselves, made a contribution to their departments and the SOE, and earned the respect 

and continued support for the T.W.I.L. peer mentoring program expansion to a full year 

program during the 2009-2010 school year. They were able to have the three basic needs 

of all humans (Adler, 1930)- To be capable, to be contributing, and to feel connected- 

met. One member of the committee attained tenure at the end of the spring semester. 

The core purpose of the T.W.I.L. peer mentoring program was to provide support 

that would result in increased scholarly productivity of non-tenured faculty. Seventy-five 

percent (75%) of the participants had one or more scholarly submissions the semester 

before the T.W.I.L program began:  The number having scholarly submissions the 

semester before T.W.I.L. ended was 83%. The percentage of respondents who had one or 

more scholarly publications accepted when completing the initial survey was 54%.  (Four 

junior faculty had one (1) publication and two (2) had two (2) publications accepted.  

None had three (3) publications accepted.  However, on the post-T.W.I.L. survey, 50% 

(6) had one or more scholarly publications accepted and two of the junior faculty reported 

having had three accepted publications.)   The change in the number of publications was 

not statistically significant, but greater than when the study began.    

The lessons learned will enrich future T.W.I.L. activities.  For example, having a 

pre-set, established T.W.I.L. professional development time on the SOE calendar will set 

aside and protect the time non-tenured faculty have committed to the T.W.I.L. program. 

The Dean has already made this accommodation to the 2009-2010 SOE academic 

calendar.  Requiring an “up front” commitment to regular participation will provide 

participant continuity lacking in this pilot study. Responses to the needs assessment 
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survey open-ended questions about non tenured faculty needs/wants and expectations 

from the program will give guidance to the committee planning the 2009-2010 program, 

making the year-long program more responsive to the non tenured faculty being served. 

The proof of the T.W.I.L. administrative support and effectiveness can be 

measured in university SOE leadership commitment to continuing and expanding the 

T.W.I.L program and the scholarly writing productivity of the participants – the core 

purpose for creating the peer mentoring program.  The Associate Dean for Diversity and 

Faculty Development provided a positive evaluation of the group’s work by stating, “The 

Dean is very excited and supportive of the T.W.I.L. program and has included T.W.I.L. 

in her School of Education goals for the 2009-2010 academic year. (Bill Searcy, personal 

communication, July 13, 2009). Perhaps the greatest indicator of success is the 

willingness of non-tenured faculty serving on the T.W.I.L. committee to continue serving 

in this leadership service capacity.   

The following is a recap of the four goals of the Teaching, Writing, Inquiring, and 

Learning: A Non Tenured Faculty Peer Mentoring Program and the notation of their 

achievement: 

Goal 1:  

Establish a multidisciplinary professional learning community for non-tenured faculty in 

the School of Education with the purpose of providing professional support for scholarly 

writing.  Participation in the learning community will be voluntary.  MET: The T.W.I.L 

committee was formed and monthly meetings held.  

Goal 2: 
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Provide non-tenured faculty in the School of Education with varied opportunities to 

develop their skills in scholarly writing, submitting articles for publication, and 

constructing/initiating manuscripts through interactions with faculty mentors, journal 

editors, and each other. MET: A variety of programs through the brown bag lunch and 

learn programs was offered throughout the semester (see Description of the Project). 

Goal 3: 

Provide non-tenured faculty in the School of Education with materials and tools that will 

assist them with scholarly writing.  MET:  The Director of Diversity and Faculty 

Development, with funding from the Dean, established a professional library. The library 

is maintained outside his office for easy accessibility. The library contains books such as 

Faculty in New Jobs, Advice for New Faculty Members, The Work of Writing, and the 

Publish & Flourish text and DVD.  The education research librarian conducted one of the 

brown bag sessions- Resources for Scholars - wherein multiple resources for scholarly 

writing were explained. Cabell’s Directories are available for all faculty use.  

Goal 4: 

Develop thinking, writing, inquiry, and learning (T.W.I.L.) circles that meet consistently 

in order to undertake new efforts that will result in scholarly productivity. NOT MET:  

The T.W.I.L. committee decided early in the semester that trying to achieve all goals was 

too ambitious.  It was decided to table this goal, garner information from the initial and 

post T.W.I.L. surveys, and focus on this goal for the 2009-2010 full-year T.W.I.L. 

initiative. 

 Ultimately, in the minds of the authors and T.W.I.L. committee members, the 

group was formed to give support and encouragement to non-tenured faculty so they 
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might experience connection, capability, and contribution. The positive working 

relationship among the T.W.I.L. committee members is an affirmation of the power of 

peer mentoring over a period of time as short as five months. Evidence of this is the fact 

that two committee members worked together to present at a state conference and two 

worked in a mentoring relationship resulting in a reflective paper being accepted for 

publication. The encouragement and support from the Dean and the positive comments 

from session panelists and participants encourage the continuation and expansion of the 

T.W.I.L. program. 

Summary 

When new faculty members enter into a tenure track position at Southern Illinois 

University – Edwardsville, they are expected to accomplish the work of writing and 

publishing in an effective and timely manner.  Non-tenured faculty in new jobs at the 

university come with varied backgrounds, confidence and experience in scholarly 

writing, and willingness to participate in structured support programs.  

The T.W.I.L program provided structure and tangible support for helping junior 

faculty clarify university expectations for retention, promotion, and tenure. The program 

provided multiple opportunities for non-tenured faculty in the school of education to 

increase their knowledge, resources and skills to increase scholarly writing productivity. 

    The primary purposes of T.W.I.L were (1) to learn from non-tenured faculty what 

faculty development needs they had and (2) to provide support and encouragement to 

non-tenured faculty so they might experience capability, contribution, and connection 

with the ultimate goal of increasing scholarly publications.  Boice (1991) tracked four 

successive cohorts of new faculty at a large state university and found that “new faculty 
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needed at least three years to feel a real part of campus (p. 49)”.   T.W.I.L. was piloted 

for only one semester, but it was clearly ascertained that continued peer mentoring, 

faculty development support, and encouragement for faculty new to the professoriate is 

needed, wanted and recommended. 

Next steps in subsequent years of T.W.I.L. will likely include: (1) continuation of 

the professional learning community monthly meetings focusing on topics recommended 

by non-tenured faculty, (2) development of T.W.I. L. professional writing communities, 

(3) collaboration between participants in new research programs in the School of 

Education across disciplines and across the SIUE campus, (4) co-authoring endeavors 

among participants,(5) sharing of  “best practices” from this program with the 

professional community at large at regional and national conferences and international 

presentations, (6) celebrating ceremonially as each T.W.I.L. member attains tenure and 

promotion, and (7) continually adding members to the cohort of new faculty T.W.I.L. 

members.   The initiators of the T.W.I.L., like those of the S.N.A.P. program at the 

University of Alabama at Birmingham, are committed to continuing a program of peer 

mentoring which offers support for new faculty to become competent, contributing, and 

connected published authors.  
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Introduction 

Bulling is a serious issue which involves many students and is, by far, the biggest 

violence problem in schools in many countries. Reports from various countries show 

that many students, especially those with disabilities, suffer from episodes of severe 

bullying. Many anti-bullying programs focus on eliminating the bullying behaviours, 

however it is equally important to provide alternative, socially acceptable behaviours to 

replace the anti-social ones. These are called “pro-social behaviours” (Thompson, 

Arora, & Sharp, 2002).  

According to Eisenberg and Mussen, pro-social behaviour refers to “voluntary 

actions that are intended to help or benefit another individual or group of individuals” 

(Eisenberg, & Mussen, 1989, p.3).  Pro-social behaviour acts are driven by a mix of 

altruistic and self-interested motivations (Bentley, & Nissan, 1996). The above-

mentioned definition of pro-social behaviour refers to consequences of a doer’s deeds 

rather than the motivations behind those activities. Children who help others tend to 

have positive relationships and interactions with their peers (Eisenberg, & Fabes, 1998). 

The purpose of our research was to explore, understand, and share with a 

broader audience, how in some junior-high schools the phenomenon of bulling is 

reduced. In our paper we include only information gathered from students which 

focuses on their perceptions of the anti-bullying policy and explores their relationships 
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with disabled peers. While our paper has primarily a descriptive character and we want 

to illustrate frequencies of choices made by students and the relationships among these 

choices as they relate to bullying behaviours. A deeper analysis of gathered data will be 

completed in the future papers. 

We wished to explore qualities in these schools which help to promote pro-social 

behaviours of students towards their peers, particularly those with disabilities. This 

research focused on describing how an atmosphere of acceptance and understanding 

of the needs of students with disabilities can be created at the junior-high school level. 

The results of our study have implications for school administrations and educational 

policy makers.  

 
Research Strategy, Problem, and Case Selection 

To explore the phenomenon of “friendly schools for all” and pro-social behaviours 

of students towards their classmates with disabilities we have decided to survey 

students anonymously in several schools in the Alberta context. The focus of this 

proposal is on developing of how pro-social behaviours in schools are promoted by the 

school community.   

This study addressed the following research questions: 

1. What are the features of schools which promote pro-social behaviours of 

students towards others in general and towards disabled peers 

specifically? 

2. How do junior-high students perceive anti-bullying policy? 

3. How do students’ perceptions of anti-bulling policy relate to their reported 

pro-social behaviours towards peers with disabilities?  

For our study, we gathered data from students in two schools from publicly 

funded Christian-based school districts in Alberta in which students with disabilities are 

integrated into regular classrooms. In these districts we invited all junior-high schools 

(33 schools) to participate in our study. We received consent from two schools to 

conduct our research within. During this part of research we distributed questionnaires 

(using primarily closed-ended questions and one open-ended question) as the means 

for data collection. We distributed 780 anonymous surveys which were sent home with 
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students (along with an information letter and consent form for parents). The surveys 

and the consent forms were collected separately so that the information provided on the 

survey could not have been linked back to a child. We received 107 surveys back from 

students.  

 

Results 

Our invitation to participate in our study was taken up by 54 girls, 47 boys, and 6 

students who did not report their sex from two junior-high schools. In total 49 students 

were in grade seven, 25 students were in grade 8, and 28 students were in grade 9. 

Among surveyed students were nine who reported having disabilities. 

The preliminary analysis of the data suggests that students generally feel safe in 

their schools (range from: sometimes - 5 students, through often - 46 students, to 

always - 56 students). Also, the majority of the students declared that they follow the 

school rules (62 students: always, only one student: rarely). They also reported taking 

part in making decisions about their school (43 students sometimes, 36 – often, 14 

students – always). Students also reported that school is a good place to be because 

teachers and staff are positive (in students’ opinion), can help them to solve problems 

(74 students’ declarations), and every student is supported to achieve goals (72 

declarations). 

We gave students the list of bullying behaviours with a request that they identify 

all that they had experienced personally. Students declared that they had experienced: 

verbal threats (97 students), being called names (95 students), and had had things 

stolen from them (93 students)1. We also asked that students identify, from the same 

list of bullying behaviours, those which they had inflicted on others. Verbal bulling 

seems to be the most common among junior-high school students; of the 107 students 

participating in the study, 55 students reported calling others names, 45 students 

indicated they had teased others, and 31 swore at someone. Interestingly, many of the 

same students (n = 52) stated that they stopped others from teasing and calling names 

and 48 of them stopped others from fighting.  

                                                 
1 For the purpose of this proposal we show only the three with the highest frequencies. 
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We also asked students to identify appropriate behaviours they had engaged in. 

The most popular categories chosen by students were: (a) sharing (n = 99), (b) 

cooperating with others (n = 98), and (c) helping someone so he/she does not get hurt 

(n = 97). To get a sense of where students were engaging in discussions of appropriate 

behaviour towards others, we asked in which classes they talked about how to behave, 

students indicated Religion classes as the first choice (n = 69) and Physical Education 

classes as the second (n = 54). English Language Arts was picked as a third one, but 

only by 37 students. We were surprised by the fact that in schools purporting Christian 

values, Religion classes were identified by just under two-thirds of the respondents. 

Furthermore, of the 69 who identified Religion classes as a place where appropriate 

behaviours were discussed, 68 were from the same school.   

Students were also asked why they helped their peers with disabilities; 68 

respondents affirmed that they were good persons. Sixty of them stated that they just 

want to help others, and 49 declared that they help everybody. It seems very interesting 

considering the fact that 64 of them declared that they played games which involve 

students with disabilities and 79 – spoke to students with disabilities. Thirty-five 

respondents stated that they had friends with physical disabilities and 20 reported 

having friends with mental disabilities.    

Students were aware that in a bullying situation they can count on the help of 

others, particularly parents (n = 84). In preventing bullying in school a very important 

role seems to played by the principal/vice-principal: 78 students indicated they would 

turn to this person for help. In third place, 73 students indicated they would turn to 

police. Some students indicated, through the open-ended responses to this question 

that they would turn to siblings and grandparents.   

At the end of our survey, students were also asked to describe in their own words 

what they would change in school to make them feel safer. This question received 

responses from 48 students whose answers we have grouped into categories. Mainly, 

students (n = 14) proposed some practical solutions in class/school organization, 

including: (a) bigger hallways, (b) detectors in the doorways, (c) more locker checks, (d) 

more video cameras, (e) fewer students, (f) fewer hours in the school day, (g) to be 

partnered with friends only for projects, (i) make the school more wheelchair accessible, 
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and (j) nicer teachers. Eleven students suggested changing policies to be more strict on 

bullies, and ten students proposed establishing a bully free zone.   

 

Conclusions 

Summarizing the gathered data from the junior-high student respondents, we can 

say that what students know is quite different from how they report behaving. Most 

students reported follow the rules, obey policies, and being able to distinguish 

appropriate and inappropriate behaviours. However, their reported behaviours in 

interactions with peers did not reflect their understandings (i.e., swearing, calling 

names, and teasing seem to be normal, not bullying behaviour). School administrators 

have legitimate power to use against bullying at schools: policy and regulations (Gil, & 

da Costa, 2009) but students use their referent and coercive powers during interactions 

with peers (also with disabilities).  

Almost all of surveyed students felt safe in their schools, but some of them had 

suggestions how to improve safety (e.g., wider hallways, doors). They were even ready 

to resign some their privacy and personal rights (e.g., cameras, detectors, locker 

checks).  

In bulling situations students would ask for help their parents and other members 

of family, as well as the principals at their schools. Students do not feel as free to ask 

for help or to talk about some issues with teachers (which stands in stark contrast to 

data collected during teachers’ interviews – reported in another phase of our work)2. On 

the other hand, teachers were perceived as a positive and dependable to help to solve 

some problems.  

Most of students reported interacting positively with their peers having 

disabilities. These students indicated that they help their disabled peers, not because 

student code obligates them to, but, because they are good people. 

Results of our investigation suggest that referent and coercive forms of power are 

most often used among students. This suggests practical implications for how to 

address bullying behaviours among students in schools.  

                                                 
2 Gil, M., & da Costa, J. (2009). Anti-bullying policy and its relationship to children with disabilities: School level 
perspectives. In progress. 
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Shakespeare 1.5:  Using Essential Questions in the Content Area 
 

In Understanding by Design, Grant Wiggins and Jay McTighe (2006) argue: 

When we say that students must make their own meaning, we mean that it is futile to 

hand students prepackaged interpretations or statements of significance without 

letting them work through the issues . . . .   Didactic teaching of the interpretation will 

mislead students about the truly arguable nature of all interpretation.  (91-92) 

By “didactic teaching of the interpretation” we take Wiggins and Tighe to mean teaching 

that presents one interpretation as the only interpretation, the one interpretation that is 

“right.”  Students leave the classroom knowing only what their teachers think but rarely 

understanding the issues.   

No class on campus and in schools better exemplifies the unfortunate consequences 

of didactic teaching of a single interpretation than Shakespeare.  The idea that these 

marvelous, complicated, compelling literary works have a single “right” reading, that one 

interpretation that Wiggins and McTighe argue against, renders these plays for too many 

students riddles to solve.  Yet too often teachers do not provide the solution to the riddle, 

only the answer. Shakespeare classes become exercises in note taking as teachers profess 

their interpretations as THE interpretation and exams proof of memory or ESP.  Little 

wonder that bookstores stock next to the works of Shakespeare guides to ease readers’ 

anxieties.  Sparknotes publishes, for example, No Fear Shakespeare which promises on the 

back cover “the complete text of the play on the left-hand of the page, side-by-side with an 

easy-to-understand translation on the right.”  The subtitle for The Friendly Shakespeare is “A 

thoroughly painless guide to the best of the Bard.”   
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Incorporating the approaches and goals of UbD makes sense in all literary classes but 

especially in Shakespeare.  We acknowledge the needs of students who must pass 

standardized exams, such as the Praxis II for certification or GRE for graduate school 

admission.  For this reason, teachers have to cover some content. “Covering” Shakespeare is 

impossible.  Shakespeare teachers have the daunting task of selecting only a few of the thirty-

seven plays that comprise Shakespeare.  Any decision they make about the reading selections 

has important omissions, a “great tragedy,” an early comedy, a late romance, a “problem 

play,” etc.  If they decide to review the critical history of any one play, they have over four 

hundred years of reviews, reactions, interpretations, and overviews to summarize. 

We detail here an introductory college Shakespeare survey that incorporates UbD.  

Our purpose is not to suggest this organization is how to do it but instead to argue that UbD 

can work in literature courses, even for those instructors who feel that they must prepare 

their students for standardized exams.   The class we detail here comes in two parts, 

Shakespeare 1 and what we call Shakespeare 1.5.  Having two titles for one course we hope 

signals to the students that they are in for something different.  

Shakespeare I focuses on three genres, tragedy, comedy, and history plays. The 

English Department at our institution has two Shakespeare courses:  one that focuses on 

Shakespeare’s “development,” from the early plays to the “great” plays of his mid career; the 

second on the next part of his career.  It requires only the first course of all majors, so those 

students who choose not to use Shakespeare II as an upper-level elective will not study 

Hamlet, Macbeth, and King Lear for example, plays that many education students may teach in 

high school.  Using the principles of UbD becomes even more crucial:  students who can 
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understand the plays in any given course should be able to understand any play they see or 

play they teach.   

The part of the course concentrates on the terms, especially character types and plot 

formulas, conceptions, critical questions, cultural and theatrical background, that students 

need to know to interpret the plays on their own.  Much of what students learn in this part is 

the type of “stuff” they need for exams, but it is also key to UbD. Studying representative 

plays of the three genres builds what Wiggins and McTighe a “repertoire of skill and 

knowledge” students need to understand drama.  They quote from How We Think by John 

Dewey: “To grasp the meaning of a thing, an event, or a situation is to see it in its relations 

to other things: to see how it operates or functions, what consequences follow from it, what 

causes it, what uses it can be put to.” (38) In literary studies this repertoire students need to 

recognize and understand what Wiggins and McTighe call patterns is what too many English 

teachers dismiss as structuralism, old fashioned, tired, and flawed, yet in practical terms for 

introductory classes, combining elements of structuralism and UbD actually can provide 

students the “skill and knowledge” to understand. 

Students begin by reading Titus Andronicus.   Colleagues have aggressively questioned 

its inclusion—even after admitting that they have neither read the play nor seen a 

performance.  They “just know” it is “bad,” so much so that they often repeat the idea that 

Shakespeare could not have written it.  Somewhere in their academic career, some teacher 

told them that it was “bad,” and ever since they repeat critical evaluations based on nothing 

more than that. A play like Titus Andronicus points to a positive consequence of designing 

courses with the principles of UbD:  it asks teacher to examine and reexamine works with 

different measures, to understand them in what will be new ways.   
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 Titus works well for the course.  It has two interesting villains, with moments in 

which they might seem to some readers sympathetic and other moments horrifically evil.  

Aaron allows the class to consider the stage character “machiavel.”  He and Tamora are 

tricksters, and their plots against Titus and his family exemplify to students “tragic trickster 

story.”  The appalling violence especially the brutal and upsetting rape and mutilation of 

Lavinia epitomizes the “virtue distressed” plot.  The title character himself poses interesting 

interpretative issues for readers.  Is he a tragic hero based on the definition they learn for the 

class? Or if not every tragic character is a tragic hero, is he merely a tragic character, yet 

another victim of the virtue distressed plot?  The play also has all the elements of revenge 

tragedy, so reading Titus prepares students to understand and to recognize other revenge 

tragedies, such as Hamlet.  If the play is not a revenge tragedy, how does it depict “tragic 

sensibility?”  Or “tragic conflict?”  “Blood tragedy?” 

 While colleagues may criticize the choice of a play they “know” to be a failure or a 

mess or not a tragedy but a parody of a tragedy, for a teacher looking for plays to introduce 

essential questions for tragedies, Titus is worthwhile, appropriate, efficient, and problematic 

and complex in ways that allows teachers and students to explore and establish questions 

that foster understanding tragedy, tragic characters, issues, and conflicts.   

Our main point is not to recommend including Titus Andronicus.   Teachers who want 

to structure classes with UbD in mind should take new or closer looks at all the plays in that 

thick anthology.  Those reexaminations might find works long overlooked, neglected, or 

dismissed, works that might not impress one’s colleagues but will help students come to 

understand in significant, meaningful ways.  One will find that most students in an 

introductory class do not know that a play is bad until a teacher tells them so.    
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The students also read a comedy and a history play for the same reason.  Students 

read A Midsummer Night’s Dream and The First Part of Henry IV.   Examining comedy they 

consider how different trickster stories are in comedies, comic sensibility, redemptive hero, 

comic hero, farce, and wordplay.  Yet by offering the issues here we do not wish to imply 

that this list is the list.  The items we mention here are the terms, ideas, tools that we feel 

students should have to understand all of the plays of Shakespeare, not only the plays we 

read and study.  The examination focuses on their “repertoire of skill and knowledge.” 

After the students take the only examination of the semester, Shakespeare 1 ends and 

Shakespeare 1.5 begins.  Students read four plays, two tragedies and two comedies, yet the 

class changes, for Shakespeare 1.5 encourages the students to pose the interpretative 

questions by finding the big ideas in the plays.  Instead of settling on one right interpretation, 

the class determines how many interpretations are possible and of those how many are valid 

by considering all the ideas they learn in the first part of the course.  In Romeo and Juliet, for 

example, students ask if this very famous play has a “tragic hero,” that is, is Juliet a “tragic 

hero?”  Is Romeo?  Some students have wondered if the tragedy isn’t the good Friar’s 

tragedy for not being able to make things right despite some careful planning.  Asking 

students to consider who if anyone is to blame for the tragedy fuels interesting and 

worthwhile discussion about bad luck, Tybalt’s anger, or Mercutio’s.  They consider how the 

play is a comedy until those two boys fight and die in the streets, changing the tone for good 

no matter what Friar Laurence is able to do.  In Much Ado about Nothing students are quick to 

find plots and characters more likely from tragedies than from a comedy about young people 

in love:  the machieval Don John, whose tricks cause some serious if albeit temporary harm 

for our two lovers.  Claudio poses interpretative issues:  can a play end happily if an audience 

does not like a character that wins a happy ending?  And how can a character the audience 
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does not like for much of the play earn a happy ending?  What interpretations help to make 

the happy ending make sense to most audiences? 

The plays in Shakespeare 1.5 then should seem to the students as complex but not 

difficult.  They are complex because they allow for different and at times contradictory 

reactions to and interpretations of characters, plots, and tones.  The best consequence is of 

this approach to Shakespeare is the genuine and instructive debate as the students offer then 

question each other’s opinions.  

Shakespeare 1.5 then cannot be what students call a “regular English course,” and so 

exams and traditional essays do not seem appropriate.  UbD attempts to “craft assessments 

to evoke transferability:  finding out if students can take their learning and use it wisely, 

flexibly, creatively” (48).  To that end, the students write two essays.  The first essay due 

soon after the exam requires students to discuss at two or three of the “terms” from the 

exam and then using those to design a costume for a character that might help an audience 

see the character in the way that the students interpret it.  In other words, how might one 

dress Romeo if the audience is to see him as a melancholy tragic hero, faced with a tragic 

conflict?  Many of the students are anxious initially, quick to explain that they have never 

had to “do” a paper like “that” before.  Making clear to some that there are no right answers 

further troubles them instead of easing those concerns; the students with the highest grade 

point averages are usually the ones who worry the most, as they are comfortable 

understanding an assignment and turning in just what the teacher wants.   

In keeping with the goals of UbD, costume design assignment corresponds well to 

the concept of constructivist teaching that Brooks and Brooks articulate in In Search of 

Understanding: The Case for Constructivist Classrooms:  “Constructivist teachers often offer 

academic problems that challenge students to grapple first with the big ideas and to discern 
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for themselves” (ix).  Students have to determine how they interpret the character, a process 

that requires that they consider all their options of interpreting characters.  Because the 

assignment is not what English majors are comfortable with—character analysis, 

explications, etc—it demands students to imagine their characters on stage.  That process 

requires a type of reflection and understanding that treating the plays as long narrative plays 

cannot engender.  In this way it requires that student display the ability as Wiggins and 

McTighe call for, “’extract’ understandings and apply them in situated problems, in 

performance—something quite different from merely seeing ifthey can recall and plug in the 

underlying principles the teacher or textbook gave them” (49).  In short, the assignment asks 

the students to show that they understand. 

The second assignment asks students to “direct” a moment from one of the last 

plays.  It builds on the first assignment in that it requires that the students to consider the 

implications of interpretive choices. UbD demands what students call a “tough” assignment; 

as Wiggins and McTighe say, “Understanding thus involves meeting a challenge for thought” 

(38). Depicting a character as melancholy early in the play has an impact on how most 

audiences members most likely will react later to that character, other characters, moments 

later in the play, and conclusions.  Even though the assignment addresses a line or two of 

dialogue, it requires the students to appreciate how moments work to create character and 

conflict.  This assignment requires that the students find what the class will call a “crux,” a 

line of dialogue or moment of gesture that requires a “direction” or interpretation.  It 

demands that students demonstrate that they can determine then “render” the importance of 

moments that are essential to the overall tone of a play.  It demands that the students read 

the play in a different way that measures if they understand the concepts of the class.  These 

essays require the students to extract and apply in Wiggins and McTighe call  “maximal 
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transferability—the effective use of stuff, not merely the learning of stuff” (293).  We 

acknowledge that the better assessment may be to have the students direct a moment from a 

play they do not read in class, an idea under consideration, yet the current assignment works 

well as the students determine the essential questions of each play together then transfer that 

understanding to their own interpretative direction essays.  With so many “cruxes” in every 

play, the students still have to demonstrate “maximal transferability.”  Devoting four classes 

to any play cannot “cover” it, and so assigning a play that the class studies underscores that. 

One rewarding benefit from using UbD in Shakespeare courses is having to grade 

those final essays—at least for teachers who sincerely remain curious about the plays.  

Students offer fascinating, clever, and often striking insights into plays that too many 

teachers feel that they know.  The moments that students find key in plays 3500 lines long 

reveal more about the plays than having students pass exams.  A class has gone well we 

believe if one stops grading and starts reading essays.  That sounds self-servicing, and it 

might be.  Nonetheless, having students understand Shakespeare so they can write 

worthwhile essays is an outcome we hope is obvious. 

In conclusion, we might offer a number of reactions from students, but the one that 

we feel best exemplifies the success of using UbD in introductory Shakespeare classes, a 

phrase that might have served well as our title, is a common reaction from students at the 

end of a semester:  “Othello is easy.”  Othello is not easy; it is by many measures a very 

complex play, with any number of interpretations for its title character and for its villain.  

Confidence about one’s ability to read any Shakespeare play with understanding makes 

Othello seem easy.  One of the goals of any Shakespeare class is that the plays of 

Shakespeare do not “belong” to anyone—not to a teacher, not to a scholar, not to a director.  

In that way, using UbD works, and it works well.   
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Abstract 

The Mandt System® developed and has practiced Positive Behavioral Intervention 
Support (PBIS) programs since 1975. The organization is committed to partnering with 
school personnel in creating cultures and educational communities that promote safety, 
and who want to utilize a comprehensive PBIS training program to do more than anger 
management or crisis prevention. The focus is on learning how to reduce, if not 
eliminate, workplace and school violence by learning how to “support people, not just 
their behaviors”™. According to Brentro and Long (1995), healthy human relationships, 
where individuals feel a strong sense of connection, are the most effective means to 
reduce violent behavior.  Kauffman (2005) states the best way to prevent antisocial 
behavior is proactive academic and social skills instructional planning to avoid coercion, 
power-based struggles, and failure. The Mandt System® trainings help organizations 
realize these goals by first building healthy relationships between and among all the 
stakeholders within the culture. 

Schools are being required to provide more services with dwindling resources. Budget 
reductions, teacher shortages, and increasing populations of students identified as having 
a disability that require costly support services are straining already overburdened 
systems.  Compounding those issues, several significant investigatory studies released 
since January, 2009 document alarming rates and unacceptable practices of restraint and 
seclusion abuse in our nation's schools. Children reported most often victimized are those 
with disabilities and students exhibiting troubled behavior (USGAO, 2009). In an effort 
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to restore balance and safe learning/work environments, the Mandt System® provides 
training support for educational administration, teachers, and other school personnel.  

Safety is conveyed through respectful school policies and classroom management 
practices. Building positive and respectful relationships, staff-to-staff and staff-to-
student, forms the foundation for creating safe and inviting school cultures. School 
personnel can significantly increase the quality of instructional outcomes by developing 
trusting relationships with students, and facilitate learning by empowering students to 
become responsible, accountable stakeholders in their own behavior and education. The 
Mandt System® provides a proactive and instructive approach which is based on 
interacting with people in non-coercive ways. As a result of using our program, over 500 
schools have been able to: reduce the use of restraint; reduce the number of behavioral 
referrals; increase time spent in the classroom; increase instructional time; and facilitate a 
more positive, engaging and collaborative educational experience for all students.   

Conference participants who visit the Mandt System® poster session display can expect 
to:  

 Gain a comprehensive understanding of the Mandt System® organizational 
mission,  philosophy, and partnership opportunities 

 Become familiar with the Relational, Conceptual, Technical (RCT) and the 
Advanced Train the Trainer certification programs 

 Obtain specific information regarding the 1-day PBIS Teacher Classroom Culture 
Change, and 1-day Administrator Organizational Culture Change programs 

 Explore the Educational Administration Leadership training program 
 Identify how The Mandt System® partners with College and University teacher 

education programs to provide PBIS training to pre-service teacher candidates 

Poster Session Facilitators 
 
Dr. Karen Heller is an international presenter, trainer, consultant, and member of the 
National Training Faculty of The Mandt System®. Having earned a Doctorate in 
Organizational Leadership and Conflict Management and a Masters of Arts in Deafness 
Rehabilitation Counseling and Educational Program Administration, Karen has over 29 
years of special education classroom teaching, administrative, and personnel training 
experience in K-12 public, postsecondary, and human service/mental health settings. Her 
teaching experience encompasses working with a broad array of individuals with 
disabilities including hearing impaired, visually impaired, deaf/blind, behavior 
challenged, learning disabled, and individuals with autism spectrum disorders.  As a 
trainer in the Special Education Student Services Division of one of the largest school 
district in the nation, over a 5-year period, Dr. Heller presented to and trained thousands 
of administrators, teachers, paraprofessionals and support staff in PBIS programs, 
including The Mandt System®. 
 
A former college Assistant Vice President, Disability Services Program Director, Adjunct 
Assistant Professor and four time invited presenter to the International Conference on 
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Social Tolerance and Civility in Russia, Dr. Heller has taught undergraduate courses in 
Deafness as well as Sign Language and Interpreting, and guest lectures to graduate and 
doctoral degree candidates, university faculty, and pre-service teacher candidates on 
positive behavior management, conflict resolution, tolerance, and civility in the United 
States, Norway and Russia. Karen has also presented various PBIS initiatives to 
government, organizational, and social service agency personnel in the United States, 
Sweden, Norway, Poland, Russia and Canada.  
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Colleges of Education in rural settings face challenges in their efforts to prepare future teachers 
and principals with authentic field experiences in diverse settings.  It is difficult for small 
colleges in rural settings to provide diverse field experiences embedded within courses, rather 
than just waiting for the culminating internship experience.  Embedding field experiences, 
especially experiences specific to issues relating to diverse student populations, requires 
extensive preplanning and collaborating with school partners who deal with diversity on a daily 
basis.  Problems that rural colleges have in providing preservice candidates with course‐
embedded diverse field experiences focus on two main concerns:   (a) finding rural schools with 
settings that truly are diverse and willing to collaborate; and, (b) engaging preservice 
candidates within a diverse school setting that is both collaborative and supportive for the 
partnering schools and the preservice candidate. Engaging preservice candidates in standard‐
specific, diverse, field experiences within a collaborative learning community allows preservice 
candidates to learn how to analyze and deal with real life experiences in schools.  Collaborative 
learning partnerships among schools and universities provide course‐embedded field 
experiences for preservice candidates with the following outcomes: 1) decrease in preservice 
candidates’ dependence on professors to provide the answers to problems; 2) increase in 
candidates’ active engagement in problem‐solving in a collaborative, structured and diverse K‐
12 learning community; and 3) increase in support for the partnering, diverse K‐12 school.  
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Teacher education programs seek better means to understand what occurs during preservice 
early observations and field experiences. In order to better prepare teachers and 
administrators for increasingly diverse schools, teacher education programs search for effective 
ways of providing more than just multicultural awareness and sensitivity to preservice 
candidates.  Creating collaborative learning communities with K‐12 schools engages teacher 
education candidates with direct experiences in a preplanned, collaborative environment. 
Course‐embedded field experiences in diverse schools provide preservice candidates with 
additional formative support and guidance in working with multicultural students and 
communities. Developing preservice candidates’ self‐efficacy and helping candidates connect 
theory in the university classroom with practice in the K‐12 setting require systematic and 
intentional planning, design and collaboration. Having well‐designed and intentional field 
experiences that address specific needs of preservice candidates facilitates a more effective 
teacher education program of study. The findings of this study in creating collaborative learning 
communities with K‐12 diverse schools include reporting concerns, structures and best 
practices.  
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Abstract: Since China's reform and opening up, the phenomenon of migrant farmer workers has 
become increasingly common, this is followed by the issue of their children’s education. The 
Chinese Government has proposed a "governments of the inflow region are mainly responsible, 
public full-time primary and secondary schools are mainly responsible" strategy to solve the 
problem of the migrant farmer workers’ children receiving compulsory education, and this strategy 
has been included in the revised "Compulsory Education Law of People's Republic of China". 
However, as time goes by, the children of migrant farmer workers in the city to accept senior 
middle school education has become a new problem. The solution of this problem is restricted by 
the existing education system, school capacity, the economic base of parents, students and other 
academic conditions. Consequently, I suggest that the Government pay attention to this issue in 
order to solve the problem of migrant farmer worker’s children stranded in the city to receive 
compulsory education in senior secondary education. 
Keywords: migrant farmer workers’ children; senior middle school education; problems 
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Since China's reform and opening up in 1978, the phenomenon of the whole famer families 
moving to cities to work has become more and more common. At present, migrant farmer 
workers’ children account for 1 / 8 of all primary and secondary school students, which have even 
accounted for 1 / 3 in some developed cities. This situation shows that, since the 20th century 90's, 
children of migrant farmer workers stranded in the city have become a clear trend. As long as the 
gap between urban and rural areas exists, the special groups will be there. In order to study this 
problem, in 2008, we issued 700 questionnaires in 7, 8, 9 three grades of two public junior middle 
schools which accept children of migrant famer workers in economically developed cities. Among 
these questionnaires, 612 of them are valid. As shown by the statistics, the students who would 
like to continue to receive senior middle school education in cities after graduation are more than 
75%. In a public-run junior middle school for migrant farmer workers’ children, we distributed 
196 questionnaires to students of 7-8 grades, 189 of them are valid. The statistics shows that 
students who would like to continue to receive senior middle school education in cities after 
graduation account for 68.6%.① Data show that, whether the students are in schools which accept 
children of migrant farmer workers or in schools which are run for children of migrant farmer 
workers in this survey, the proportions that wish to stay in cities to continue to finish their senior 
middle school education is high. However, the survey also found that the wishes of these children 
are also subject to the impact of various pressures. On the one hand, it is a strong desire to 
continue their education. On the other hand, it is the strong pressure to block this desire. The 
conflict between them makes us realize that the issue of the children of migrant farmer workers to 
receive education in the city has developed from the compulsory education to post-compulsory 
education of the senior middle school education. 
1. Why the children of migrant farmer workers stranded in the city to accept the 
senior middle school education  
1.1 The good feeling for school conditions  

As a whole, children of migrant farmer workers school feel quite satisfactory at the school 
which they study in. The surveyed students of 7, 8, 9 grades accepted by these two public junior 
middle schools who feel very satisfied at their schools are respectively 15%, 13% and 10%. Those 
who feel satisfied are respectively 41%, 40% and 47%. Other public middle school children of 
migrant farmer workers surveyed believe that the facilities of urban schools are much better than 
those of their hometown schools. The proportion of the students who are very satisfied at their 
schools is as high as 62.4%. Data show that children of migrant farmer workers generally feel that 
the school conditions, school facilities are better than those of their hometown schools, which 
make them have a good feeling for city schools. 
1.2 The satisfaction degree at teachers  
                                                        
① Currently, there are four types of schools for children of migrant farmers receive education in schools: first, 

public schools to accept children of migrant farmer workers, in these schools, there are both the children of 

migrant farmer workers and children of non-migrant farmer workers; Second, public schools run for children of 

migrant farmer workers. In such schools, there are only children of migrant farmer workers; third, private schools 

run for children of migrant farmer workers, in such schools, there are only children of migrant farmer workers; 

fourth, private schools to accept children of migrant farmer workers, in such schools, there are both the children of 

migrant farmer workers and children of non-migrant farmer workers. Judging from the current situation, children 

of migrant of farmer workers mainly enter the first three types of schools. 

. 

2010 HICE Proceedings - Page 3289



The students being surveyed in these two public junior middle schools which accepted children 
of migrant farmer workers show high satisfaction rate at their teachers. The proportion satisfied 
with all the teachers of the7, 8, 9 grades survey are respectively 39%, 29% and 31%. The 
proportion satisfied with the majority of teachers is 54%, 71% and 52%. In another public junior 
middle school run for children of migrant farmer workers , the satisfaction degree of teachers is as 
much as 86%, of which the proportion of satisfaction with all the teachers is 34%, the proportion 
of satisfaction with most teachers is 52%. The satisfaction degree can be reflected in the survey 
from the surveyed students’ satisfaction with their teachers’ comments about their academic 
achievements and conducts (Figure 1), as well as their teachers concern for them (Figure 2). The 
survey shows that the satisfaction rating of teachers’ comments on their academic achievements 
and conducts is nearly 60% and about 31.6% students feel their teachers’ regular care and help. 

 

igure 1 The students’ satisfaction with teachers’ comments about their academic performance 
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ch

ows that 94.6% of 
ties. 85% of them can feel that their 

pa

ildren have been funded by schools. In the above-mentioned public junior middle schools, 51.9 
% of the surveyed students have received free school tuition and fees; have been issued books and 
stationery, clothing and other different aspects of funding. 30.2% of them have received free 
tuition and fees funding. School funding will not only help them successfully complete their 
education, but also enable them to increase the emotional experience of school. 
1.4 The understanding about the expectations of parents  

The survey about the above –mentioned two public junior middle schools sh
the surveyed students followed their parents to live in ci

rents wish them to study in cities. Because 46% of the surveyed can feel that their parents are 
working very hard in order to provide them with educational expenses, 28% of the surveyed can 
feel their parents’ concern for their academic performance and 11% of them can often get verbal 
encouragement from their parents in their daily lives. Similarly, the survey about the public junior 
middle school shows that parents believe that the quality of education in urban schools is high. 
They would like their children to study in urban schools, which will benefit the future 
development of their children. Parents’ expectation is understood by their children. 35.8% of the 
surveyed believe that their parents have high expectations, and 40.1% of the surveyed believe that 
their parents have relatively high expectations, and only 22.5% and 1.6% of the surveyed think 
there is not too high expectations and there is no expectation (Figure 3). 
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Figure 3 The students’ understanding of their parents’ expectation in public middle school run 

for children of migrant farmer workers 
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2. Main pressure felt by children
w

Although children of migrant farmer workers in the city want to continue their studies, their 
desire co-exists with different pressure. As shown by the s

igrant farmer workers stranded in the city while they accept senior middle school education is 
mainly manifested in the following areas:  
2.1 The psychological pressure from dissatisfaction with their own academic achievements 

The attitudes about their own academi
psychological pressure on their desire to continue their education in a certain degree. As the g

creased, more and more students are not satisfied with their academic performance. As far as the 
plans after graduating from junior middle school are concerned, more and more students want to 
give up their studies. In particular, in the two public junior middle schools which accept children 
of migrant farmer workers, in Grade 7, 36% of the surveyed students are dissatisfied with their 
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academic achievements, 1% of them are very dissatisfied, but in Grade 9, 40% of the surveyed 
students are dissatisfied with their accomplishments, 9% of them are very dissatisfied. 
Accordingly, the proportion of giving up study of the surveyed students in Grade 9 is 7%, 
significantly higher than the proportion of 0 in Grade 7. Besides, in another public middle school 
run for children of migrant farmer workers surveyed, only 11.2 % of the surveyed students are 
satisfied or very satisfied with their academic performance, and the students who are dissatisfied 
or very dissatisfied with their academic performance account for 46%. This situation reflects, on 
the one hand, children of migrant farmer workers in junior middle school have the desire to 
continue studying in cities after graduation from senior middle school; on the other hand, they also 
suffer from psychological pressure, due to their low their satisfaction with academic performance. 
2.2 Financial pressure on payment of the education costs  

As a result of the rapid increase on the number of children of migrant farmer workers in urban 
schools, different cities adopt different measures to solve this problem. The survey about the two 
ab

rs’ 
eds to get the consent of the 

fa

 

                                                       

ove-mentioned public middle schools shows that 46% of the students think that their families 
have some difficulties in paying for their education costs. 34% of them think that their families 
have great difficulties in paying for their education costs. In another public middle school, the 
above-mentioned data are 59.9 % and 4.2% respectively. These data show that the family’s ability 
to pay for the education costs is exerting impact on the children’s desire to continue their study in 
cities. Their awareness and concern over this problem may affect their confidence in learning.②

2.3 The pressure from the complexity of the admission process  
At present, China has not stipulated uniform procedures for admitting migrant farmer worke

children to study in urban schools. But generally speaking, it ne
rmer’ residence governments, educational administrative departments, schools, and the farmer 

himself to go through the procedures of making their children leave the schools where they study 
in their household residence. In the inflow residence, the content must be got from local 
governments, educational administrative departments, schools; children can be sent to schools 
near their residence. Due to the frequent mobility of migrant farmer workers, their children 
following them in the process of flow are repeatedly on the need for school leavers and admissions 
procedures. Faced with such a situation, in the above-mentioned two schools, the survey finds that  
6% of the students consider that the admission procedure is very complicated, 68% of them 
consider it not particularly complicated, the remaining 26% of the students consider it not 
complicated. In another public middle school, the data above are respectively 25.3%, 53.2% and 
21.5%. Obviously, a large proportion of students studying in these two types of schools think the 
admission procedures are complicated; this sense of complex is conflicted with these children’s 
desires to continue their education in urban schools. 

 
② Established in 1986 "The Compulsory Education Law of People's Republic of China" stipulates that China's 

compulsory education is free of tuition fees, miscellaneous fees. However, there is no uniform requirement 

about the standard miscellaneous fees charge, and thus higher miscellaneous fees in some areas increased the 

financial burden on parents. Amended in 2006 "The Compulsory Education Law of People's Republic of 

China" provides that no compulsory school fees, miscellaneous fees are charged. From the beginning of fall 

semester of 2008, China’s compulsory education in public schools is all free of fees. Rural schools even can be 

provided with free textbooks. 
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3. The three prerequisites for the extension of the "two-oriented" policy to urban 
senior middle school education  

"Two-oriented" policy is the dominant policy for children of migrant farmer workers to receive 
compulsory education in the cities, which means that the children of migrant farmer workers 
re

he scope of the powers of policy-makers, the 
C

ceive compulsory education must follow such a principle as "governments of the inflow region 
are mainly responsible, public full-time primary and secondary schools are mainly 
responsible"(Decision on China’s educational reform and development by People's Republic of 
China Ministry of Education). In 2006, this policy has been revised into the "The Compulsory 
Education Law of People's Republic of China", specified as follows: "School-age children, 
adolescents with parents or other legal guardians living or working in the non-household place 
receive compulsory education, the local governments should provide the conditions for equal 
access to compulsory education. The specific methods are stipulated by the provinces, 
autonomous regions, and municipalities directly under the central provisions"(The Compulsory 
Education Law of People's Republic of China). Although in the course of implementation, the 
"two-oriented "policy got both achievements and problems, it is still an authorities policy 
deserving of approval. So, whether this policy can be extended to the senior middle school 
education, and to solve the problem of children of migrant farmers to continue their education in 
urban senior middle schools is worth considering. 

American scholar Thomas R. Dye put forward that "What the Government has decided to do or 
not to do is public policy"(Xie Ming, 2002). On t

hinese government can completely decide to extend the "two-oriented" policy to the senior 
middle school education. If so, this policy can be changed into: children of migrant farmer 
workers in cities to accept the senior middle school education" governments of the inflow region 
are mainly responsible, public full-time senior middle schools are mainly responsible". But from 
the present circumstances of the senior middle school operation, as far as the migrant farmer 
workers, their children and governments at the city level are concerned, three conditions must be 
satisfied to implement this policy. First, children of migrant farmer workers must obtain admission 
results for urban senior middle schools, especially for these high-quality schools. China's senior 
middle school education is not compulsory education. If children of migrant farmer workers want 
to receive senior middle school education in cities, they not only need the policy to allow them to 
participate in the entrance examination without the household registration restrictions, but also 
must pass the exam to achieve the urban senior middle school admission scores. However, due to 
the restrictions of the quality of parents, students, etc. it is difficult for children of migrant farmer 
workers to pass the admission examination for senior middle school with the aid of their academic 
performance. Hence, their academic performance will be an obstacle to their study in urban senior 
middle schools, especially those high –quality ones. Second, migrant farmer workers must bear 
the high education cost in urban schools. As the non-compulsory education, children of migrant 
farmer workers have to pay high tuition fees. Not only their academic performance but also their 
parents’ economic basis restricts their access to senior middle school education, further study in 
cities. Double barriers of resistance will force these children to flow to schools with lower fees 
and less favorable conditions, which is bound to create a new educational stratification. Third, the 
existing urban senior middle schools must have the capacity to accept children of migrant farmer 
workers to continue their senior middle school education. Whether children of migrant farmer 
workers can continue their post-compulsory schooling in the city is up to not only the provisions 
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about the government's actions that the policy stipulates, but also the ability the government have 
to implement these policies. Both of them must be unified so as to enable the policy to be 
implemented. From the existing situations, the development of senior middle schools is still 
unbalanced. This imbalance makes the choice of senior middle school still serious. Therefore, 
when the Government fails to resolve the issue of choice of senior middle school in cities, it will 
have no ability to resolve the problem of the migrant farmer workers’ children to receive senior 
middle school education in cities. 

From the analysis about expectation of the extension of the "two-oriented" policy, academic 
performance, education costs, the affordability of senior middle schools are all the issues that 
af

ot be questioned 
an

; give children of migrant farmer workers who have completed their 
co

or middle school education is still relatively a shortage of resources. 

fect the realization of the children of migrant farmer workers to continue their senior middle 
school education, which coincide with the survey, that is, on the one hand, children of migrant 
farmer workers have a strong desire to finish their senior middle school education in cities due to 
their good feeling for urban schools and deep understanding of their parents’ expectations of 
parents; on the other hand, the low academic performance, high education costs, as well as the 
shortage of affordability of urban senior middle school bring about all kinds of pressure. 
4. How to help children of migrant farmer workers realize their vision for 
continuing to receive their senior middle school education in cities  

China's urban-rural divide will enable the rural population to flow to cities within a long period 
of time. Solving the issue of education for migrant farmer workers’ children can n

d must be included in decision-making agenda. In order to help farmer workers achieve their 
vision for continuing their children’s senior middle school education in cities, the following paths 
can be chosen:  

First, do away with the household registration as the threshold of the senior middle school 
qualification system

mpulsory education in cities the opportunity to continue their studies. In the past, due to 
inadequate affordability of urban senior middle schools, the senior middle school qualification 
system had to be based on the household registration system, which excluded children of migrant 
farmers from the urban senior middle school education and let to the loss of fairness for high 
school-aged population in urban and rural areas at their starting point. Therefore, the senior middle 
school qualification system based on the household registration should be improved. Children of 
migrant farmer workers who have completed their compulsory education in cities should be given 
the qualifications for participation in senior middle school entrance examination. They should be 
allowed to pass the exam and realize their vision for continuing senior middle school education in 
cities on the basis of their academic levels and abilities. Allowing children of migrant farmer 
workers (but not all children of migrant farmer workers) to obtain the qualification for 
participation in senior middle school entrance examination so as to realize their vision for further 
education in cities is not only a reflection on protecting these children’s right to education, but also 
an effective way to alleviate the burden of urban senior middle schools due to disorder flow of 
high school-age population in rural areas in a short term, which is also a strategy choice to 
gradually improve the urban senior middle school, because from the reality of senior middle 
school education ,we have to make such a choice according to the limited rationality theory 
(William. N. Dunn, 2002). 

Second, to adjust educational structure, to ease the pressure of urban senior middle school 
education. At present, seni
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Th

le school confront 
w

a’s educational reform and development by People's Republic of China Ministry 

e education structure is still not reasonable. On the one hand, the proportion between the 
ordinary senior middle school and vocational high schools has not been well allocated; on the 
other hand, the quality of education in vocational high schools are not recognized by society. In 
addition, there is still a big gap between urban and rural senior middle schools and vocational high 
schools. These circumstances lead to high school-age population to flow to urban senior middle 
school. Thus, the senior middle school education has become a "bottleneck" between compulsory 
education and higher education. Therefore, in order to help children of migrant farmer workers 
continue to receive senior middle school education in cities, we should develop senior secondary 
education as soon as possible, not only to develop ordinary senior middle schools, but also to 
develop vocational high schools; not only to develop urban senior middle schools, but also to 
develop rural senior middle schools. In 2008, "The decision on major issues for promoting 
rural reform and development by the CPC Central Committee" put forward "to speed up the 
popularization of senior middle school education in rural areas, focusing on speeding up the 
development of secondary vocational education in rural areas and the progressive introduction of 
free of tuition fees"(Decision on major issues of promoting rural reform, development by the CPC 
Central Committee), which has been made as a major policy to promote rural reform and 
development. Starting from the rural areas to popularize senior middle school education is bound 
to broaden the road of urban popularization of senior middle school education. 

Finally, to improve education to help children of migrant farmer workers to build confidence. 
As mentioned earlier, children of migrant farmer workers in urban senior midd

ith the psychological conflict between the desire to continue their education and the low 
satisfaction with their academic performance. This will affect not only their confidence for further 
study, but also their learning effects. Children of migrant farmers are an important component of 
the future urban population; their qualities play an important role in China’s development. 
Therefore, specific teaching methods should be adopted to help these children overcome 
psychological barriers, to enhance their confidence in learning. It is understood that factors 
affecting the confidence of these children to learn are not only the low satisfaction with their 
academic achievements, but also their parents’ low cultural quality. Hence, schools should also 
include these migrant farmer workers in the training schedule, changing the education concepts 
and ways of these parents and making our school education and family education form a system. 
 

ences Refer
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Xie Ming, 2002, Introduction to Public Policy. People's University Press,4, Beijing, China. From 
(U.S.) Thomas • Dye, 1999, Understanding Public Policy, 2, Taipei, Weber Culture Press. 
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Moderation is “a process which removes significant variation of standards in assessment” (Blackburn & 
Cranenburg, cited in Laxer & Young, 2000, p. 179). Literature indicates the importance of creating an 
evidence-based and reliable framework to advance the quality of assessment and moderation practice 
(Ecclestone, 2001; Laxer & Young). Lack of consistency of moderation policy, practice and process across a 
course, its units and tutorial groups can reduce consistency, accuracy and fairness of practice and thereby 
disadvantage students and perhaps misrepresent actual teaching outcomes. 
 
Discussions with academics at a West Australian university suggest that while some student assessment 
moderation processes are in place, there are concerns about: 1) staff professional engagement with 
moderation; 2) uncertainty of moderation processes; and 3) the quality and rigour of the processes. 
Similarly, Ecclestone’s (2001) argues that: academics require clear assessment guidelines and moderation 
processes in order to become ‘competent’ and ‘rigorous’ assessors; and AQUA highlights the role of 
moderation in “making unequivocal statements about graduate standards” (Stella & Woodhouse, 2007, p. 
28). 
 
Document analysis, literature review, data analysis, and staff focus group interviews and survey (n=15) 
provide data regarding staff’s moderation practices and processes in a humanities faculty.  A thematic and 
coded analysis highlights key benefits and concerns regarding the moderation of undergraduate assignments. 
These ‘insider’ research findings will support academics when assessing student work. 

 The paper reports staff moderation practices and processes and ways in which consistency, accuracy, and 
fairness of moderation is obtained or hindered by University and Faculty policies, processes and practices.  
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Investigating the performance and sex differences on 

number sense of 5
th

 graders in Taiwan 

Yu, Hsin-Han & Yang, Der-Ching (Corresponding author) 

Abstract 

To investigate the performance and sex differences on number sense of 5
th

 

graders in Taiwan, the web-based two-tier test for number sense developed by Yang & 

Li (2008) was adopted as the research instrument. 1278 5
th

 graders (720 males and 

558 females) from 14 counties/cities of Taiwan were selected to participate in this 

study. Results showed that the correct ratio of sample students on each number sense 

component was lower than 50%, which indicated that these students’ performance on 

number sense was poor. The result of T-test indicated that there was no significant 

difference between males and females on the holistic number sense performance. 

However, data shows that two number sense components: “Recognizing the relative 

magnitude of number” and “Understanding the relative effect of operation on 

numbers” are significant between males and females at α=.05 level. It implies that 

boys performed better than girls on the both components. Further investigation of 

students’ performances on each item indicated that some items had significant 

difference between boys and girls. Hence, a further research study is necessary to 

investigate the possible factors which cause the difference between boys and girls. 

 

RATIONALE AND PURPOSE 

The importance of number sense has been a major topic in international school 

mathematics curriculum (Australian Education Council〔AEC〕, 1999; Berch, 2005; 

National Council of Teachers of Mathematics, [NCTM], 2000; Yang & Li, 2008). 

And several research studies have shown that teacher could improve students’ number 
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sense by understanding their misconceptions of number sense and designing relative 

learning activities (Markovits & Sowder, 1994; Yang & Reys, 2001; Yang, 2006). The 

guidelines for a Nine-Year Joint Mathematics Curricula Plan (Ministry of Education 

in Taiwan, 2003) provide that one of the mathematics curriculum goals for 5
th

 and 6
th

 

graders is that students should be proficient in calculating with non-integral and have 

a fluent sense of number. Also, students should model a complete sense of number in 

grade 6. Based on the above discussion, we can know the importance of number sense 

for 5
th

-grade students and the value of investigating teaching and learning number 

sense. Therefore, the purpose of this study was to investigate the performance and sex 

differences on number sense of 5
th

 graders in Taiwan. 

 

BACKGROUND 

Number Sense and Its Components 

Number sense refers to a person’s general understanding of numbers and 

operations and ability to handle daily-life situations that include numbers (Markovits 

& Sowder, 1994; Yang, 2008). Based on the number sense related research (McIntosh 

et al., 1997; NCTM, 2000; Sowder, 1992；Yang, 2008), the number sense components 

are defined as: 

(1) Understanding the basic number meaning: This implies making sense of 

numbers (whole numbers, fractions, decimals, and so on) and understanding 

their meanings. 

(2) Recognizing the relative magnitude of number: It includes the ability to 

compare numbers (whole numbers, fractions, decimals, and so on), to 

determine from two numbers which is closer to the third number, to arrange 

numbers in correct order, and to recognize the density of numbers. 

(3) Developing multiple representations of numbers and operations: This implies 
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understanding different forms of representation of numbers and their 

relations. 

(4) Understanding the relative effects of operation on numbers: It includes the 

ability to identify how different operations affect the result of numerical 

problems. 

(5) Judging the rationality of computed results: This implies developing different 

strategies to solve problems appropriately and examining if the result is 

reasonable. 

 

Web-Based Tests for Number Sense 

According to the research (Markovits & Sowder, 1994; McIntosh et al., 1997; 

Yang, 2008), relative tests for number sense include interviews, paper-and-pencil, 

open-ended questions, and web-based two-tiered tests. Although interviews, 

open-ended questions, and paper-and-pencil tests can get more details about students’ 

procedures of solving problems, it takes more time for teachers to collect and correct 

data and is unfavorable for them to find out students’ misconceptions of number sense 

in time. However, web-based two-tiered tests can not only help teachers get 

information effectively, but investigate abilities and misconceptions of number sense 

of students through web-based two-tier tests- first choose an answer for the item and 

then pick a reason for the answer. 

 

METHODOLOGY 

Sample and Participants 

The 1278 5
th

 graders (720 males and 558 females) from 14 counties/cities of 

Taiwan were selected to participate in this study, and the web-based two-tier test for 

number sense developed by Yang & Li (2008) was adopted as the research instrument. 
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Each number sense component has 8 items, and the system bisects 40 items into two 

tests. Therefore, each test has 20 items. 

 

Procedure and Analysis 

For each test question, the students had to choose an answer and pick a reason 

for their choice. Hence, a scoring rule was determined as the following: 

(1) If both the answer and the corresponding reason chosen were correct, 8 

points would be given. 

(2) If the answer was correct, yet the corresponding reason chosen was 

“paper-and-pencil”, 6 points would be given. 

(3) If the answer was correct, yet the corresponding reason chosen was 

“misconception”, 5 points would be given. 

(4) If the answer was correct, yet the corresponding reason chosen was “guess”, 

4 points would be given. 

(5) If both the answer and the corresponding reason were incorrect, a score of 0 

would be given. 

According to the scoring rule above, the full points of one number sense 

component were 64. When students completed the test, SPSS was used to analyze the 

data. And T-test was used to investigate the performance and sex differences on 

number sense of 5
th

 graders in Taiwan. 

 

RESULTS 

Table 1 reports sample students’ correct ratios on each number sense component. 

The highest correct ratio fell on “recognizing the relative magnitude of number” 

(47.4%) and the lowest fell on “understanding the basic number meaning” and 

“developing multiple representations of numbers and operations” (35.2%). Result 
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showed that sample students’ correct ratio on each number sense component was 

lower than 50%. It indicates that these students’ performance on number sense is poor. 

 

TABLE 1 

Students’ correct ratios on each number sense component 

Component 
correct ratios  

(average correct items) 
SD 

Understanding the basic number meaning 35.2%(2.82) 1.71 

Recognizing the relative magnitude of number 47.4%(3.79) 1.58 

Developing multiple representations of numbers 

and operations 
35.2%(2.82) 1.55 

Understanding the relative effect of operation on 

numbers 
36.6%(2.93) 1.70 

Judging the reasonableness of computational 

results 
38.8%(3.10) 1.64 

 

For example, Consider the fraction 0.4, which one’s statement is true? 

Denny: If the cycle is 1, then the shaded part is 0.4. 

 

 

Tom: The arrow to the number line points 0.4 ? 

 

 

The data indicated that about 90% of the students selected incorrect answers. 

Some of them thought there were four shaded parts, and part of others thought the 

arrow pointing in the picture of the number line was 0.8. Clearly, sample students held 
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a lot of misconception of multiple representations of numbers and operations. They 

could not accurately represented meanings of figures or number lines. The results 

worth research thinking why students’ performance on number sense is still poor in 

this trend of emphasizing students’ number sense. And whether the poor performance 

could lead to future poor mathematical learning or not will be an important issue. 

Further investigation of students’ performances on each item indicated that some 

items had significant difference between boys and girls. One special example reported 

as the following: 

Taipei 101 skyscraper has 101 floors. Which of the following is the best to 

estimate the height of the skyscraper? 

(1) 4000m-high Mountain   (2) 100m-high Ferris wheel 

(3) 500m-high Waterfall    (4) 101 people stacking together 

The correct ratio of this item was about 28%. Data show that boys significantly 

performed better than girls at α=.05 (the correct ratio of boys: 32.6%; girls: 22.9%). 

The authors are curious why boys performed better on this kind of questions. A 

further research study is necessary to investigate the possible factors causing the 

difference between boys and girls. 

 

CONCLUSION 

The purpose of this study was to investigate the performance and sex differences 

on number sense of 5
th

 graders in Taiwan. Based on the results, the main findings of 

the study are summarized as the following: 

(1) The students performed best in “recognizing the relative magnitude of 

number” (47.4%) and worst in “understanding the basic number meaning” as 

well as “developing multiple representations of numbers and operations” 

(35.2%). Sample students’ correct ratio on each number sense component 
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was lower than 50%. 

(2) There was no significant difference between males and females on the 

holistic number sense performance. However, boys performed better than 

girls on two number sense components: “Recognizing the relative magnitude 

of number” (p=.019)  and “Understanding the relative effect of operation on 

numbers” (p=.037) at α=.05. 

The conclusions above indicate that sample students’ performance on number 

sense is necessary to be promoted. However, studies have shown that students’ ability 

of number sense was positive relative to their mathematics learning and performance 

(Yang, Li & Lin, 2007). Therefore, how do teachers improve their teaching methods 

according to their students’ number sense development will be an important issue. The 

following are suggestions for future studies: 

(1) The ability and conceptions of number sense should be certainly highlighted 

by teaching and learning mathematics. 

(2) Teachers should put more emphasis on students’ misconceptions of number 

sense as well as design more relative learning activities. 
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 The purpose of this exploratory case study was to test the effects of using 

systematic desensitization to assist an individual with an acquired traumatic brain injury 

(TBI) regain water confidence.  Regaining water confidence after an injury has occurred 

is an important step in the rehabilitation process as water may be the most appropriate 

medium to restore fitness and the activities of daily living (ADL’s).  Preliminary results 

demonstrated that systematic desensitization can be used successfully when teaching 

individuals with disabilities who wish to overcome their water anxieties; particularly after 

experiencing a traumatic brain injury.  It is, therefore, the intent of this paper to establish 

a reliable and practical intervention for aquatic professionals to use while teaching 

individuals afraid in water that may, or may not, have a disability. 

Participant and Setting 

 One participant with a traumatic brain injury participated in this study.  The study 

took place in a 93-degree, shallow-water therapeutic pool at the Center of Achievement 

located on campus at California State University, Northridge (CSUN).  The Center of 
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Achievement is a nationally-recognized program that offers individualized (and group) 

adapted aquatic and land-based exercise programs for people with disabilities.  After the 

necessary paperwork is completed and a potential client is cleared to participate by their 

physician, an evaluation is completed and an individualized adapted exercise program is 

prepared.  After being introduced to their program, a client may exercise independently, 

if able, or be accompanied by an assistant.  An individual may also choose to join a group 

class.  Those in group classes are ordinarily independent but some have joined with the 

help of a personal aide.  Typically clients attend two 50-minute sessions per week for 16 

weeks for a total of 32 hours per semester.        

Procedure 

 After obtaining human subjects approval the participant signed an informed 

consent form and was introduced to the two primary components of systematic 

desensitization; 1) learning and practicing relaxation techniques such as deep breathing, 

progressive muscle relaxation or positive mental imagery and 2) gradual exposure to 

fearful situations.  The second component begins with the individual (or group) 

constructing a fear hierarchy.  A fear hierarchy is a list of situations from least fearful to 

most fearful.  It should be noted that the participant is first exposed to these situations 

virtually, perhaps in a quiet room, and then practices them in the real-life situation, in this 

case, the water.  The crucial goal is to remain (completely) relaxed while gradually being 

exposed to the situations listed on the hierarchy.  Because this participant had been a 

previous client at the Center of Achievement for both aquatic and land-based programs 

her relaxation activity took place in the water rather than beginning virtually. 

Intervention 
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For the first component of the systematic desensitization process the participant 

discovered that practicing the back float in the water helped her reach a state of relaxation 

both physically and emotionally.  For component two, the participant stated that her most 

fearful situation was not being able to recover from a “fall in the water” should she find 

herself alone in the pool.  This fear originated from her diminished sense of balance as a 

result of her TBI.  With that in mind, the following hierarchy was constructed that 

included the personalized steps necessary for this participant to recover from a back 

floating position to a vertical standing position.  This hierarchy was embedded into her 

daily exercise program each time she attended the Center of Achievement: 

  1 Back floating with assistance (no anxiety – least fearful situation) 

  2  Back floating unassisted 

  3 Back floating unassisted while exhaling out of my nose 

  4 Back floating unassisted, exhaling out of my nose while putting my chin 

to my chest  

  5 Back floating unassisted, exhaling out of my nose, putting my chin 

to my chest while simultaneously bringing my knees to my chest 

6 Back floating unassisted, exhaling out of my nose, putting my chin 

to my chest while simultaneously bringing my knees to my chest and  

holding myself in a “ball” for at least 3 seconds (this allowed adequate  

time for rotation, from a horizontal to vertical position, to occur) 

7 Back floating unassisted, exhaling out of my nose, putting my chin to my 

chest while simultaneously bringing my knees to my chest, holding myself 

in a “ball” for at least 3 seconds until I see my feet  
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8 Back floating unassisted, exhaling out of my nose, putting my chin 

to my chest while simultaneously bringing my knees to my chest, holding  

myself in a “ball” for at least 3 seconds until I see my feet then placing my 

feet on the pool bottom  

9 Back floating unassisted, exhaling out of my nose, putting my chin to my 

chest while simultaneously bringing my knees to my chest, holding myself  

in a “ball” for at least 3 seconds until I see my feet, placing my feet on the  

pool bottom and extending my arms to balance in an upright position 

10     Finding myself alone in the water after “falling down” and landing in 

a back floating position, exhaling out of my nose, putting my chin to my 

chest while simultaneously bringing my knees to my chest, holding myself  

in a “ball” for at least 3 seconds until I see my feet, placing my feet on the  

pool bottom, extending my arms to balance in an upright position and  

walking to safety (overwhelming anxiety – most fearful situation) 

It should be noted that the hierarchy began with a situation that did not 

create any anxiety for the participant.  It was established that the participant felt 

very comfortable back floating while being supported and that the next situation 

only took place if it could be completed without any anxiety.  If not, the 

participant returned to the previous situation.  This was monitored closely by 

routinely asking the participant to rate their anxiety level by using the numbers 

zero (0) [indicating no anxiety] through five (5) [indicating widespread anxiety].   

Results 
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 By the end of the semester the participant had reached the top of her hierarchy 

(#10) without experiencing any anxiety; this meant that she was able to consistently 

demonstrate floating on her back and recovering to a standing position unassisted.  After 

recovering fully she was able to walk to a nearby swim step or ladder.  A two-year 

follow-up found that the participant retained her ability to recover both physically and 

emotionally.  It is hoped that those now working with her will continue to teach her 

additional skills in the same way; for instance, learning to roll over from front to back 

should she find herself in a “face down” position or rolling onto her back after “tipping 

over” sideways.          

Recommendations 

In addition to in-the-water experiences it may be helpful to have the participant(s) 

engage in out-of-the-water discussions about their fears; especially if it includes others 

who are feeling the same way.  Also, writing activities such as keeping a journal 

regarding an individual’s progress can prove to be beneficial.  

Future research 

 Future research should include a series of extensive studies with those afraid in 

water until a complete intervention is compiled.  Once formulated, this intervention must 

be tested systematically with individuals of all ages by appropriately adjusting the 

intervention to match the learner’s abilities whether or not disabilities are present.  After 

testing is completed, this intervention ought to be shared with aquatic agencies and 

organizations across the globe to seek additional consultation and revision if needed.  

Ultimately, this intervention can be introduced to all aquatic professionals to augment 
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existing swimming instruction and eventually contribute to the extinction of preventable 

drownings.   
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College Students Attitude toward Exercise: Mandating Exercise is Equal to 
Lecturing about Exercise 
Esslinger, K., Esslinger, F.T., Maska, L., Zody, J., Burnett J. & Sedbrook, S. 
 
ABSTRACT 
 

Studies concerning student attitude contribute to better understanding of what students 

are learning from teaching, thus giving the Pedagogy profession the knowledge to increase 

student learning through improved student attitude toward physical activity.  Additionally, the 

acquisition of knowledge about student attitude can help both teachers and students in the 

learning process. Research on students’ attitudes in Physical Education and Health not only 

reveal ways to enhance students’ attitudes toward physical activity and exercise, but have a 

lasting effect on healthy lifestyle changes. These lifestyle changes result in a lower risk of Type II 

diabetes, cardiovascular disease, and many other health problems associated with a sedentary 

lifestyle.  It was the intent of this study to investigate the effects of required exercise on college 

students’ attitude toward physical activity. The design was a repeated measures experimental 

study, where there were two groups:  1) an experimental group of students enrolled in a personal 

wellness course with a physical activity requirement; and 2) a control group of students enrolled 

in a personal wellness course without a physical activity requirement.  All subjects were pre- and 

post-tested using the Corbin Attitude Test. The students (females=25, males=25) in the 

experimental group were exposed to an additional physical activity requirement to their university-

required personal wellness course. Students (females=17, males=30) in the control group were 

only required to complete the university-required personal wellness course, which did not require 

physical activity. The effects of the physical activity component on students’ attitudes and the 

comparison of genders were analyzed using a repeated measure ANOVA with the physical 

activity component serving as the independent variable and the Corbin Attitude Test as the 

dependent variable.   

 Results were analyzed using a CRF-22 design with two between subject factors. The 

adjusted ANOVA table for Type III SS was used due to the unbalanced design. This analysis 

revealed no significance in gender x post-test scores, F (1, 92) = 0.5, p < 0.05. Subsequent 

analyses demonstrated that there also were no significant differences for simple effect for post-
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test F(1, 92) = 2.71 p < 0.05. Magnitude of the treatment effect was computed as R² = 0.039. The 

ώ2 value for the interaction was computed at zero, which indicates no strength of association 

between attitude toward exercise and gender. Because there was no strength of association 

there was also no effect size for the interaction, which indicates the relative size of the differences 

among means in the gender x post-test scores. This study is very important suggesting that 

requiring students to engage in exercise is not an effective way to improve their attitude toward 

physical activity. Both groups’ attitudes did improve throughout the course though there were no 

statistically significant gains. This suggests that the lecture (control group) alone had the same 

effect on the students’ attitudes towards physical activity as requiring physical activity. While this 

should not discredit the notion that the students participating in physical activity may have derived 

benefits from the added physical activity during that semester, it should help us realize that 

guiding student’s toward healthy lifestyles (the control group) rather than forcing them to adopt 

them has the same result and may show better results in the long run.  

2010 HICE Proceedings - Page 3315



Hawaii International Conference on Education, January 7-10, 2010 
Proceedings Submission 

Submitted: September 22, 2009 
 
1) Title of the Submission: Career Coaching Across the Curriculum  
 
2) Names of the Authors:  Kerry B. Bernes and Mark Slomp 
 
3) Department(s) and Affiliations:  Faculty of Education, University of Lethbridge 
 
4) Mailing Address:  
 
Dr. Kerry Bernes 
85 Mt. Rundle Blvd. West 
Lethbridge, Alberta, Canada 
T1K 7J2 
 
5) Email address: kerry.bernes@uleth.ca 
 

Career Coaching Across the Curriculum  

Abstract 
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Most dance in education research focuses on child development - student growth and learning.  
Children by nature are movers and learn quickly and implicitly through kinesthetic experiences.  
Current quantitative research that correlates arts education to academic achievement supports the 
theory that cognitive and affective concepts taught through movement activities are successfully 
learned and retained.  Studies in neurophysiology have shown that physical experience creates 
especially strong neural pathways in the brain. When students participate in a tactile/kinesthetic 
activity, the two hemispheres of the brain are simultaneously engaged.  The Research Priorities 
for Dance Education: A Report to the Nation (2004) addresses a lack of qualitative research that 
seeks to examine complex phenomena associated with human beings in teaching and learning 
environments.  In spring 2008, the presenter conducted a project to discover significant trends in 
movement education.  The study was an open design; there was no hypothesis testing.  Data were 
collected through observation, conversation, and interview. The question was developed using 
the emerging empirical data rather than from preconceived theories - If learning cognitive and 
affective skills through movement activities is successful and enjoyable why is it not more 
widely used as a means of instruction in the classroom?  Why do teachers continue to resist 
investing physically and philosophically to dance and kinesthetic learning? 
 
Teacher attitude and preferred teaching methodology emerged as a theory for resistance.  Adults 
often teach through methods with which they are most comfortable; either modeled lesson 
designs or their innate learning style.  This way of instruction is teacher rather than learner 
centered.  It is probable that classroom teachers are personally uncomfortable with the 
physicality, distrustful of the success of movement as a means of differentiated instruction, 
and/or unfamiliar through their own education.  In the educational system, acknowledging 
movement as a teaching methodology is disconcerting for most adults and movement in general 
is not only discouraged but often times punished.   
 
The next phase of the research plan will seek to address two key questions.  The first involves 
understanding how adults learn best and how they embrace or resist change: How can a 
“movement culture” be created among professional development participants in order to 
encourage comfort and engagement?  The second question is concerned with persuading and 
enabling teachers to change their practice: What methods should we employ to ensure that 
movement education concepts transfer from professional development workshop to classroom 
instruction? 
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A Simulation of US Presidential Elections 

Abstract.  A US presidential election simulation of the Electoral College and two-party resource 
allocation was created and presented to a classroom of fifth graders.  Based on data collection 
and analysis, classroom lessons provided a springboard for teaching about sampling, probability, 
and equivalent fractions, and for working with multiple variables.  Classroom lessons and 
masters of materials used in the lessons will be provided.  As background, the United States 
Electoral College and Congressional apportionment are briefly summarized. 
 

 Educating children to be mathematically literate citizens has been has been recognized 

(National Council of Teachers of Mathematics, 2000, 1989) as a timely, pertinent, and important 

topic.  Although voting is our way of deciding as a group who will lead our nation, the Electoral 

College is the mechanism we use to settle state-by-state results.  The difference in overall 

popular votes for president may be amplified, diminished, or even contradicted by the number of 

electors a candidate receives.  To better understand the complexities of an electoral system, a 

simulation was conducted with fifth grade students.  Sampling and working with multiple 

variables provided a context for learning about probability and equivalent fractions.  Background 

on the Electoral College and related topics is located in the Appendix and provides context for 

the classroom activities. 

Activity 1:  Simulating the Electoral College 

Four states were represented by four brown-paper lunch bags.  Each state/bag was 

labeled with a letter (A, B, C, or D) and a number (representing its number of electors; see table 

below).  The total number of electors for the four states was 21.  So, 11 or more electors were 

needed to win an election.  Students were separated into four groups (representing the 

inhabitants of each state) and supplied with one of the bags. 
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Materials:  4 bags (marked A-D) with Colors Tiles as follows: 
 

 Bag        Electors        Red Blue Yellow 
   A        7    6    6      0 
   B        5    6    4      2 
   C        5    4    6      2 
   D        4    4    4      4 
 

 
 

Inside each bag were a number of red, blue, and yellow color tiles.  In a two candidate 

race, blue represented one candidate and red represented the other.  Without looking into the 

bags, students were asked to simulate the popular vote by drawing a color tile from their bag, 

record the vote outcome, replace the tile, and shake the bag before another group member voted.  

Picking a yellow tile represented an undecided voter who casts their vote by the roll of a die.  An 

even number meant that the undecided voter chose blue, while an odd number meant red was 

chosen.  Finally, if a group’s vote wound up in a tie, the die was rolled to determine the election 

winner for that group in the same manner as an undecided voter. 

In the activity, the color that won the popular vote received all the electoral votes for that 

state/bag.  In a presidential election, most states are winner-take-all meaning that the winner of 

the popular vote gets all the electoral votes.  As can be seen by the distributions of color tiles in 

the table below, the probabilities of selecting color tiles varied for the different bags.  Overall, 

the distributions of color tiles were designed to make red and blue equally likely to be the winner 

of the popular and the electoral votes, and further, to produce different results in the popular and 

electoral voting about half the time. 

In simulating the Electoral College this way, students were allowed to develop an 

informal expectation about choosing colors from their bag.  These expectations were discussed 

as a class and students were asked to suggest the distribution that could be found in their group’s 

2010 HICE Proceedings - Page 3320



bag.  Following students’ conjectures, the contents of the bags were emptied so students could 

see for themselves the distribution of colors.  The actual probabilities were identified and 

compared with conjectures. 

These other experiences motivated our discussion of equivalent fractions.  First, there 

was a review about the meaning of equivalent fractions both in terms of ratio and of the 

conceptual meaning of the denominator (as the number of the pieces to make one whole).  The 

fractional parts of colors (out of 12) in each bag were identified.  After group discussions, 

spokespersons from each group showed why the equivalent fractions made sense.  In Bag D, for 

example, 1/3 of the tiles are red by organizing the tiles into three groups, one group of red.  As a 

ratio, 4/12 can be represented as a ratio of 1 to 3 by making four sets of three tiles with one red 

in each set.  The notion of equivalent fractions as ratios seemed very intuitive to these fifth 

graders. 

Activity 2:  Allocating Resources 

To extend the simulation of the electoral process, a follow-up activity was conducted to 

strategize about resources.  In the real world, resources refers to the time, money, and staff that a 

presidential candidate allocates among the 50 states to maximize their chances of winning.  

Applied to this simulation of the Electoral College, resources refer to colors tiles to distribute 

among the four brown-paper bags. 

The class was separated into two teams, the Red Team and the Blue Team.  Each team 

had representation from each of the states/bags A through D.  After eliminating the yellow tiles 

from the four bags, the Red Team received the 20 red tiles from all the bags and the Blue Team 

received the 20 blue tiles.  The two teams were directed to strategize and come up with a plan to 

distribute their team’s tiles among the four bags in order to maximize their chances of winning 
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more electoral votes than the other team.  The students were told that a popular vote would be 

conducted in the manner previously done to simulate the Electoral College. 

Further, each team’s plan was to include at least one tile in each bag.  From a 

pedagogical standpoint, this requirement introduces an element of chance for each bag which 

makes voting more interesting.  Without this requirement, one or more bags could be left empty 

and leave students with no way to vote from the empty bags. 

Before giving permission for the two teams to devise and record their plans to distribute 

their color tiles among the four bags, a discussion about how to win an election with 21 electoral 

votes was needed.  The class of fifth graders concluded that 11 electoral votes were needed to 

win and also discussed the combinations of states/bags needed to get at least 11 electoral votes.  

The table below summarizes the combinations (also called coalitions) needed to win. 

 
 

Combinations/Coalitions of states/bags needed to win at least 11 electoral votes: 
 
 Combination/Coalition        Electors        Total Electors 
    A & B  7 + 5    12 
    A & C  7 + 5    12 
    A & D  7 + 4    11 
    A, B, & C  7 + 5 + 5   17 
    A, B, & D  7 + 5 + 4   16 
    A, C, & D  7 + 5 + 4   16 
    B, C, & D  5 + 5 + 4   14 
    A, B, C, & D  7 + 5 + 5 + 4   21 
 

 
 

As can be seen in the table above, State A is included in the most winning 

combinations/coalitions.  In the beginning of teams’ planning discussions, they were unsure of 

how to proceed with a strategy.  Some wanted to know what the other group was doing; it is a 
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good idea to separate the groups.  Given time to think, strategies began to come forward and 

much discussion ensued.  Plans were developed and ready for the next step. 

Activity was stopped, and just as a campaign has some information about the 

opposition’s strategy, each team was instructed to tell the other team how they “planned” to 

distribute their tiles.  But, just as campaigns don’t know exactly what the other side will do, each 

team was given time to make a final decision about their strategy in secret.  This wrinkle really 

created discussion about whether to stay with their initial strategies or whether to react to what 

they had heard. 

Without seeing what the other team did, the teacher walked around with the bags and 

each team placed their red or blue tiles in the original four bags.  Students went back to their 

original states/bags to “vote” by drawing tiles from the bags as they had before.  A great deal of 

interest in the outcome of the election was generated while reinforcing their understandings of 

probability and the trade-offs involved in strategizing about the number of electors needed to 

win. 

In practice, this simulation can produce one sided elections, exaggerated electoral 

numbers from the popular vote, and even different popular and electoral winners.  In this 

simulation with fifth graders, the first election was one sided in favor of the Red Team.  To 

analyze the election, the content of each bag was exposed and probabilities of blue or red 

winning were compared to actual voting results.  Then, the process was repeated with the 

winning team from the last simulation sticking with its strategy and the Blue Team changing 

their strategy with another one sided outcome, but this time, the Blue Team being victorious. 

Conclusion 
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 In a few short years, school children will reach voting age and need experiences to be 

part of a mathematically literate citizenry.  Classroom activities using data analysis and 

probability can help students appreciate the presidential election process and support curriculum 

with real-life connections.  A total of five lessons were created and taught (Baker and Bungo, in 

press).  The lesson plans, materials, and spreadsheets can be downloaded at 

http://nsm1.nsm.iup.edu/jdbaker/Election_Math.htm and used in your classroom. 

2010 HICE Proceedings - Page 3324

http://imail.iup.edu/Redirect/nsm1.nsm.iup.edu/jdbaker/Election_Math.htm


APPENDIX: 
BACKGROUND ON THE ELECTORAL COLLEGE AND RELATED TOPICS 

The Electoral College 

 The U.S. Constitution in Article II, Section I and in Amendment XII specifies an 

electoral system for presidential elections.  Electors are people pledged to a presidential 

candidate.  The 50 states each get two plus a number based on its population from the last 

census.  That is, each state has a number of electors equal to its representation in Congress, 

senators plus representatives.  Although not a state, the District of Columbia gets three electors.  

The collection of all electors is called the Electoral College1.   

 The Electoral College system gives smaller states more electors in proportion to their 

population.  Individual states decide how electors are chosen.  Except for Nebraska and Maine, 

winner-take-all statewide elections give only one candidate all of a state’s electors.  Although 

voting is a group decision, as a country we are also interested in fairness to individuals, a notion 

affirmed by the Supreme Court in Baker vs. Carr (“one person, one vote”). 

A Presidential Election Calculator 

 To explore electoral voting in United States presidential elections from 1789-2004, visit 

www.grayraven.com/ec/.  You can display results of presidential elections and change the 

outcome of a state’s voting in that election.  With this calculator or the one at www.archives.gov 

(search on “electoral calculator”), your students can explore the Internet for current voter 

surveys and make predictions about the next presidential election. 

                                                 
1  Further information on the Electoral College can be found at www.archives.gov/, the National Archives website.  
Try a search using the keywords:  Electoral College. 
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Apportionment 
 

Each state is apportioned electors based on the United States Census.  The census is 

conducted every ten years and adjusted for overseas military and federal employees2.  Hill’s 

Method has been used to calculate each state’s share of the 435 member House of 

Representatives since it was signed into law in 19413.  This and other methods used over the 

years are described and explored through classroom lesson ideas by Nielsen and de Villiers 

(1997).  Each method approximates the ideal quota = 

populationnational
populationstate

_
435_ × .  The ideal quota of representatives will almost 

always be a decimal number which must be rounded up or down.  In Hill’s method, a divisor is 

used to approximate ideal quota and the geometric mean determines rounding. 

Winning the Electoral Vote 

 A winning presidential candidate must be supported by a winning coalition; a 

combination of states that are enough to be elected the winner.  For a simplified illustration of 

winning coalitions, refer to Lambert (1988; Table 1).  The strategy to getting elected president in 

our electoral system is to receive the most electoral votes, not to get the most popular votes.  

However, in most presidential elections, the winner of the popular vote has also been the winner 

of the electoral vote as well.  The exceptions are the winners of the 1876, 1888, and 2000 

presidential elections who did not receive a majority of popular votes, and in 1824, the candidate 

with the most popular and electoral votes did not become president because no candidate 

received a majority and the election was decided by the House of Representatives. 

                                                 
2  www.census.gov/population/www/censusdata/apportionment.html has year 2000 figures. 
3  The calculation used by Congress is explained at 
www.census.gov/population/www/censusdata/apportionment/computing.html 
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Voting Weight 
 
 The probability that your vote decides the outcome of a presidential election is called 

voting weight4.  Two independent events are required:  (1) you must cast the tie-breaking vote 

for the eventual winner, and (2) your state must be decisive in electing the winner.  That is, your 

state’s electoral votes are decisive in an election victory. 

Voting weight calculations for presidential elections are complicated.  Using 

sophisticated techniques to analyze the 1984 presidential election, a voter in California was 

greater than three times more likely to decide the election than a voter in South Dakota 

(Lambert, 1988).  At that time, the population of California was thirty times that of South 

Dakota.  Today, the difference between the most- and least-populated states is even greater. 

                                                 
4  A comprehensive examination of voting coalitions and voting weight related to the Electoral College can be 
found in Lambert (1988). 
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Strategy Formulation for Research Promotion of the Air War Program, 
the Royal Thai Air Force: A Mixed-Research Method of Research 

Synthesis, Survey and Needs Assessment Research. 
Pongsuwan Srisuwan, Gpt.Capt.a; Suwimon Wongwanich, PhDb; 

Nonglak Wiratchai, PhDc 
 

Abstract 

 This proposal has 4 objectives: 1) to identify the research 
issues and research approaches in accordance with the Royal Thai Air 
Force Research Policy as well as to survey research course problems 
of Air War Program according to the point of view of students, and 
graduates; 2) to synthesize researches of the graduates from the Air 
War College in terms of research issues, research approaches as well 
as research findings and to compare the results of the synthesis with 
the RTAF research policy; 3) to identify the needs of Air War Program 
administrators/instructors, students, and graduates in developing 
research course; and  4) to propose appropriate strategies for 
promoting the research course of the Air War Program.  This study is a 
descriptive research. The research procedures can be divided into 6 
stages. First, RTAF research policy guidelines are identified through 
document analysis. Second, graduates’ research papers are 
synthesized. Third, the questionnaires distributed to 27 
administrators/instructors, 69 students, and 484 graduates in order to 
identify their needs of developing research course. Fourth, the two 
focus group discussions, student group and graduate group are 
conducted to study research course problems. Fifth, strategies for 
research promotion are formulated by using SWOT analysis. The 
environment analysis is derived from an information of the above 
processes, research synthesis, survey research and needs 
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assessment research as well as administrators/instructors’ semi-
structured interviews. Finally, strategies for research promotion are 
examined by experts for final approval. The expected research findings 
are three levels of research-based strategies for research promotion as 
follows: 1) strategies for research promotion on the policy level; 2) 
strategies for research promotion on the approach level; and 3) strategies 
for research promotion on  the action level.  

Introduction 

Background Problems 
 The Royal Thai Air Force (RTAF) is a security organization that 
puts much importance on research issue, and it has set a research 
and development operation as an important tool to strengthen  the 
Royal Thai Air Force Strategy (Air Force Commander-In-Chief’s Policy, 
Year 2009). The approach of research and development has been 
included in both the policy and operation levels. Regarding to a long 
term policy, research and development has been proposed in the 
RTAF Strategy, Year 2008-2019 whereas  
…………………………………………………………………………………
…………………………………………... 

a  PhD. Candidate in Educational Research Methodology, Department of Educational Research 
and Psychology, Faculty of Education, Chulalongkorn University, Thailand 
b  Thesis  Advisor, Professor at Department of Educational Research and Psychology, Faculty of 
Education, Chulalongkorn University, Thailand 
c  Thesis Co-advisor, Professor at Department of Educational Research and Psychology, Faculty 
of Education, Chulalongkorn University, Thailand 
in a short term policy, it  has been included in the Air Force 
Commander-In-Chief’s Policy which is issued every single year. 
 Concerning an operation level, the RTAF has divided units 
responsible for research operation into 3 main categories 1) Units 
responsible for research and development on weaponry system which 
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is called Air Force Science and Weapon System Development Center 
with the mission of directing and developing  weapons, managing on 
nuclear, bio-chemistry as well as other scientific activities requiring 
high technology, supporting other research institutions and industrial 
factories for the benefits of science research and arms development of 
the RTAF. 2) Chief academic field units which have one of the 
missions on research conduct such as Directorate of Medical Services 
which has the mission of managing on educational training, research 
development, statistics collection and dissemination on medical 
knowledge 3) Educational units which set up research issues in 
various unit curriculums namely  i) Bachelor’s degree level  at the RTAF 
Academy and the RTAF Nursing College ii)  Professional Military 
Education (PME) level which is progressive levels of military education 
that prepares military officers to be commanders and staff 
officers/directing officers with higher responsibilities. This includes 
three main programs: Squadron Officers Program, Air Command and 
Staff Program and Air War College Program with the objectives of 
preparing commanders and staff officers/directing officers in 3 levels:  
basic-level officers, mid-level officers, and senior-level officers.  
 The RTAF aims to develop personnel for full capability of 
research conduct by establishing research operation as sub-strategy 
of Air Power Innovation Research and Development Strategy in the 
RTAF Strategy, Year 2009-2019. As a result, units under the 
command of the RTAF must bring this into practice, especially PME 
Units namely Command and Staff College as well as Air War College 
which emphasize  on research by including research methodology as 
one of the subjects in the curriculum and also require every individual 
to carry out one research as one of the graduation requirements. The 
reasons to include research course in the PME programs are not only 
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to respond to the RTAF Policy and Strategy but also to respond to 
their program objectives that aim to develop military officers to be 
prepared for the duties of commanders and staff officers/directing 
officers which require trustworthy information for their consideration on 
the organization development and management. Research learning by 
doing research is considered as a significant means to develop 
research skills. 
Objectives of the Research 
 1. To identify the research issues and research approaches in 
accordance with the Royal Thai Air Force Research Policy as well as 
to survey research course problems of Air War Program according to 
the point of view of students and graduates. 
 2. To synthesize the Air War Program graduates’ research 
papers  in terms of research issues, research approaches as well as 
research findings and to compare the results of the synthesis with the 
RTAF research policy. 
 3. To identify the needs of Air War Program 
administrators/instructors, students, and graduates in developing 
research course. 
 4. To propose appropriate strategies for promoting the research 
course of the Air War Program. 
Scope of the problem 
 The purpose of the research synthesis is to study the 
congruence of the research issues and its approaches with the needs 
on research of the RTAF which were synthesized from the Air Force 
Research Policy Year 2004 to 2009. The population of this study is 
research papers of the graduates, focused only on those published 
during the period when the Royal Thai Air Force proposed a clear and 
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concrete research policy which is the Royal Thai Air Force Policy, Year 
2004 -2009. 
 The purpose of the survey research is to study the research 
course problems and threats in terms of  research course practices of 
the Air War Program from the perception of the year 2010 students, 
and the year 2005 – 2009 graduates. In addition, the internal and 
external environment for research course promotion namely strengths, 
weaknesses, opportunities and threats respectively are surveyed. 
 The purpose of the needs assessment research is to identify the 
needs of administrators/instructors, students, and graduates in developing 
research course.  
 The population consist of the administrators/instructors worked 
at least 2 years during the period of year 2005-2009, year 2010 Air 
War College students, year 2005-2009 graduates, and the research 
papers published during the period of year 2005-2009. 
 The main purpose of this study is to identify appropriate 
strategies for promoting the research course of the Air War Program 
by using SWOT analysis which information obtained from the research 
synthesis, the survey research, and the needs assessment research. 
The identified strategies are the proposed ones which have not yet 
employed but already checked the appropriateness by the specialists. 
Definitions Used in this Research 
 There are several key words in this research which the 
researcher has defined for correct understanding from the beginning of 
this research. They are general definitions. The operational definitions 
used for identifying the scope of data collection are presented in the 
research method section. 
 1. Professional Military Education (PME) refers to the 
educational system of service officers with the purpose of building up 
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readiness of professional officers who will hold the positions of 
commanders and staff officers/directing officers with higher 
responsibilities, namely Squadron Officers Program, Air Command 
and Staff Program, and Air War Program. 
 2. The Air War Program is the highest PME program of the 
RTAF, aims to develop the Air Force personnel with the rank of Group 
Captain to be ready to perform the duty of commanders and staff 
officers/directing officers effectively and morally. This is done by 
increasing the knowledge and ability of leadership and management, 
national security, national strategy, military strategy, role of air power 
as well as research conduct. 
 
 

Literature Reviews 

 A research course is one of the subject areas of the Air War 
Program whose purpose is to develop higher thinking skills of the 
students who will be posting as executive commanders of the Royal 
Thai Air Force. These thinking skills are analytical thinking skills, 
synthesis type thinking skills, critical thinking skills, creative thinking 
skills, strategic thinking skills, problem solving thinking skills, and 
systematic thinking skills. These skills can be built up by conducting a 
research. (Bidwell, 1995; Greenberg, 1989; Misra, 1997). Moreover, 
this Program aims to implement the research results for the purpose of 
problem solving and improving the Royal Thai Air Force. However, in 
order to successfully reach those purposes, it needs to improve the 
instruction process of research course, research skills of the 
administrators/instructors and students, and students’ research paper 
quality. (RTAF Air War College, 2005; RTAF Air War College, 2006; 
RTAF Air War College, 2007) Therefore, it is essential to set up 
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strategies to promote and improve research course instructions in 
terms of research course management, instructor and instruction 
method as well as learner and learning method.  It was found that a 
more effective approach was the integration of active learning 
assignments and projects that teach and reinforce teaching 
methodological skills through out the sociology curriculum, from the 
introductory course to the substantive content  courses (Scheel, 2002). 
 Strategy is a kind of tactics, operation plans, and activities 
which contribute any organization to accomplish its vision, goals and 
objectives, (Wikipedia, 2009; Geocities, 2009; Hunger, 2004; David, 
1996; Certo and Peter, 1991, Wheelen and Henderson, 1989). A well 
known strategy formulation technique is a SWOT analysis derived 
from internal environment analysis, consisting of strengths and 
weaknesses, and external environment analysis, consisting of 
opportunities and threats. 
 From related literature review, it was found that the research-
based strategy formulations were both a single-research method and a 
mixed-research method. There were only a few research-based 
strategy formulations employing a single-research method namely 
needs assessment research (Wongwanich, 2006, Gething and 
Leelarthaepin, 2000) and R&D (Siribanpitak et al., 2008). Most 
researches were a mixed-research method namely mixed-research 
method: needs assessment research and future research (Wiratchai et 
al., 2003), mixed-research method: documentary research and survey 
research (Ouinong, 2006; Jaisuitthi, 2007), mixed-research method: 
survey research and future research (Ubonwatra, 2007; Jitranan, 
2008), mixed-research method: documentary research, survey 
research, and future research (Suwan, 2002; Areesophonpichet, 2007; 
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Bhuriparinya, 2007). It was not found research synthesis in the 
strategy formulation. 
 This research is a strategy formulation for research promotion; 
therefore, it is proper to mix  the  research synthesis with other research 
methods because of its strength in terms of clear solutions which lead to 
effective implementations (Wiratchai, 1999).  The needs assessment 
research is used due to it provides strategies from a robust research 
methodology which could be used to respond a stakeholder’s needs as 
well as to solve any relevant organization’s problems. (Wongwanich, 
2007).  The survey research  is appropriate for strategies making because 
of its strengths of primary data source employing and providing a number 
of findings and facts. (Wiratchai, 2001)      
 A strategy formulation for research promotion, by means of 
mixed-research method of research synthesis, survey and needs 
assessment research, is an appropriate method since a proper 
strategy formulation must deal with data and information from various 
sources and methods in order to obtain various strategies. Moreover, it 
was found that the strategy formulation for research promotion according 
to stakeholders’ needs requires different strategies to promote research 
conducts. (Gething and Leelarthaepin, 2000)    

 

Research Method 

 This research purposes to formulate strategy for research 
course promotion of the Air War Program by using mixed-research 
method of research synthesis, survey and needs assessment 
research. The three research methods will provide an information for 
the process of formulating research promotion strategy using  SWOT 
Analysis.  The research process framework is presented in figure 1. 
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 Subjects 
 1. Documents consist of  RTAF research policy for 6 years: 2004-
2009   and  393 RTAF Air War Program graduates’ research papers for 5 
years: 2005-2009. 
 2. Personnel data are received from 27 administrators/instructors, 
69 year 2010 students and  484 year 2005-2009 graduates. 
 Variables 
 1. Variables of research synthesis consist of 8 research policy 
guidelines synthesized from research policy of 6 years, 2004-2009; 
research characteristic variables consist of 4 variables, printed year, 
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education level of researcher, research fields, and  research design; and 
 research findings. 
 2. Variables of survey research consist of research knowledge 
and ability level and research course problems, research course 
management problems, teacher and teaching method problems, and 
learner  and learning method problems.   
 3. Variables of needs assessment research consist of 
administrators/instructors, students, and graduates needs in research 
course development namely course management needs, research skill 
development needs, and research counseling skill needs. 
 Instruments 
 All instruments were developed specifically for this research but 
were based on instrument that had been found to be effective 
previously. The instruments are processing of quality approval both for 
validity and reliability. 
 1. Tools used for research synthesis are the evaluation form of 
research quality and recording form of research papers.  
 2. Tool used for survey research is question guidelines for focus 
group discussion.  
 3. There are 2 questionnaires used for needs assessment 
research, one for administrators/instructors and another for students and 
graduates. The scale for needs identification  with dual responses made 
on a 5-point Likert-type scale.  
 4. There are 2 tools used for formulating research promotion 
strategy, semi-structured interview form and strategy approval form.    
 Procedures and Data Analysis 
 1. Researcher read research papers to evaluate the quality of 
papers and record information for conducting research synthesis. 
Descriptive statistics and content analysis are employed for data analysis.  
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 2. Researcher conducts 2 focus group discussions, student group 
and graduate group for gathering data about their research knowledge 
and ability levels and 3 research course problems, research course 
management problems, teacher and teaching method problems, and 
learner and learning method problems. Content analysis is employed for 
data analysis. 
 3. Questionnaires are administered to all subjects both 
administrators/instructors, students, and graduates to gather information 
for needs analysis. Descriptive statistics is employed for data analysis and 
needs identification using PNI modified  (Wiratchai and Wongwanich, cited in 
Wongwanich, 2007). 
 4. Semi-structured interviews will be carried out to make 
environmental scanning using SWOT analysis. Content analysis is 
employed for data analysis. 
 5. Researcher proposes strategies for research course 
promotion using an information of SWOT analysis and the three-
research method as mentioned above.  The Paired-Weighting 
Procedure: PWP are employed to conduct strategies prioritization 
(Witkin, 1984). The PWP is conducted by using the group process 
technique of administrators/instructors leading by the researcher. 
 6. The proposed strategies for research course promotion is 
examined by an expert panel of judges. 
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Abstracts  

The purpose of the study was to investigate the relationships between students' life 

goals and self-regulated learning, and to explore factors that would affect them.  One 

hundred thirty two students from Seoul National University, Korea, participated in this 

study and the students were asked to complete a self-reported narrative essay about 

their life goals and self-regulated learning behaviors. Data were analyzed on the basis of 

the grounded theory by using the open, axial, and selective coding. The results indicated 

that having a long-term goal lead self-regulated learning, and that aptitude and interest 

emerged as major factors influencing setting the long-term goals. However, these 

factors did not always help students to set their long-term goals. It helped to develop 

the goals only when the guidance of teachers and parents, role models and specific 

vocational experiences existed. In addition, positive evaluation, social judgment, 

expectancy of teachers and parents, competition, perceived instrumentality, supporting 

self-worth, and overcoming psychological adversity were founded as factors that leaded 

one's self-regulated learning. In sum, the present results indicated that having long-term 

goals is a major factor to cause one's self-regulated learning. Furthermore, we also 

found that aptitude and interest were the main factor affecting students' long-term goal 

setting. The present results suggested how parents and teachers could help their 

children become self-regulated learners. 

 

Keywords Life goal, Self-regulated learning, Aptitude, Interest 
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“TURKISH FIVE”: THEIR CONTRIBUTIONS TO CONTEMPORARY PIANO MU-
SIC AND PIANO EDUCATION IN TURKEY  

 

Şirin Akbulut, D.M.A. 

Uludağ University, College of Education School of Fine Arts Education, Music Education 
Department 

ABSTRACT 

First musicians using polyphony and homophony in their compositions can be seen 
during the nineteenth century in Turkey. These talented amateur composers, who worked in 
simple forms such as marches or educational music, were not actually professional composers 
but either orchestral or choral directors. Later, during the Republic period (after 1923) “Tur-
kish Five” emerged. “Turkish Five” consisted of professional composers who were educated 
in Europe and learned western musical forms. These musicians, according to their birth years, 
are Cemal Reşit Rey (1904-1985), Hasan Ferit Alnar (1906-1978), Ulvi Cemal Erkin (1906-
1972), Ahmet Adnan Saygun (1907-1991) and Necil Kazım Akses (1908-1999). 

Turkish Five achieved important accomplishments and did significant contributions to 
Turkish contemporary music in 30 to 40 years with their efforts. While doing this, they used 
over 500-year old musical legacy of the West. At the beginning, these musicians used Turkish 
folk tunes and their rhythmic and modal system; however, later they began to use “impres-
sionism,” “neo-classicism,” and finally “atonalism” in their music. 

In the current study, the contributions of “Turkish Five” on contemporary Turkish pi-
ano music and their approaches to piano education were examined via literature review. After 
an extensive research with the literature on the topic, the researcher has interviewed with six 
piano teachers from different music institutions in Turkey (including two schools of fine arts, 
two conservatories and two music teacher training schools.). During these interviews, the con-
tributions of the “Turkish Five” were examined based on “relativity” and “local to global” 
principles in education, and the researcher has searched for the ways to use more of their mu-
sic in piano education through the interviews. Therefore, the main purpose of the study was to 
discover ways to implement more of the music by “Turkish Five” in piano education in Tur-
key and to find solutions for the existing problems in the use of such music. 

Key Words: Contemporary piano music; Turkish Five; piano education in Turkey 

1. INTRODUCTION 

“Turkish Five” is the name that was given to first Turkish contemporary music com-
posers who chose the composition as a profession in establishment period of Turkish Repub-
lic.1 According to their birth years, these musicians were Cemal Reşit Rey (1904-1985), Ha-
san Ferit Alnar (1906-1978), Ulvi Cemal Erkin (1906-1972), Ahmet Adnan Saygun (1907-

                                                 
1 This period begins on October 29, 1923 and still continues on present day. Since the foundation of the Republic, Western 
Classical Music has been given more importance in Turkey, and many “firsts” in musical area was achieved during the early 
years of this period. Meantime, the five-hundred-year musical tradition in the West was modeled, and a modern perception in 
musical life was created in only thirty to forty years.  

2010 HICE Proceedings - Page 3346



1991) and Necil Kazım Akses (1908-1999). These composers were born during the early 
1900s. After the time of Ottoman Empire was over and the new Republic of Turkey was 
founded, a new strategy was accepted in musical life. Based on this policy, the intention was 
to mix monophonically structured Turkish music with western tonality and to create a new 
type of Turkish music with this western-polyphonic perspective. With the change of musical 
policy, these five talented composers were sent abroad by the government, and upon their 
return to Turkey they brought western musical ideas which they later mixed with Turkish tra-
ditional/modal music and produced a new type of music. The Turkish Five accomplished this 
within forty years in Turkey while Europe developed such culture in five hundred years. 

1.1. Music Education in Turkey 

Music education is divided into three types in Turkey: (a) general music education, (b) 
amateur music education, and (c) professional music education. General music education be-
gins in preschool, and during the first eight years of schooling it is a mandatory subject of the 
curriculum. The goal of music education at this level is to develop basic musical behaviors. 
Amateur music education is usually used in out-side-of-school activities at private organiza-
tions, private music schools, libraries, public education houses or for local festivals.  

Professional music education is given to individuals who want be to be trained as pro-
fessional musicians. At the university level, professional music education is provided in the 
following main areas: to train composers or performers at conservatories; to train same types 
of musicians as in conservatories and music scholars (e. g. musicologists) at schools of fine 
arts; to train musical instrument makers at conservatories and at music teacher training 
schools; and to train military band musicians at Ankara State Conservatory and at Military 
Music School in Ankara. In Turkey, there are currently twenty-four conservatories, twenty-
three colleges of fine arts (at the university level), and twenty-three music teacher training 
schools. Music teacher training schools train music teachers for public schools. Music teach-
ers are individuals who are the musician-educators teach students general music and musical 
knowledge at public schools.2 

1.2. Brief History of Music Education in Turkey 

Music education was first offered at schools in the thirteenth century (during the Ot-
toman Empire period) at Tabılhane, where military music instruction was provided. In time, 
Mehterhane took place for military music education and Enderun (school at the palace) be-
came the place for music instruction at the palace. Later, such instruction continued at Muzi-
ka-i Humayun (the music school of the palace) and Guiseppe Donizetti was assigned as the 
director during the eighteenth century. Also, the first school of art was opened in İstanbul, 
called Sanayı-i Nefise Mektebi in 1883. Other than visual arts, musical training (to train per-
formers) was also offered at this school. The name of this school was changed into Academy 
of Fine Arts in 1927, during the Republic period. As another music institution, Dar-ül Elhan 
was also formed in 1917, and western music education was first offered in 1924. The same 
year, Musiki Muallim Mektebi (Music Teacher Training School) was opened in Ankara, the 
new capital of the Republic of Turkey.  At this school, not only music teachers but profes-
sional players for Turkey’s first symphony orchestra Riyaset-i Cumhur Musiki Heyeti were 
                                                 
2 Akbulut, Ş. (2009), Correpetition as the Problem at Turkish Music Teacher Training Schools, ACE, Osaka 
Japan  
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also trained. The year 1936 was important because of the foundation of Ankara State Conser-
vatory, where only want-to-be professional musicians began attending. In 1937, Musiki Mual-
lim Mektebi was renamed as Gazi Terbiye Enstitüsü. In time, more music teacher training 
schools followed Gazi Terbiye Enstitüsü. Currently, twenty-three music teacher training 
schools exist in Turkey. Centralized curriculum prepared and approved by Yükseköğretim 
Kurulu (YÖK)3 (Higher Education Council) is used at these institutions.  

The recent curriculum used at music teacher training schools was prepared in 2007. 
Piano, as a part of this curriculum, is offered for seven semesters, and the course Piano Peda-
gogy is available for the eighth semester. According the the curriculum each course is taught 
for one-hour per week, and it is one credit hours; however, the hours and the content of these 
courses vary in different schools based on the curriculum prepared by YÖK. The main rea-
sons for the different applications of the centralized curriculum in different music teacher 
training schools are the student body, number of piano faculty and facilities. 

1.3. Turkish Five 

All composers known as Turkish Five were born in during the early 1900s. They were 
the first Turkish musicians who were sent abroad by the government. The founder of the Re-
public of Turkey, Mustafa Kemal Atatürk (1881-1938), abolished the dervish lodges4, where 
religious music was also performed. Atatürk’s musical policy was to embrace and process 
contemporary European methods to mix with Turkish traditional music and to create a new 
musical genre that fits into the new concept of the foundation goals of the young Turkish 
state. For this purpose, five musicians were selected and sent abroad with the support from the 
government. After they came back to Turkey, they used their knowledge to include western 
practices into Turkish folk songs and created a new type of music.     

Cemal Reşit Rey: He was born in İstanbul 1904. Rey and his family settled into Paris 
when he was young. During his high school years in Paris, he studied music with Marguerite 
Long. Between the years 1914-1920 (during the World War I) he went to Switzerland to at-
tend Geneva Conservatory to continue his musical education. After the war he returned to 
Paris, where he studied piano with Marguerite Long, composition with Raoul Laparra, parti-
tion and conductorship with Henri Defosse, and music aesthetic with Gabriel Faure. After 
going back to Turkey in 1923 he settled in İstanbul, where he taught at the conservatory as a 
professor and established the City Orchestra.  

Although he composed in French style until 1930, as an outcome of his education in 
Paris, Rey created his own style after 1950 through mixing Turkish and Western musical 
styles. His piano works are as follows: Vals, 1912; Sarı Zeybek “Dance Portion for piano,” 
1926; Scéne Turques, 6 pieces on Anatolian Folk Songs (Heuge publisher, Paris), 1928; Güz 
Hatıraları/Fall Souvenirs “Suite for Piano”; Sonatina, 1928; Paysages de Soleil, (6 pieces on 
Anatolian Folk Dances), 1930 - 1931; Sonata, 1936; Pelerinages Dans la Ville Qui N’est Plus 
que Souvenir (As Remained in Souvenir Rambles on a City) (Ankara State Conservatory Pub-
                                                 
3 Higher education has been reestablished academically, instiutionaly, and administrative-wise with the 2547 Higher 
Education Act that became effective in 1981. With this legislation, all higher education institutions were assembled under the 
roof of Yükseköğretim Kurulu (YÖK) [Higher Education Council]; academies became universities; education institues 
became colleges of education; and conservatories and vocational two-year schools became parts of universities. Therefore, 
YÖK is the only institution that is responsible for all higher education institutions with the authorization of the acts #130 ve 
#131 in the Constitution (http://www.yok.gov.tr/content/blogcategory/204/40/lang,tr_TR/) 
4  Dervish lodges are the places as dervish convents, the sect members sheltered in, prayed and conducted rituals. 
(http://tr.wikipedia.org/wiki/Tekke) 
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lications), 1940 - 1941; Fantezi/Fantasy, 1948; İki Parça/Two Pieces, 1959; On Halk 
Şarkısı/Ten Folk Songs (a piano adaptation of choral songs, Ankara State Conservatory Pub-
lications), 1967; Improvisation, 1983; Piano Concerto No.1, 1946; Variations on “Katibim” 
for piano and orchestra, 1953; Variations on An Old İstanbul Folk Song “Katibim”, 1961-
1962; Kromatik Konçerto/Chromatic Concerto “For Piano and Orchestra,” 1932; Piyano ve 
Orkestra için Konçerto No.2/Concerto for Piano and Orchestra No.2, 1978; Dört El Piyano 
için Sonat/ Piano Sonata for Four Hands, 1924; Oniki Prelüd ve Füg/Twelve Preludes and 
Fugues For Two Pianos, 1969. 

Ulvi Cemal Erkin: He was born in İstanbul in 1906. He was sent to Paris to pursue his 
musical education at the Paris Conservatory in 1925 by the Ministry of National Education. 
At the conservatory he took piano lessons with Jean Batalla, Isidor Philipp and Camille De-
creus, studied harmony with Jean Gallon and counterpoint with Noel Gallon, took composi-
tion courses from Jean Gollon and Nadia Boulanger at Ecole Normale de Musique. After five 
years of training at the Paris Conservatory, he returned to Turkey, and he was assigned as a 
teacher to Musiki Muallim Mektebi. His piano works are as follows: Beş Damla/Five Drops, 
1931; Çocuklar için Yedi Kolay Parça/Seven Simple Pieces for Children, 1931; 
Duyuşlar/Perceptions, 1937; Sonat/Sonata, 1946; Altı Prelüd/Six Preludes, 1965- 1967; Piya-
no Konçertosu/Piano Concerto, 1942; Dört El İki Piyano için Piyano Konçertosu/Piano Con-
certo for Two Pianos Four Hands, 1951; Piyano ve Orkestra için Senfoni Konçerto-
su/Symphony Concerto for Piano and Orchestra, 1966. 

Hasan Ferit Alnar: He was also born in 1906 in İstanbul. Alnar’s family was mainly 
interested in Turkish Classical music. He was good at playing “kanun” (a zither-like Turkish 
Classical music instrument). Alnar was sent to Vienna to pursue musical training by Turkish 
state. He attended Vienna State Music Academy where he studied composition with Joseph 
Marx and conducting with Oswald Kabasta. Upon his return to Turkey in 1932 he has was 
assigned as the conductor of the İstanbul City Orchestra. Alnar wrote world’s first kanun con-
certo. His piano works are as follows: Piyano için Fügler/Fugues for Piano, 1925-1927; Piya-
no için Üç Etüd/Three Etudes for Piano, 1927; Piyano Parçaları/Piano Pieces, 1927-1928; 
Oyun Havaları/Dance Music (for piano), 1932; Sekiz Piyano Parçası/Eight Piano Pieces, 
1935; Prelüd ve Füg/Prelude and Fugue (for piano), 1961. 

Ahmed Adnan Saygun:  He was born in İzmir in 1907. Before he was sent to Paris for 
his musical training in 1928, Saygun studied with Italian Rosatti and Magyar Tevfik Bey in 
İzmir. At Ecole Normale de Musique in Paris he studied piano with Nadia Boulanger. Saygun 
later attended Schola Cantorum and studied composition with Vincent d’Indy, counterpoint 
with Paul le Flemile and organ with Edouard Souberbielle. He also studied Gregorian music 
with Amadee Gastoue, and fugue and harmony with Eugene Barrel. After his return to Turkey 
in 1931 he began teaching counterpoint. Saygun’s piano works are as follows: Op. 2 
Süit/Suite, 1931; Burlesque “Single Portition for Piano and Orchestra,” 1933; Op. l0 İnci’nin 
Kitabı/İnci’s Book, 1934; Op. 15 Sonatina, 1938;;  Op. 25 Anadolu’dan/From Anatolia, 1945; 
Op. 51 Küçük Şeyler/Little Things, 1950 - 1952; Tema ve Çeşitlemeler/Themes and Varia-
tions, 1950;;  Op. 38 Aksak Tartımlar Üzerine On Etüd/Ten Etudes on Irregular Rhythms, 
1964; Op. 45 Aksak Tartımlar Üzerine Oniki Prelüd/Twelve Preludes on Irregular Rhythms, 
1967; Op. 47 Aksak Tartımlar Üzerine Onbeş Parça/Fifteen Pieces on Irregular Rhythms, 
1967; Op. 56 Ballade (iki piyano/two pianos), 1975; Op. 58 Aksak Tartımlar Üzerine On Tas-
lak/Ten Sketches on Irregular Rhythms, 1976; Op. 73 Üç Piyano için Şiir/Poem for Three 
Pianos, 1986; Op. 76 İki Piyano için Şiir/Poem for Two Pianos, 1989; Op. 77 Piyano 
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Sonatı/Piano Sonata, 1990; Op. 34 1. Piyano Konçertosu/Piano Concerto No. 1, 1957- 1958; 
Op. 71 2. Piyano Konçertosu/Piano Concerto No. 2, 1985. 

Necil Kazım Akses: He was born in İstanbul in 1908 and died in 1999. After complet-
ing his studies with Joseph Marx and Walther Kleinecke at Vienna State Music and Perform-
ing Arts Academy in 1926, he pursued his graduate education at Prague Conservatory and 
studied with Joseph Suk (1874-1935) and Alois Hba (1893-1973). After his return to Turkey 
in 1948 he became the director at Ankara State Conservatory. Akses’s piano works are as 
follows: Prelüd ve Fügler/Preludes and Fugues (for piano), 1929; Türk İcadı/Turkish Inven-
tion; Beş Piyano Parçası/Five Piano Pieces, 1930; Sonat/Sonata (for piano), 1930; Mi-
nyatürler/Miniatures (for piano), 1936; Eskilerden İki Dans/Two Dances from Old Times; 
Piyano için On Parça/Ten Pieces for Piano, 1964.  

2. PURPOSE of the STUDY 

The purpose of the present study was to examine Turkish Five and their contributions 
to contemporary piano music and piano education in Turkey. For this purpose, the role and 
importance of the piano music by these composers at music teacher training schools, conser-
vatories and music departments at schools of fine arts were examined. Existing problems were 
identified through the interviews with randomly-selected piano professors from six different 
universities. At the end of the study, possible solutions were offered for the challenges in such 
area. 

3. METHODOLOGY and PROCEDURES 

As a qualitative type of study, descriptive anaysis method was used in the current re-
search. Qualitative research is in-depth analysis of the data (Yıldırım and Şimşek, 2000). In 
the current study, the data was collected via individual interviews, and a mixture of semi-
structured and unstructured interview techniques were used. Interview technique is the short-
est way used to learn individuals’ knowledge, ideas, attitude and behavior and the reasons 
behind these actions (Karasar, 1995).  

The interview questions were prepared based on the literature survey in the area. For 
the data collection, as a total of six piano professors from different universities in Turkey 
were randomly selected (two state conservatories, two music teacher training schools, and two 
music departments at schools of fine arts). These piano professors who were also serving in 
administrative level were prioritized as the interviewees because of their both pian-
ist/pedagogue sides and administrative skills. These selected participants were contacted to be 
informed about the topic and to determine the dates of the meetings. Three of the professors 
requested having face-to-face interview while two of them preferred Internet option and ans-
wered interview questions via e-mail, and afterwards, the researcher contacted with him/her 
through the phone to talk more about the responses. Only one of the respondents chose phone 
for the interview.  

The interview questions consisted of seven main sections: (a) Turkish Five and the 
Importance of Their Music in Contemporary Piano Music and Piano Education in Turkey, (b) 
The Conception of Music Students towards Piano Music by Turkish Five, (c) How Music 
Students Know about the Piano Music by Turkish Five, (d) The Performed Works by Turkish 
Five (e) Contributions by Turkish Five on Contemporary Turkish Music, (f) The Reasons of 
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the Turkish Five’s Piano Music Not Being Performed Widely, and (g) Possible Solutions for 
Existing Problems that the Piano Repertoire by Turkish Five Not Being Performed Widely. 

Two of the participants allowed their answers to be recorded on a tape-recorder while 
others asked the researcher to take notes. Only one of professors responded via e-mail. All 
recorded answers were transcribed carefully, written down and analyzed through content 
analysis. During this process, QSR Nvivo 8.0 computer program was used. 

4. RESULTS 

4.1. Literature Review 

After a wide range of research on the topic, the researcher found the following studies: 

1. Master’s thesis by Dilek Yönat called “Atatürk Müzik İlkeleri Doğrultusunda, Bugüne 
Dek Yetişmiş Kompozitörlerimizin Piyano Edebiyatına Katkılarının İncelenmesi, 
Sonuçlarının Hangi Aşamada Olduklarının Araştırılması ve Düşünceleriniz” [In Di-
rection of the Musical Principles of Atatürk, Examination of the Contributions by 
Turkish Composers on Piano Literature, A Research on the Results and Thoughts], 
İstanbul: Marmara University, 1987. 

2. Master’s thesis by Mehru Ensari “Piyano Başlangıç Öğrencileri İçin Çağdaş Türk 
Bestecilerinin Eserlerinden Oluşan Bir Antropoloji Oluşturma Denemesi” [An Anth-
ropologic Study of Piano Works by Contemporary Turkish Composers for Beginning 
Level Piano Students], İstanbul: Marmara University, 1987. 

3.  Master’s thesis by K. Mete Sungurtekin “Türkiyede Eğitim Fakülteleri Müzik Eğitimi 
Bölümlerindeki Piyano Eğitiminde Çağdaş Türk Piyano Müziği Eserlerinin Yeri”  
[The Place of Contemporary Turkish Piano Music at Music Teacher Training 
Schools], Ankara: Gazi University, 1993. 

4. Master’s thesis by Süleyman Emre Elivar “Ulvi Cemal Erkin'in Piyano Yapıtlarındaki 
Geleneksel Türk Müziği Etkileri” [The Effects of Turkish Traditional Music on Ulvi 
Cemal Erkin’s Piano Works], Ankara: Hacettepe University, 1996.  

5. Master’s thesis by Alpay Güldoğan “Ulvi Cemal Erkin`in Piyano Eserleri 
Aracılığıyla, Geleneksel Müziklerimizden Çağdaş Türk Müzik Sanatına Taşıdığı 
Müzikal Unsurların İncelenmesi” [An Examination of Musical Elements Taken from 
Traditional Turkish Music to Contemporary Turkish Music through the Piano Works 
by Ulvi Cemal Erkin], Bursa: Uludağ University, 1999.  

6. Master’s thesis by Feyza Sönmezöz “Çağdaş Türk Bestecilerinin Piyano Eserlerinin 
Eğitim Amaçlı olarak Kullanılabilirliği” [The Use of Piano Works by Contemporary 
Turkish Composers in Education], İstanbul: Marmara University, 1998.  

7. Master’s thesis by Ebru Güner “Çağdaş Türk Bestecilerinin Piyano Eserlerinin Eğitim 
Amaçlı Olarak Kullanılabilirliği” [The Use of Piano Works by Contemporary Turkish 
Composers in Education], Ankara: Hacettepe University, 2000.  

8. Master’s thesis by Ferit Bulut “Türk Piyano Müziği Eserlerinin Piyano Eğitimi 
Açısından İncelenmesi” [Examining Turkish Piano Works], Ankara: Gazi University, 
2002.   

9. Master’s thesis by Seyit Yöre “Alnar'ın Piyano Yapıtlarında Melodik Çizgiye İlişkin 
Makam Kategorizasyonu” [Makam Categorization in Alnar’s Piano Works Regarding 
Melodic Line], Ankara: Hacettepe University, 2005. 

10. Master’s thesis by Ahmet Suat Karahan “Türkiye'deki Müzik Öğretmeni Yetiştiren 
Kurumların Piyano Öğretimi Sürecinde Kullanılan Klasik Batı Müziği Piyano Etütle-
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rinin Öğrencileri Çağdaş Türk Müziği Piyano Eserlerini Çalmaya Hazırlama Duru-
mu” [The Effects of Western Piano Repertoire on the Preparation of Playing Contem-
porary Turkish Piano Music at Music Teacher Training Schools], Ankara: Gazi Uni-
versity, 2004.  

11. Doctoral dissertation by Ahmet Suat Karahan “Çağdaş Türk Müziği Piyano Eserlerine 
Hazırlık Amacıyla Yazılan Etütlerin Öğrencilerin Eserleri Çalma Düzeylerine Etkisi-
nin Belirlenmesi” [Preparatory Etudes for the Contemporary Turkish Piano Music and 
Their Effects on Students’ Level of Playing Contemporary Turkish Piano Pieces], An-
kara: Gazi University, 2008. 

Based on the review of the studies listed above, no specific research was found on Turkish 
Five and their contributions on contemporary piano music in Turkey; however, studies listed 
above contain brief information on the subject.    

        4.2. Findings Related to Interviews 

The data that was drawn from interviews with six randomly-selected piano professors were 
divided into seven sections, and each section was examined with content analysis. P4 (P= 
Participant) and P5 were professors from state conservatories, P3 and P6 were professors 
from schools of fine arts, and P1 and P2 were proffesors from music teacher training schools. 

4.2.1. Findings Related to Turkish Five and the Importance of Their Music in 
Contemporary Piano Music and Piano Education in Turkey 

Table 4.2.1.-1 Turkish Five and the Importance of Their Music in Contemporary Piano Music 
and Piano Education in Turkey   

According to the data, the importance of the piano music by Turkish Five is as fol-
lows. 

The Importance of Introducing Turkish Culture: Turkish Five used rich Turkish 
musical culture in their compositions (melodically and rhythmically). They enriched this ma-
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terial with the use of different new techniques. Thus, these pieces are important for the pur-
pose of introducing Turkish musical culture.  

The Importance of Improving National Music Education:  Participants indicated that 
Turkish Five used folk music materials in their compositions. Therefore, they built a strong 
base for other Turkish composers regarding the use of character, rhythm and modality in folk 
music in Turkey.  

Reflecting Turkish Culture: According to data, stylistically Turkish Five might differ 
from each other in their piano music but their common musical language (regarding composi-
tional techniques) overlaps other composers from other countries. Their main difference from 
each other is the way of using folk music and traditional Turkish classical music material, and 
each composer’s style of creating different type of Turkish-sounding harmony. 

Provides Performing Different Repertoire: The piano works by Turkish Five provides 
the opportunity for students to play a different repertoire other than well-known classic-
al/western piano literature. 

Enjoyable Repertoire: According to the participants, some students enjoy performing 
this repertoire. 

4.2.2. Findings Related to the Conception of Music Students towards Piano Music 
by Turkish Five 

Table 4.2.2.-1 The Conception of Music Students towards Piano Music by Turkish Five 

According to the data, four responses were gathered regarding the conception of music 
students towards piano music by Turkish Five: (1) lack of interest by the students towards 
performing such repertoire, (2) lack of familiarity by students regarding this piano music, (3) 
the fear of playing such works due to its difficulties such as difficulty in sight-reading because 
of irregular rhythmic structure, and (4) disliking or being distant to such repertoire.  
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4.2.3. Findings Related to How Music Students Know about the Piano Music by 
Turkish Five  

Table 4.2.3.-1 How Music Students Know about the Piano Music by Turkish Five 

P1 and P5 stated that their students were familiar to the piano works by Turkish Five 
because of the curriculum that they used. They indicated that their students were expected to 
perform at least one Turkish piano piece every semester. The data also showed that these pi-
ano teachers introduced this repertoire and their students listened the piano music by Turkish 
Five at concerts or on recordings.  

4.2.4. Findings Related to the Performed Works by Turkish Five 

 

Table 4.2.4.-1 Performed Works by Cemal Reşit Rey 
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According to the table, performed piano works by Cemal Reşit Rey are Variations on 
“Katibim” (1961-1962); Ten Folk Songs (1967); Sonatine (1928); Sonata (1936) and Scene 
Turques (1928). Results showed that Scene Turques (1928) is the most frequently performed 
work by Rey.  

Table 4.2.4.-2 Performed Works by Ulvi Cemal Erkin 

Based on the data, performed piano pieces by Ulvi Cemal Erkin are Symphony Con-
certo for Piano and Orchestra (1966), Sonata (1946), Six Preludes (1965-1967), Seven Easy 
Pieces for Children (1931), Five Drops (1931) and Duyuşlar (1937). Five Drops and 
Duyuşlar have an equal high frequency.  

 

Table 4.2.4.-3 Performed Works by Hasan Ferit Alnar  
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According to the data, performed piano works by Hasan Ferit Alnar are Piano Pieces 
(1927-1928), and with the highest frequency Eight Piano Pieces (1935) and Dance Music 
(1932). 

Table 4.2.4.-4 Performed Works by Ahmet Adnan Saygun  

The table above shows that the performed works by Ahmet Adnan Saygun are Twelve 
Preludes on Irregular Rhythms (1964), Ten Etudes On Irregular Rhythms (1964), Sonatina 
(1938), Piano Sonata (1945), Piano Concerto No.2 (1985), Piano Concerto No.1 (1957-
1958), İnci’s Book (1934), From Anatolia (1945) and Ten Sketches on Irregular Rhythms 
(1976).  

 
Table 4.2.4.-5 Performed Works by Necil Kazım Akses 
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Based on the data, performed piano works by Necil Kazım Akses are Two Dances 
from History (1960), and with highest frequency Ten Pieces for Piano (1964), Piano Sonata 
(1930), Miniatures (1936) and Five Pieces for Piano (1930). 

 
Table 4.2.4.-6 Performed Works by Turkish Five 

The table above shows that comparing all the Turkish Five regarding their most fre-
quently performed piano works; they are listed as (1) İnci’s Book by Ahmet Adnan Saygun, 
(2) Five Drops by Ulvi Cemal Erkin, and (3) Duyuşlar Ulvi Cemal Erkin.   

4.2.5. Findings Related to Contributions that Turkish Five on Contemporary 
Turkish Music 

 
Table 4.2.5.-1 Contributions that Turkish Five on Contemporary Turkish Music 
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Understanding Westernized Turkish Folk Music: Students can understand wester-
nized Turkish folk music by performing the music by Turkish Five. 

Familiar Themes: The piano repertoire by Turkish Five contains familiar themes not 
only for students but also for most Turkish audiences. Due to this advantage, students have 
easy when they perform such music. They also perform this repertoire to have attention by the 
listeners.  

Development of the Piano Repertoire: Performing the piano repertoire by Turkish 
Five gives the opportunity to students to play different contemporary pieces. 

Better Performances: Although the piano music by Turkish Five has some challenges 
regarding the rhythmic structure, Turkish students perform such music with better musicality. 

4.2.6. Findings Related to the Reasons of the Piano Music by Turkish Five Not 
Being Performed Widely  

 

Table 4.2.6.-1 The Reasons of the piano music by Turkish Five Not Being Performed Widely  

Four reasons were found regarding the piano music by Turkish Five not being per-
formed widely as follows: (1) the difficulty level of finding scores as sheet music or as re-
cordings, (2) the rich piano repertoire (in general); thus, lack of time for piano students not to 
be able to play such repertoire, (3) the difficulty level of sight-reading of this music due to its 
rhythmic and melodic/thematic structure, and (4) lack of motivation and encouragement by 
professors to their students to perform such repertoire.          
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4.2.7. Findings Related to Possible Solutions for Existing Problems that Piano 
Repertoire by Turkish Five Not Being Performed Widely 

4.2.7.-1 Possible Solutions for Existing Problems that the Piano Repertoire by Turkish Five 
Not Being Performed Widely  

The results showed the following solutions for existing problems that the piano reper-
toire by Turkish Five not being performed widely: (1) the need for more recordings, (2) pub-
lishing more of these scores, (3) teachers should introduce such music, (4) the need for more 
concerts, (5)  such music should be added to the piano curriculum, (6) teachers should be 
more conscious, (7) seminars should be organized, (8) analysis of the music by Turkish Five 
is need, and (9) listening more piano music by Turkish Five.   

5. CONCLUSIONS AND RECOMMENDATIONS 

The following results were revealed regarding Turkish Five and the importance of 
their music on contemporary piano music and piano education in Turkey: 

1. The piano music by Turkish Five is important because it reflects Turkish Culture, 
2. Such music symbolizes national identity and culture, and helps improving such quali-

ties in music education, and 
3. Provides different and enjoyable repertoire for piano students. 

The results also showed that westernized Turkish folk music and classical Turkish 
music helps students to perform this repertoire better because of the familiar tunes.  

The results showed that (1) four out of nineteen piano works by Cemal Reşit Rey, (2) 
six out of eight piano works by Ulvi Cemal Erkin, (3) three out of six piano works by Hasan 
Ferit Alnar, (4) nine out of seventeen piano works by Ahmet Adnan Saygun, and (5) five out 
of seven piano works by Necil Kazım Akses were performed by piano students in Turkey.    
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Even though some students are familiar with the piano music by Turkish Five through 
their teachers or with listening this music, the data showed that such repertoire was not per-
formed widely. The main reason for this issue is that finding scores (sheet music) and/or re-
cordings of these pieces is difficult. Another challenge in performing this repertoire is the rich 
western piano literature that leaves little time to perform the music by Turkish Five by music 
students. Sight-reading of this piano music also creates challenges for students. Particularly 
because of the complex rhythmic structure many piano teachers do not encourage their stu-
dents to perform such music. 

The recommendations for the piano music by Turkish Five to be performed more 
widely are listed as follows:    

1. Students should listen more of this music. To accomplish this ideal, perfor-
mers/orchestras should record this repertoire more and give more concerts with the in-
clusion of these pieces. 

2. Teachers should be more conscious about introducing such music to their students. 
3. More of these piano pieces should be added to the piano curriculum.  
4. Not only piano teachers but also musicologists should analyze the music by Turkish 

Five and advertise this repertoire to musical environment. 
5. The piano music by Turkish Five should be published and distributed to all music 

schools and piano teachers. 
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APPENDIX 

 

Undergraduate Curriculum of Music Teacher Training Programs (2006) 

 

First Semester                   Second Semester 

 Name of the Course Th Pr Cr  Name of the Course Th Pr Cr
A Ear Training  I 2 2 3 A Ear Training  II 2 2 3 
A Piano I 1 0 1 A Piano II 1 0 1 
A Main Instrument I 1 0 1 A Main Instrument II 1 0 1 
A Studio Singing  I 1 0 1 A Studio Singing  II 1 0 1 
A School Instruments I (Guitar-

Bağlama-Recorder) 
0 2 1 A School Instruments II (Guitar-

Bağlama-Recorder) 
0 2 1 

MB Introduction to Music Education 3 0 3 A Choir I  0 2 1 
GK Music Culture 2 0 2 GK General Music History I 2 0 2 
GK Introduction to Philosophy 2 0 2 GK Turkish II: Speaking 2 0 2 
GK Turkish I: Writing 2 0 2 GK Atatürk’s Reforms and History of 

Revolution II 
2 0 2 

GK Atatürk’s Reforms and History of 
Revolution I 

2 0 2 GK Foreign Language II 3 0 3 

GK Foreign Language I 3 0 3 MB Psychology of Education  3 0 3 
Total 19 4 21 Total 17 6 20

Third Semester          Fourth Semester 

 Name of the Course Th Pr Cr  Name of the Course Th Pr Cr
A Ear Training III 2 2 3 A Ear Training IV 2 2 3 
A Piano III 1 0 1 A Piano IV 1 0 1 
A Main Instrument  III 1 0 1 A Main Instrument IV 1 0 1 
A Studio Singing III 1 0 1 A Studio Singing IV 1 0 1 
A Choir II 2 2 3 A Choir III 2 2 3 
A Harmony Counterpoint -

Accompaniment I 
2 0 2 A Harmony Counterpoint-

Accompaniment II 
2 0 2 

A Traditional Turkish Folk Music I 2 0 2 A Traditional Turkish Folk Music II 0 2 1 
A School Instruments (Guitar-

Bağlama-Recorder) III 
0 2 1 A History of Turkish Music 2 0 2 

MB Instructional Methods and Ap-
proaches 

3 0 3 A Electronic Keyboard 0 2 1 

GK General Music History II 2 0 2 MB Guidance Counseling 3 0 3 
GK Computer Skills I 2 2 3 GK Computer Skills II 2 2 3 
Total 18 8 22 Total 16 10 21
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Fifth Semester                    Sixth Semester 

 Name of the Course Th Pr Cr  Name of the Course Th Pr Cr
A Ear Training V 2 0 2 A Ear Training VI 2 0 2 
A Piano V 1 0 1 A Piano VI 1 0 1 
A Main Instrument V 1 0 1 A Main Instrument VI 1 0 1 
A Harmony Counterpoint-

Accompaniment III 
2 0 2 A Harmony Counterpoint-

Accompaniment IV 
2 0 2 

A Choir IV 1 2 2 A Choir V 1 2 2 
A Orchestra/Chamber Ensemble I 1 2 2 A Orchestra/Chamber Ensemble  II 1 2 2 
A Traditional Turkish Art Music I 2 0 2 A Traditional Turkish Art Music II 0 2 1 
A Instrument Care and Repair Skills I 0 2 1 A Instrument Care and Repair Skills 

II 
0 2 1 

A Accompaniment Skills 0 2 1 A Musical Forms 2 0 2 
A Repertoire of Educational Music 2 0 2 MB Educational Methods I 2 2 3 

MB Instructional Technologies and 
Production of Materials  

2 2 3 MB Administrative Skills 2 0 2 

GK Contemporary and Popular Musics 2 0 2 GK Aesthetics 0 2 1 
Total 16 10 21 Total 14 12 20

Seventh Semester     Eighth Semester 

 Name of the Course Th Pr Cr  Name of the Course Th Pr Cr 
A Piano VII* 1 0 1 A Choir VII 0 2 1 
A Main Instrument VII 1 0 1 A Orchestra/Chamber Ensemble IV 1 2 2 
A Choir VI 2 2 3 A Project-Thesis 0 2 0 
A Orchestra/Chamber Ensemble III 1 2 2 A Approaches in Early Childhood 

Music  Education* 
0 2 1 

A Turkish Music Arrangement * 0 2 1 MB Compositional Skills in Educa-
tional Music 

2 2 3 

MB School Experience  1 4 3 MB Conducting Musical Ensembles  1 2 2 
MB Educational Methods II 2 2 3 MB Teaching Experience and Practice 2 6 5 
MB Measurement and Evaluation 3 0 3 MB Teaching Piano 1 0 1 
MB Scientific Research Techniques  2 0 2 MB Teaching Main Instrument 1 0 1 
GK Practice in Serving for Society** 1 2 2 GK Turkish History of Education * 2 0 2 
GK Games, Dance and Music 0 2 1      
Total 14 16 22 Total 10 18 18 

 

Total Theoric Practice Credit Hours 
124 84 165 208 

 

A: Major (required) musical courses, MB: Courses on music teacher education, GK: Cultural 
courses 

2010 HICE Proceedings - Page 3362



LIST OF SOURCES 

Antep, E. (2006). Türk Bestecileri Eser Kataloğu [Catalogue of the Works by Turkish Com-
posers]. 1s ed. Ankara: Sevda Cenap and Müzik Vakfı Publishing. 

Aracı, E. (2007). Ahmet Adnan Saygun. 2nd ed., İstanbul: Yapı Kredi Publishing. 

Aydın, Y. (2003). Türk Beşleri [Turkish Five]. 1st ed., Ankara: Müzik Ansiklopedisi Publish-
ing.  

Karasar, N. (2003). Bilimsel Araştırma Yöntemi [Research Methods and Techniques]. 1st ed., 
Ankara: Nobel Publishing. 

İlyasoğlu, E. (2005). Cemal Reşit Rey.1st ed., İstanbul: Yapı Kredi Publishing. 

Say, A. (1998). Türkiye’nin Müzik Atlası [Music Atlas of Turkey]. 1st ed., İstanbul: Borusan 
Cultures and Arts Publishing. 

Say, A (2002). Müzik Sözlüğü [Music Dictionary]. 1st ed., Ankara: Müzik Ansiklopedisi Pub-
lishing.  

“Undergraduate Curriculum of Music Teacher Training Programs” (2006). 
http://www.muzikegitimcileri.net/, Retrieved in June, 2009. 

Yıldırım, A. and Şimşek, H. (2003). Sosyal Bilimlerde Nitel Araştırma Yöntemleri [Qualita-
tive Research Methods in Social Sciences]. 3rd ed., Ankara: Seçkin Publishing. 

Yıldız, D. (2007) Ahmet Adnan Saygun. 1st ed., Ankara: Sun Yayınevi Publishing. 

http://www.yok.gov.tr/content/blogcategory/204/40/lang,tr_TR/ Retrieved in June-July, 2009. 

 

 

 

2010 HICE Proceedings - Page 3363

http://www.muzikegitimcileri.net/
http://www.yok.gov.tr/content/blogcategory/204/40/lang,tr_TR/


2010 Hawaii International Conference on Education 
Honolulu, Hawaii 

U.S.A. 
January 7-10, 2010 

 
1. Title of Submission:  
GUIDELINES OF BUDDHISM-STYLED ETHICAL LEADERSHIP 
DEVELOPMENT FOR SCHOOL ADMINISTRATORS UNDER THE 
OFFICE OF BASIC EDUCATION COMMISSION 
 
2. Name of the author: Mr. Utai Lowmunkong 
 
3. Affiliation of the author:  
  Department: Faculty of Education 
  Affiliation: Chulalongkorn University 
 
4. Address of the author  

 

Mr. Utai Lowmunkong 

17/82 Sukhumvit  Soi 18, Sukhumvit Road 

Klongtoey, Klongtoey, Bangkok 10110  

Thailand 

 
 

5. Email Addresses  

utai88@gmail.com, utai88@yahoo.com 

 
 
 
 
 

2010 HICE Proceedings - Page 3364

mailto:utai88@gmail.com
mailto:utai88@yahoo.com


 
Guidelines of Buddhism-Styled Ethical 
Leadership Development for School 

Administrators under the Office of Basic 
Education Commission 

 

Utai Lowmunkong, Ph.D. 
Candidate 

Chulalongkorn University, 
Thailand 

utai88@gmail.com 
 
Nuntarat Charoenkul, Ph.D. 
Chulalongkorn University, 

Thailand 
nuntarat@gmail.com  
 
Natnipa Cooparat, 

Assist.Prof, Ph.D. 
nattanipha@gmail.com   

 
Abstract 

 
This research’s purpose is to develop 
guidelines for ethical leadership development 
using Buddhist doctrines which has been 
widely in practice for thousands of years in 
East Asia and in Thailand. With the recent 
acceptance of Buddhist doctrines by not only 
the eastern but the western society as well, 
the concept of ethics and ethical leadership 
development in Buddhism-style in this 
research would offer an alternative for the 
development of ethical leadership in modern 
society.  
 
Analysis of information collected to assess 
the necessity of ethical leadership 
development for school administrators under 
the office of basic education commission in 
Thailand through the quantitative methods 
reveal that there are 4 out of 10 Buddhism-
styled ethical leadership characteristics 
having more need to develop and shall be put 
forward into the in-depth interviews with 
academic experts who profoundly involve in 
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ethical development in Thailand. The 
synthesis of the qualitative finding shall be the 
main contents of the guidelines proposed for 
Buddhism-style leadership development of 
school administrators after the assessment of 
suitability and possibility by qualified 
academic experts. 

 
 
Key words: Ethical Leadership, Ethics, Buddhism, Moral, 
Development, Guidelines 
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Introduction 
 
Essential leadership’s trait that promotes success in 
educational administration is the ethics of leaders that 
comprise of virtues or ethical conduct of leaders. There is 
a huge social expectation today from school principal due 
to the complexity of school principal’s roles as a moral 
agent (Greenfield, cited in Suthep, 2001) that 1) school is 
considered as moral institute that help defining social 
norm, 2) School principal or director is a model or a 
moral agent whose decision must be truly based on 
moral value due to its consequence on welfare and 
interests of all affected parties and 3) Dedication in 
school administration is imperative to create the system 
nourishing quality learning with happiness. Yet, the 
earlier studies of Bottery, Blumer, Greenfield, Starratt 
and Hodgkinson (cited in Greenfield Jr., 2004) justified 
the roles of educational administrators and the 
importance of their ethical leadership to not only assure 
teachers, students, parents and community members of 
the success on student development but also shape their 
responses to the world. The fact that moral and ethics 
play vital roles in leadership and educational 
administration, ethical leadership development has been 
in the spotlight continuously in the past decades. 
However, undeniable challenges from the consumerism 
and materialism affecting the development outcome 
today, have been a major motive for researching new 
ways and means of how to effectively develop ethics 
among leaders. 
 
What is Buddhism-Styled Ethical Leadership? 
 
Buddhist doctrine is rational and has been widely 
accepted and practiced in most East Asian countries for 
a long time. Buddhism is also believed by the majority of 
Thai people. Due to the inclusion and profoundness of 
Buddhist teaching, the doctrine can greatly provide body 
of knowledge in ethics that build strong foundation to 
ethical leadership suitably for Buddhist. Moreover, the 
mental refinement in Buddhism style undoubtedly offer 
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suitable guideline of ethical leadership development in 
Thai society and offer an alternative for ethical leadership 
development in the mainstream as well. 
 From ethics in Buddhism (Prathampidok, 2000), 
practitioners can gain either at primary level (basic or 
layman needs in life), secondary level (value of life and 
mental growth) and ultimate level (the truth of life and 
true freedom). The researcher believes that ethical 
development need a delicate process to bond individual’s 
mind with the insight of values of life or the truth of life. 
There are many of similar virtues in Buddhism that deal 
with people management. Those are Brahmavihàra (holy 
abidings; sublime states of mind), Sappurisa-dhamma 
(qualities of a good man), Iddhipàda (path of 
accomplishment; basis for success), Ràjadhamma (10 
virtues or duties of the king; royal virtues; virtues of a 
ruler) and others.  

In this research, Ràjadhamma (mostly called 
Todsapithràjadhamma) or 10 virtues of a ruler is the main 
conceptualized element of ethical leadership as it 
comprises of 10 virtues that cover well on people 
management, public concern, leader responsibilities and 
etc. Thus, it justifies the essence of ethical leadership 
that concerns on all roles and duties of as an 
organization leader, not limiting on people management. 
The exact sample is the virtue no.4, âjjava: (honesty & 
integrity) which means being honest as a human being 
and being integral to roles and responsibilities as a 
leader in the organization. Being ethical as a leader in 
this sense, honest to people and organization at work is 
not enough. Integrity to the duties in your roles, by 
functioning as what a leader needs to do for 
organizational success, is also an important issue in 
ethical leadership.  
 
The Purpose of the Study 
  

To propose guidelines for the Buddhism-styled ethical 
leadership development of school administrators under 
office of basic education commission 
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Research Questions 
   

1. What is the current situation of Buddhism-style 
ethical leadership of school administrators under office of 
basic education commission? 
 2.  What should be appropriate and feasible 
guidelines for the Buddhism-styled ethical leadership 
development of school administrators under office of 
basic education commission? 
 
Research Conceptual Framework 
 
This research is the collection, analysis and synthesis of 
information from related documents and research works 
to conceptualize the framework explaining the roles and 
responsibilities of school director, Buddhism-styled 
ethical leadership characteristics ((P.A. Payutto, 2002; 
Buddhadasa, 2006 and Suree, 2007) and leadership 
development process (Carrell, M.R., Kuzmits, F.E., and 
Elbert, N.F.; 1992) as shown in figure 1 on the following 
page. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Roles and responsibilities of school 

Proposed 
guidelines for 
the Buddhism-
style ethical 
leadership 
development of

Buddhism-styled ethical leadership 
characteristics in the scope of 10 
Ràjadhamma: virtues or duties of a 
king; royal virtues; virtues of a ruler:

Leadership development process 
and methods  
- Development Need Assessment 
- Design 
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       Figure 1: Research 
conceptual framework 
 
Key Definitions 
 
Definitions of Buddhism-styled ethical leadership, distilled 
from various sources, are operational definitions for this 
research context as stated below: 
 

Definitions of 10 virtues of Ràjadhamma
1. Dàna: charity; liberality; generosity
Giving and sharing that leaders share to those in needs 
there are four kinds of giving: objects, knowledge, living 
wisdoms and forgiving.
2. Sãla: high moral character
Acting on moral standards, organization’s rules, 
professional conducts and social custom.
3. Pariccàga: self-sacrifice
Sacrificing their self interest (time, assets, own happiness) 
to the interest of others (family, organization, country or 
even global society)
4. âjjava: honesty; integrity
Being honest as a human being and being integral to roles 
and responsibilities as a leader in the organization  
5. Maddava: kindness and gentleness
Being kind and gentle expression when a leader interact 
with others, including being respectful and polite to all kind 
of people 
6. Tapa: austerity; self-control; non-indulgence 
Being self-control in building and maintaining goodness in 
self and eliminating and preventing defilements (Kilesa) in 
self 
7. Akkodha: non-anger; non-fury
Being calm and non-furious to anyone
8. Avihi§sà: non-violence; non-oppression
Not violate, encroach, exploit on others mentally, physically 
or for their belongings by exerting of more power over them  
9. Khanti: patience; forbearance; tolerance
Being patient and tolerant of any difficulties of life and 
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work, any mental stimuli such as disappointment or greed
10. Avirodhana: non-deviation from righteousness; 
conformity to the law 
Being impartial, equitable with no bias from like, dislike, 
ignorance or fear when performing work or treating others

 
 
Methods 
 
This descriptive research consists of 5 phases of various 
methods of both quantitative and qualitative information 
as follows: 
Phase 1 The study of current situation of Buddhism-

styled ethical leadership of school administrators 
under office of basic education commission 

Phase 2 The study of process and methods of ethical 
leadership development 

Phase 3 The design of guidelines for the Buddhism-style 
ethical leadership development of school 
administrators under office of basic education 
commission 

Phase 4 The verification of guideline on their 
appropriateness and feasibility 

Phase 5 The final improvement and proposal of 
guidelines for the Buddhism-styled ethical 
leadership development of school administrators 
under office of basic education commission 

  
Phase 1   The study of current situation of Buddhism-
style ethical leadership of school administrators under 
office of basic education commission  

 Sub-phase 1  Determining conceptual 
framework: 

1.Research Method: Paper review for  
a. Roles and responsibilities of school director 
b. Buddhism-styled Ethical leadership 

characteristics 
c. Leadership development process and methods   

2.Objective: To define Buddhism-styled Ethical 
leadership characteristics for this study and to 
outline the leadership development process as 
platform for the developmental guideline. 
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3.Data source: Local and international textbooks 
and papers of related researches 

4.Data collection: Literature reviews through 
content-analysis guides. 

5.Information Analysis: Documentary analysis 
method by detailed examination of contents and 
summary of essential and relevant information to 
frame the research concepts. 

Sub-phase 2 Field study to assess current situation 
and the need to development Buddhism-styled 
ethical leadership of school administrators under 
office of basic education commission: 
1.Research Method: Mailing questionnaire of 5 

rating scale asking for actual behaviors and 
expected behaviors of school directors based on 
questions derived from operational definitions of 
the 10 Ràjadhamma: virtues or duties of a king or 
a ruler. 

2.Objective: To assess current situation and the 
need to development Buddhism-style ethical 
leadership of school administrators under office of 
basic education commission. 

3.Data source: Administrators and teachers from 
sampled schools under the office of basic 
education commission in Thailand. 

4.Data collection: Responded questionnaires, 
mailed to school directors, associate directors and 
teachers.  

5.Information Analysis: Means and other statistic 
figures to describe the current situation of the 
ethical leadership and Priority Needs Index (PNI) 
for assessing the need to develop.  

Note: PNI modified =   (Score of Expected Behavior – Score of 
Actual Behavior)       

       Score of Actual Behavior 
Adapted from the original formula used for managerial 
competency need prioritization by Nonglak Wiratchai 
and Suwimol Wongwanich   

 
Phase 2    The study of process and methods of ethical 
leadership development 
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Sub-phase 1  In-depth interviews using structured 
discussion guide 

1.Research Method: Formal or Structured In-depth 
Interviews 

2.Objective: To find the process and methods of 
ethical leadership development for synthesize into 
the 1st draft of guideline in the 3rd phase. 

3.Data source: Purposive selection of 15 relevant 
academic experts with following qualifications: 
a. 5 experts with master degree or higher who 

have long experience working in leadership 
development institutes. 

b. 5 experts with master degree or higher who 
concretely play important role in or have 
academic output in leadership development or 
ethical development. 

c. 5 Buddhist priests who have broad experiences 
in ethical or ethical leadership development. 

4.Data collection: In-depth interview  
5.Information Analysis: Content analysis method 

and synthesis of contents incorporating to form 1st 
drafted guidelines. 

Sub-phase 2  Analysis and synthesis of documents, 
text and manuals currently used as instruments for 
ethical leadership development in various 
organizations. 

Phase 3    The design of guidelines for the Buddhism-
style ethical leadership development of school 
administrators under office of basic education 
commission: consisting of 2 sub-phases as follows: 

1. The outlines the 1st draft of the leadership-
developmental guidelines: a primary step 
synthesizing all information obtained from phase 2 
and designing the developmental guidelines. 

2. The improvement of the 1st draft of guidelines 
from the advices of research advisor and co-
advisor. The improvement from the advices, 
covering the accuracy of language, contents, 
academic inclusion and etc, shall result in the 2nd 
draft of guideline for the next phase. 
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Phase 4    The verification of the 2nd draft of guideline on 
their appropriateness and feasibility by experts in order to 
finalize the proposed guidelines. 

1. Research Method: Assessment questionnaire for 
both quantitative and qualitative data.  

2. Objective: To verify the appropriateness and 
feasibility of the 2nd drafted developmental 
guidelines of Buddhism-styled ethical leadership 
of school administrators under office of basic 
education commission. 

3. Data source: Purposive selection of 10 relevant 
academic experts with following qualifications: 
a. 5 experts with doctorate degree in education 
administration or related field and are in the 
administrative roles overseeing school directors. 
b. 5 experts with master degree or higher who 
concretely play important role in or have 
academic output in leadership development or 
ethical development. 

4. Data collection: Assessment questionnaires 
handed to and obtained from relevant academic 
experts.  

5. Information Analysis:  
a. For quantitative data: means and other statistic 
figures to identify the verified results of 
appropriateness and feasibility of 2nd drafted 
guidelines. 
b. For qualitative data: content analysis with 
summary of the meaningful recommendations. 

 
Phase 5    The final improvement and proposal of 
guidelines for the Buddhism-styled ethical leadership 
development of school administrators under office of 
basic education commission: consisting of 2 sub-phases 
as follows: 

1. The application of both quantitative and qualitative 
analysis from phase 4 together with research 
advisors’ recommendations. The action is to 
finalize the final guidelines. 

2. The summary of all research findings of the final 
guidelines and final report making. 
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Findings 
 
The primary findings suggest the order of characteristics 
in need for development and thus, followed the genesis 
of the developmental guideline of Buddhism-styled 
ethical leadership for school administrators under the 
office of basic education commission. Such findings are 
derived from the data collection from 723 respondents 
(as of Oct 15, 2009) from the 417,889 population of 
teachers and administrators, evaluating themselves as 
school directors or their leaders as team members. 228 
of respondents are school directors, 131 are their 
associate directors and 364 are school teachers. 
 
Data reveal that: 
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1. Dàna: charity; liberality; generosity

2. Sãla: high moral character

3. Pariccàga: self-sacrifice

4. âjjava: honesty; integrity

5. Maddava: kindness and gentleness

6. Tapa: austerity; self-control; non-
indulgence

7. Akkodha: non-anger; non-fury

8. Avihi§sà: non-violence; non-
oppression

9. Khanti: patience; forbearance; 
tolerance

10. Avirodhana: nondeviation from 
righteousness

Total Average

Rating Score of Ethical Leadership 
Characteristics

Actual
Expect

• School leader’s 
behavior on Dàna 
(charity; liberality; 
generosity) is rated 
the lowest; with the 
mean of 3.88, even 
though it is 
expected the lowest 
among 10 virtues as 
well. Avirodhana 
(non-deviation from 
righteousness); 
mean of 4.15 and 
Akkodha: non-
anger; non-fury; 
4.18 come with 2nd 
and 3rd lowest (from 
chart on the right). 

 
• Four out of the ten characteristics of Buddhism-styled 

ethical leadership show higher gap proportion of actual 
behavior and expected behavior in the Priority Needs 
Indices (PNI). Thus justifies the need to develop them 
in high priority when compared to 0.077 of the overall 
PNI (of 10 virtues). They are shown in order as follows: 
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1) Dàna (charity; liberality; generosity), with PNI of 0.12  
2) Akkodha (non-anger; non-fury), with PNI of 0.09 
3) Avirodhana (non-deviation from righteousness; 
conformity to the law), with PNI of 0.086 
4) âjjava (honesty; integrity), with PNI of 0.08 
These 4 characteristics are to be emphasized and 
further research outcomes to propose the 
developmental guidelines in details shall be generated 
in their scopes. 
 

• Generally, the gaps of actual and expected behaviors 
of small and medium-size schools are larger than those 
of large and extra large ones, with the overall PNI of 
0.081 and 0.067 respectively. For Maddava (kindness 
and gentleness), the total score shows 0.069 of PNI but 
the small & medium size school data reveal higher gab 
of 0.079 much higher than that of the large schools, 
0.045. Similar notion for âjjava (honesty; integrity), 
small & medium schools come with PNI at 0.09 and 
need more focus than the large schools with PNI of 
0.057. This observation may arise from the closer 
contact of school leaders and team members in small 
and medium-size school, and more chances that they 
may experience unsatisfactory behaviors of their 
leaders. However, it is considerable to emphasize 
small and medium-size schools to ensure the 
effectiveness of their development programs. 

 
• The above findings answer the first research question 

of what the current situation of Buddhism-style ethical 
leadership of school administrators under office of 
basic education commission is. They serve as initial but 
foundational components of developmental guideline, 
to be synthesized in the following phases. 

 
________________________________ 
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Abstract 
 

The research aims to develop a workplace learning management model for private 
school teachers, and is conducted by a research and development approach 
exploiting quantitative research methods together with in-depth and qualitative 
research techniques, which consist of 5 steps as follows: (1)to study documents and 
related literature, and determine the conceptual framework (2) to study state 
conditions and problems through a field study of 2 schools (3) to verify the model  by 
10 experts (4) an evaluation of the model by 682 school administrators and teachers 
from  341 schools  and the final  improvement of  the model. The result revealed 
that the workplace learning management model for private school teachers consist 
of 4 parts: Part I Introduction: 11 Principles for determining a workplace learning 
management model for private school teachers are1) systematic 2) integrated         
3) flexible 4) competency based  5) interpersonal 6) adult-learning   7) responsible   
8) following-up 9)  supportive 10) goal-oriented, and 11) learner driven.Part II 
Elements of the workplace learning management model for private school 
teachers consisting of 2 dimensions: 1) School Dimension and    2) Dimension of 
workplace learning management. The outcome of the case study of state conditions 
and problems in workplace learning management for private schools teachers 
showed that; 

1.  School Dimension consists of school subsystems as social system where 
the conceptual framework of Owens (2001) was adopted at as the followings: 1) 
human subsystem, 2) structure subsystem, 3) tasks subsystem, and 4) technology 
subsystem. The findings disclosed 1) Human subsystem of the school personnel 
were competent due to their knowledge and capacity relevant to their work. Their 
working values focused on responsibility, eagerness, and tolerance to others’ 
opinions. In addition, learning and self-improvement was valued. School 
administrators holding the same values facilitated and empowered teachers to 
effectively manage workplace learning.  2) Structure subsystem was well planned in 
systematic ways, emphasizing participation and clearly initiating structures of duty 
and role. Organizational communication was implemented in various ways. 3) Tasks 
subsystem: regular supervision was reinforced with cooperation of administrators 
and teachers. Decentralized administration executing the cycle of PDCA  as the 
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administrative framework was adopted. 4) Technology subsystem: Teachers’ 
knowledge was relevant to professional skills needed. Materials, instruments, and 
bell schedules were provided to accommodate teachers’ workplace learning 
management. Moreover, work load and appropriate traits of teachers were 
considered. 

 2. Dimension of workplace learning management in accordance with the   
conceptual framework of O’Connor (2004) consists of 4 steps as follows:                
1) assessment 2) design 3) implementation, and 4) evaluation. The result showed as 
the followings:  1) Assessment: The schools determined teachers’ working standard 
based on professional standard to examine their readiness and needs. 2) design: 
Strategic planning in organizational analysis was exploited. Different workplace 
learning management approaches coherent to schools’ goals were adopted.           
3) Implementation: Each individual played different roles in working learning 
management, and was able to differently acquire learning in the workplace. 
Therefore, every single person should be educated to comprehend his/her roles and 
duty related to workplace learning management. 4) Evaluation: Schools should 
determine a clear evaluation on tasks relating to workplace learning management, 
and  encourage participation in assessment from every unit. Part III Guidelines for 
schools to apply a workplace management model for private school teachers: 
1) Clearly determine goals of workplace learning management for private school 
teachers 2) Survey school readiness according to factors regarding systematic 
concepts. 3) Plan operation, follow up, and clearly set the guidelines of evaluation. 
4) Create motivation and awareness regarding workplace learning management to 
personnel in every unit with various approaches. Part IV Conditions or limitations 
in implementation of the workplace learning management model for private 
school teachers:1) Factors affecting success such as human resource 
management system facilitating workplace learning management, morale in work, 
commitment and rigorous support from administrators and all personnel, and 
knowledge and competence of everyone, promoting workplace learning 
management. 2) Obstacle factors such as administrators and teachers’ ignorance of 
self-improvement due to work overload and lack of chance in sharing and 
exchanging experiences.  Lack of awareness as to their roles and lack of skills in the 
workplace learning management, including lack of unity of purpose and cooperation. 
 
 
Introduction 
 

Learning and development plays a significant role towards success in 
organizations nowadays. Moving forward and change means all personnel are in 
need of continual development, and to be equipped with skills and competences in 
their present roles to maintain their status or pursue self-improvement for higher 
status in their organization (Clifford and Thorpe, 2007). 
          Human resources in educational organizations or schools- teachers are the 
crucial mechanism to change. To develop teachers, Owens (2001) Hoy and Miskel 
(2001) shared the relevant perspective that to develop teachers is related to change 
in organizational context. Change in school depends on change in teachers’ traits. 
 
          The educational concept adopted to develop human resource in workplace 
learning to provide an opportunity for personnel to learn, train, and develop their 
skills on the job should begin with an understanding in the words education, training 
and learning. These words have been discussed among educators, industrial 
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experts and economists to find an appropriate word meaning- productivity 
improvement. The word education was used since the beginning in the past. Later 
training was together employed with (Hutching,1968: 1-4), then becomes a 
catchword In the present times. The word learning is used worldwide (International 
Labour Organization, 2000). It is relevant to what Clifford and Thorpe (2007) said 
about training and development adapted into learning and development that it is 
necessary for organizations now to develop. This is contradict to increasingly limited 
budget and time due to economic and social pressures, lessening duration of time 
and budget allocated for training and development. However, learning is a must and 
must always be a continuing process. Therefore, it is not only the duty of human 
resource or training departments, but also individuals and administrators involved, 
who are equally important.  
          Workplace learning management in schools requires systematic management 
to support teachers’ learning in the workplace. As the concept of National Board of 
Employment, Education and Training (1993) regarding states facilitating teachers’ 
learning in workplace that school administrators are to value teachers who are a part 
of the organization. Moreover, they should implement principles of management, 
lead as visionary leaders, accept interpersonal relationship, professional 
competence and activeness of teachers, inspire teachers to learn on the basis of 
adult-learning principles, envision  professional growth as a process, and understand 
teachers’ various needs due to different factors, gender, age, teaching experience, 
race, and etc. 

Significantly, workplace learning programs for teachers must be followed up 
and fully supported with cooperation and professional skills elevated as school social 
culture. 
           From the studies of research documents and related literatures of workplace 
learning management models of educational institutions in Thailand, the results 
revealed that there were workplace learning management models in schools and 
higher education institutions. Lorwatanapongsa (2001) studied workplace learning 
management models of principals of international schools in Bangkok. Prasanwan 
(2005) studied workplace learning of faculties among the changing context of 
universities in Thailand; a case study of Sripratum university, Chonburi campus. This 
showed a need for the development of learning management models in Thai 
schools. The outcome of the research study reflected the benefits of applying 
workplace learning management models, in educational organizations. 

The studies also showed that workplace learning management is not a new 
issue in private schools in Thailand.    There are previous research studies of 
teacher development in order to increase capacity in working assignments in 
schools. However, models of workplace learning management for private school 
teachers were provided in manner which was relevant to the purpose of workplace 
learning management. In human resource development as Hodkison and Hodkison 
(2005) said that workplace learning does not depend on teachers or practices, but 
nature of each field study and management, including both school and national 
policies. 

Studies of related knowledge in workplace learning management for private 
school teachers in Thailand revealed that most of the workplace learning 
management for private school teachers were formal learning such as training and 
workshop seminars, which can not serve human resource development nowadays. 
Knowledge exchange should be reinforced. Teacher development can be integrated 
with casual learning relevant to changing work life. Workplace learning management 
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for private school teachers should be developed to fit ways of life and working 
conditions to serve needs in organizational development, adjustment, in readiness 
for future changes. 

Consequently, the researcher is interested in the study to develop a 
workplace learning management model for private school teachers, as well as to 
create knowledge regarding appropriate workplace learning management for private 
school teachers to develop and strengthen their profession. Therefore, these people 
will become the key personnel capable of developing the country accordingly. 
 
The Research Purpose  
 
          To develop a workplace learning management model for private school 
teachers 
 
Research Methodology 
 
          The study of Development a Workplace Learning Management Model for 
Private School Teachers was processed by a research and development approach 
applying quantitative approach methods together with in-depth and qualitative 
research approaches, consisting of 3 phases as follow: 1) documentation research, 
2) multi- case study, and 3) survey research. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 
Figure I: Research Process and Development of a Workplace Learning 
Management Model for Private School Teachers 
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The 5 steps are processed as follow: 
 
          Phase 1: Documentation research 
 

 Determine the research conceptual framework and research 
instruments by studying documents and related literatures: 

1. Study, analyze, and synthesize documents together with national and 
international researches related to determine the research conceptual framework 
covering concepts of human resource management, workplace learning 
management, private school management, concepts of models, and national and 
international researches related. 

 2. Determine the research concept from the results of studies and analysis of 
documents covering concepts of human resource management, workplace learning 
management, private school management, concepts of models, and national and 
international researches related.  

3. Create research instruments consisting of a form of document analysis. 
 

          Phase 2: Multi- Case Study consisting of 2 steps: 1) to study state 
conditions and problems in workplace learning management for private school 
teachers 2) develop a workplace learning management model for private 
school teachers.     
   The 1st step: To study state conditions and problems in the workplace 
learning management for private school teachers, the procedures were as 
follow: 
             1. For the study of state conditions and problems in workplace learning 
management for private school teachers, the field study was well-organized two 
schools as the sampling according to the basic research concept framework. The 
multi-case study was exploited to study state conditions and problems in workplace 
learning management for private school teachers. 
              2. To synthesize data gathered for the workplace learning management 
model for private school teachers, the procedures were as follow: the information 
acquired from the 1st step was analyzed and synthesized to determine elements 
related to workplace learning management for private school teachers, which 
became the main essence to develop a workplace learning management model for 
private school teachers. 
               The 2nd step: To develop workplace learning management for 
private school teachers, the procedures were divided into 3 steps as follow: 1) 
propose a model 2) develop the workplace learning management model for private 
school teachers and 3) verify the model.  
 
           To develop a workplace learning management model for private school 
teachers, the procedures were as follow: 
            1. The elements synthesized through the 1st step were developed as a 
proposal of the workplace learning management model for private school teachers, 
then submitted to Advisors and Co-Advisors for comments and advice. 
            2. Having examined by Advisors, the model was developed as the 1st draft of 
a workplace learning management model for private school teachers. 
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            3. The workplace learning management model for private school teachers 
was verified by experts. The 1st draft of the workplace learning management model 
for private school teachers was examined to find out appropriateness and feasibility. 
 
          Phase 3: A survey research was divided into 2 steps: 1) develop a 
workplace learning management model for private school teachers and verify 
the model by administrators and private school teachers, and 2) review and 
finalize the improvement of the model. 
            The 1st step: To develop the workplace learning management model for 
private school teachers, the procedures were as follow: 

1.  The 1st draft was developed to the 2nd draft of the workplace learning 
management model for private school teachers. 

2.   The evaluation of the model with qualitative approach  by 682 
administrators and private school teachers. 

      The 2nd draft of the workplace learning management model for private 
school teachers was evaluated by 682 administrators and private school teachers 
under Office of the Private Education Commission.  

3.   The model was reviewed and evaluated by Advisors and Co-Advisors for 
further revision. 

 
             The 2nd step: To improve, develop and finalize, the procedures were 
as follow: 

1.  The 3rd draft of the workplace learning management model for private 
school teachers was developed, then proposed to Advisors and Co-Advisors for 
revision and approval. 

2.  The improved workplace learning management model for private school 
teachers was finalized and completed. 
 
Findings  
 
           The workplace learning management model for private school teachers was 
the conceptual model reflecting organizational relationship in 4 areas;1)introduction: 
principles of workplace learning management 2) the workplace learning 
management model for private school teachers 3) guidelines of application of the 
workplace learning management model for private school teachers and 4) conditions 
or limitations in the application of the workplace learning management model for 
private school teachers. 
 
           Part I Introduction: The 11 principles of the workplace learning management 
model for private school teachers were as follow: 

1. Systematic refers to the workplace learning management model 
requiring interactions of both inside and outside schools to achieve the set goal of 
effectiveness and efficiency. 

2. Integrated means the workplace learning management model 
requiring cooperation in line with purposes of school operation and teachers’        
self-improvement in short and long terms, integrating teachers’ work and learning. 

3. Flexible means the workplace learning management model requiring 
consideration of environmental context affecting principles, timing, and venue 
providing a workplace learning management model at where each individual 
teacher’s needs are met. 
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4. Competency-based refers to the workplace learning management 
model promoting teachers’ competency regarding knowledge, capacity, and 
professional skills related to develop teachers in their career path. 

5. Interpersonal means the workplace learning management model 
accepting interpersonal relationship among individuals, including open 
communication. Teachers’ morale, unity, and willing cooperation will be reinforced in 
such environment. It is an opportunity for administrators, teachers, and colleges to 
communicate in various ways. 

6. Adult-learning refers to workplace learning management serving 
teachers’ needs and interest, including working scenarios and individuals’ 
differences. Analysis of experiential backgrounds of teachers, as well as awareness 
of leadership within is needed. 

7. Responsible means the workplace learning management model 
requiring cooperation from administrators and teachers involved with commitment 
and decree in working to achieve the goal, as well as self-awareness in their roles 
and duty in workplace learning management in school. 

8. Following-up means that administrators and teachers cooperate in 
facilitating workplace learning management, and in solving problems possible. 

9. Supportive refers to support in finance and necessary resources to 
teachers involved in workplace learning management. 

10. Goal-oriented means mutual expectation in determined results from 
workplace learning management in school, including communication to teachers for 
understanding and expected results from workplace learning management in 
personal and group levels. 

11. Learner-driven refers to teachers’ inward and outward inspiration 
driven to manage workplace learning according to the set goal. 

 
Part II Elements of the Workplace Learning Management Model consisting of 2 
dimensions: 
 
The 1st Dimension: School Dimension consisting of 4 subsystems: 
 

1. Human subsystem consists of skills, status, values, leadership, rewards, 
feelings, grievances, personnel and practices.  
    According to the case study of state conditions and problems in workplace 
learning management for private school teachers, the conclusion was as the 
followings: 
               Skills The findings revealed teachers were knowledgeable, competent, 
and skillful in instruction management. In the angle of human resource and 
cooperation, they possessed critical analysis skills to visualize the organization’s 
whole picture and to comprehend their working status resulted from how 
administrators valued teachers’ learning and self-improvement, and exercised 
administrative skills in facilitating workplace learning management with 
effectiveness. 
                Values It showed teachers’ common practices such as responsibility, 
eagerness, value in learning and self-improvement as a part of work life, tolerance to 
others’ opinion, and pride in their schools. 
                Leadership The result showed that administrators who could initiate 
workplace learning management were leaders  carrying the mixture of democracy 
and autocracy, able to identify needs and make decision in leading organizations to 
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reach goals of workplace learning management, as well as tolerant to comments 
and advice to facilitate workplace learning management in school. 
       Feelings  Teachers had positive attitude towards and pride in 
organizations, and also had good feelings towards their work. 
       Practices  Teachers were able to well manage learning in workplace 
because of individuals’ appropriate trait, personal ability, and full support from 
administrators in workplace learning management. 
                 Rewards were a necessary part to promote workplace learning 
management in school. To motivate teachers in workplace learning management, 
rewards should be offered by school. 
                  Personnel  The results showed personnel in private schools had major 
responsibility in documentation and administration. Even though schools have clear 
policies, administrators in personnel department should be encouraged for better 
understanding as facilitators capable of effectively managing workplace learning. 
 
        2. Structure subsystem consists of authority, decision making, 
control, planning, rules, departments, and communication, which can be 
concluded as follows: 
         Authority It was found that directors delegated authority to 
administrators, especially deputy directors to be responsible for and make decision 
in workplace learning management. 
         Planning It showed that planning was undertaken in systematic ways. 
Participation was exercised. 
         Departments Structures of duty, roles and responsibility were clearly 
determined. 
         Communication   It showed communication throughout the 
organizations was found. 
         Decision making  Most of decision making in finance came from 
licensees or directors who should plan to empower administrators responsible in 
workplace learning management to get involved more in decision making. 
         Control School administrators closely followed up teachers. Goal setting 
in workplace learning management should be clearer to compare results of 
operation. 
  

    3.  Tasks subsystem consists of instruction, supervision, 
administration, support services, and pupil personnel service, which can be 
concluded as follows: 
        Supervision was a part in workplace learning management, which 
frequently took place with cooperation from teachers. 
        Administration was decentralized, inviting participation. The PDCA cycle 
was implemented as the administrative framework. 
        Support services were supported from school and Ministry of Education, 
and partly from associations of parents. However, private school teachers’ quality of 
life should be increasingly supported for more morale in workplace learning 
management. 
 

4. Technology subsystem consists of knowledge, curriculum, 
materials, equipment, and bell schedule, which can be concluded as follows: 
    Knowledge in workplace learning management was related to 
professional skills relevant to teachers’ needs which were clearly standardized by 
school.  
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        Materials and equipment were well supported in workplace learning 
management. 
    Bell schedules were facilitated to teachers’ workplace learning 
management. Appropriate work burden and teachers’ trait were considered. 
Teachers’ time of knowledge sharing was managed. 
  
The 2nd Dimension: Dimension in workplace learning management consists of 
4 steps as follow: 
 
 1.  An evaluation of workplace learning management refers to a survey to 
prepare planned steps towards workplace learning management to identify state 
conditions of workplace learning management in different areas such as content, 
purpose, and school’s readiness.  
  Teachers’ working standard was determined to examine readiness and needs 
in workplace learning management, and to encourage teachers’ participation in 
requesting guidelines of teachers’ development. 
  The survey of teachers’ needs was not clear, however; teachers’ needs in      
self-improvement were proposed through meetings or supervision. 
   Teachers’ development was determined by setting working standard related 
to workplace learning management. 
   Teachers’ development according to working standard set was promoted, 
enabling teachers to identify goals of self-improvement relevant to workplace 
learning management. 

 The survey of teachers’ readiness according to the mentioned standard as 
the whole picture was conducted to increase cooperation from personnel in all 
departments. 

 2.  Design of learning management means planning in workplace learning 
management and operation such as learner levels, learning context, learning 
approaches, and results of learning. From the case study of the schools, the design 
of workplace learning management in accordance with strategies of teachers’ 
development relating to workplace learning management was under the strategic 
plan acquired from an organizational analysis as the whole picture. Various 
workplace learning approaches were employed. Working environment in workplace 
was designed to facilitate workplace learning management. Teachers’ adult learning 
style, which was learner-driven, was considered in learning management to serve 
the school purpose. 

 3. Practices refer to major competence of practitioners in workplace learning 
management. The findings from the case study revealed each personnel individual 
played different roles in workplace learning management with different skills, but 
able to cooperate and counsel to one another. Administrators were able to give 
counseling, and to rigorously support teachers regarding self-development. 
Workplace learning was practical as a way of work life. Each teacher realized the 
significance of workplace learning as a part of his/her profession.  

 4. An evaluation means a review and assessment on results of workplace 
learning management in personal, group, and organizational levels. From the school 
case studies, it showed that even though an evaluation of workplace learning 
management was not clearly determined, learning and self-development was 
considered a part of teachers’ profession. Port folios, a part of teachers’ working life, 
were also used in teachers’ workplace learning management assessment. Regular 
participation in assessment from every unit was encouraged. 
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Part III Guidelines of application of workplace learning management for private 
school teachers 

      To successfully apply workplace learning management for private school 
teachers, school management should be as follows: 
 1.  Schools should set a clear goal of workplace learning management for 
private school teachers. 
 2.  A survey of school readiness according to factors related to workplace 
learning management should be undertaken for effectiveness along the systematic 
concept. 
 3.  Understanding and awareness in workplace learning management should 
be clarified to administrators and personnel via various approaches. 
 4.  Personnel involved in workplace learning management should be 
developed in managerial skills to effectively operate in their role and duty. 
 5.  A manual of workplace learning management should be provided. 
 6.  Following-up and evaluation plans in workplace learning management 
should be prepared. 
 
Part IV: Conditions or Limitations in application of workplace learning 
management for private school teachers consist of the followings: 
 
 1.  Factors affecting success are such as human resource systems facilitating 
human development, morale, rigorous support from executive administrators and 
every colleague, systematic administration, organizational atmosphere of 
cooperation, organizational royalty, knowledge and competence of all personnel 
promoting workplace learning management. 
 2.  Obstacle factors are such as administrators and teachers’ ignorance 
towards self-development due to work overload and lack of teachers’ gathering and 
sharing, and ignorance towards roles in workplace learning management, as well as 
lack of unity and cooperation, or skills in workplace learning management.         

The verification of the workplace learning management model for private school 
teachers by experts is in progress. The final evaluation applying quantitative 
approach by administrators and private school teachers to complete is underway.  
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ABSTRACT 

This research is a research for development and an assurance of internal 
quality followed the executive policy focusing on the overall quality of 
management of private kindergarten schools. This will be done by the 
study on environment and problems on assuring the internal quality of 
private kindergarten schools. Subsequently, this data will be designed 
and developed into the internal assurance system. This research will be 
using a descriptive methodology. The main concepts of this research 
come from analyzing ideas by using the idea about factors of the system 
from Lunenberg and Ornstein (1996). This is composed of factors in 
importing, the procedure, exporting, and reversing output  and the 
environment of the system, analyzing the systematical idea of internal 
quality assurance of primary educational institutes, under the bureau of 
academic affairs and educational standards, office of the basic education 
commission, ministry of education. The factors in importing are 
executives, teachers and the internal environment. In terms of the 
procedure, this consists of the administration, educational management, 
organizational management, curriculum development, teaching, the 
evaluation, running activities to improve the quality of students, support 
from local communities and cooperation between households and 
schools. In terms of production, it consists of quality of the students and 
satisfaction of the service receivers. Moreover, the researcher will 
analyze the operation which focuses on the overall quality of the 
organization of Edward Sallis (1993). Such theory is composed of these 
factors as followed: setting strategies and policies, obligations and 
responsibility of the executive section. It will also include the team that 
looks after the quality, marketing and publicity, student selection 
system, induction, putting the curriculum into practice, giving 
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consultation when students finish their courses, timetabling the subjects, 
curriculum design, training and personnel development, giving 
appropriate education to suit students’ readiness, controlling and 
evaluation, executive system and organizational evaluation.   

An example group is a group of 5 selected private kindergarten schools. 
The researcher will collect the data by interviewing their executives and 
teachers who are relevant to a making of an internal assurance. 
Moreover, the researcher will also study documents, analyze the data 
and use that data to design a new system. Subsequently, such new 
system will be tested by savants and quality assurance specialists.  

In this research, it will illustrate the assurance of internal quality 
following the total equality management of private kindergarten schools. 
The 5 factors are as followed: 1. importing factor 2. procedure  3. 
exporting factor  4. reverse input  and 5.the  environment of the system   

INTRODUCTION 

 Following the problems of organizing education and the changing world in the 
current days, this essentially renders the management of education in Thailand to be 
improved to solve the problems and to support the changing environment that 
occurs. Moreover, the most important issue is to standardize the education.  As a 
result, this brought about the educational reform and an attempt to improve quality 
of the education. In B.E. 2539, Ministry of Education managed to initiate the quality 
assurance by setting out the policy to develop idea and the system of education 
assurance by the Ministry of Education. Such system was believed to create the 
assurance that the educational management would have the quality that the 
community desired.  

  The education Act B.E.2542 and the 2nd additional protocols B.E. 2545  state 
the importance of having the educational quality assurance . Since the education act 
came into force, it has created an external organization looking after the quality 
assurance which is the office for national education standards and quality 
assessment (public organization). Its duties are to develop standards and the 
methods to evaluate external educational quality and make an assessment of the 
educational management and inspect the quality of educational institutes.  

 In terms of internal quality assurance, even though the law states that the 
parent organizations and schools are to be the executors in assuring internal quality, 
it is obvious that most educational institutes fail to reach such expectation. To make 
matters worse, the fact that different parent organizations including educational 
institutes have to evaluate their internal qualities, this renders each educational 
institute to have different rules of assessment following different parent 
organizations. Moreover, different context of the educational institutes also 
contribute to the different in internal rules for evaluation. This does not only occur in 
the public educational institutes or schools but also happen in the private 
educational institutes.  Nevertheless, for private educational institutes, there are 
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various different ways of internal evaluations. This is because the operation of 
private educational institutes or schools has more freedom than those public 
educational institutes. Thus, the operation of such private schools can respond to 
parents, communities, contexts and the environment of the schools. This makes the 
selection of methods and schemes including the way to operate their schools and 
standards in each private school different when it comes to internal evaluation. 
(Office of Private Education Commission, 2542)  

 As mentioned earlier, according to the law, educational institutes need to 
have its own internal quality assurance and need to be externally assessed to check 
the operations of the educational institutes. However, when looking at the process of 
quality control, it is seen that the process of quality assurance is the development 
level 4 before the final development of quality management (Dale, Lascelles and 
Plunkett, 1990: 4) which is the Total Quality Management. This is a method which 
manages the organization by focusing at its quality. It is also for every member of 
the organization to take part in and for targeting a long-term profit by building a 
customer satisfaction including creating benefits for its own members. 

 The researcher is in interested in improving the system of internal quality 
assurance in private primary educational institutes by bringing the idea of total 
quality management to develop into the system. This is to improve the assurance 
standard of private primary educational institutes. This is also to support a higher 
external quality assessment standard.  

PURPOSES OF THE RESEARCH  

To develop the system of internal quality assurance following the total quality 
management for private kindergarten schools 

QUESTIONS TO THE RESEARCH  

1. What are the situations and problems of internal quality assurance of private 
kindergartens?  

2. How should the internal quality assurance system, under the total quality 
management, for private kindergarten schools look like?  

MAIN CONCEPTS OF THE RESEARCH  

 The researcher has developed the main concepts of this research by 
incorporating the idea of system and systematically thinking of the standard for 
internal assurance of primary educational institutes under Bureau of Academic 
Affairs and Educational Standards, Office of the Basic Education Commission, 
Ministry of Education. The researcher has also taken into account the total quality 
management from Edward Sallis (1993) and developed it into the main concepts 
which can be illustrated as followed:  
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1. IDEA ABOUT THE SYSTEM 

 In this research, the researcher will use the Lunenberg and Ornstein’s 
concepts on systematic factors (1996). According to this concept, it mentions the 
systematic basic which can be used to assess the systematic factors. Such factors 
are as followed:  

1. Importing factor 
2. Procedure  
3. Exporting factor  
4. Input data 
5. Environment of the system  

2. CONCEPT ON DEVELOPING THE SYSTEM  

 The researcher analyzes several ideas of developing the system. These ideas 
are derived from Edwards (1985), Kendall and Kendall (1988) and Vittaya Ku-Virat 
(2539) and can be summarized into three steps as followed;  

1. Analyzing the system  
2. Designing the system  
3. Inspecting and assessing the system  

3. INTERNAL QUALITY ASSURANCE FOLLOWING THE TOTAL QUALITY 
MANAGEMENT  

 The researcher will use a systematic analysis of internal of the standard for 
internal assurance of primary educational institutes under Bureau of Academic 
Affairs and Educational Standards, Office of the Basic Education Commission, 
Ministry of Education. Moreover, the researchers also use Edward Sallis’s total 
quality management (1993). Both ideas are composed of factors as followed:   

 The systematic analysis of internal of the standard for internal assurance of 
primary educational institutes under Bureau of Academic Affairs and Educational 
Standards, Office of the Basic Education Commission, Ministry of Education consist 
of factors as followed: 

  Importing factors are; 

1. executives  
2. internal environment  

  The process is;  

1. administration and educational management 
2. organizational management   
3. curriculum development, teaching and assessment  
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4. activities to improve quality of students  
5. support from local community  
6. cooperation between households and educational institutes  

  and outputs are;   

1. quality of students  
2. satisfaction of service recipients   

       The concept of total quality management by Edward Sallis (1993) embarks 
that the system of quality assurance in educational institutes should be consisted of 
these following factors;  

1. strategic plans 
2. policies  
3. duties, obligations and responsibilities of the executives  
4. a teamwork which looks after the quality  
5. marketing and publicity   
6. student selection system  
7. induction 
8. putting the curriculums into practice  
9. giving advice and counseling once students finish their studies 
10. teaching management  
11. curriculum design 
12. training and personnel development  
13. giving appropriate education in accordance with students’ readiness  
14. supervising and evaluating  
15. administration system 
16. organizational assessment  

 Following these three concepts, the researcher has set up research steps by 
using the idea of developing the system and analyzing ideas about the system, total 
quality management and the internal quality assurance for primary educational 
institutes to set up the main concepts of this research. 

RESEARCH METHODOLOGY 

 It can be separated into 3 steps as followed;  

 Step 1: analyzing the system- this is an idea about the system, system 
development, internal quality assurance and total quality management. This will be 
done by reading books, articles, researches and other relevant academic articles 
including first-hand experience on situations and problems of internal quality system.  
Subsequently, these will be used to analyze in an attempt to find ways and means to 
improve the internal quality assurance system following the total quality 
management in private kindergarten schools. The researcher has selected 5 private 
kindergarten schools and has interviewed executives and directly relevant teachers 
who work on the internal quality assurance. The researcher has used interviews and 

2010 HICE Proceedings - Page 3397



studies from documents, analyzed the data and use that derived data to design a 
new system.  

 Step 2: design and system development- this is to use the analyzed data to 
find means to improve the internal quality assurance in private kindergarten schools, 
following total quality management. From Step 1, the researcher will study, analyze 
and summarize the data and use it to develop a design, factors and appropriate 
qualities of the internal quality assurance following total quality management. 
Subsequently, this will be used to set up a trial system for inspection.    

 Step 3: inspecting and evaluating the system – the researcher will inspect 
the appropriateness of the developed system. This is a study on the appropriateness 
of the system which will be done by asking for savants and specialists’ opinion. This 
will consequently result in the internal quality assurance system of private 
kindergarten schools following total quality management. Such system will be tested 
by the savants, tried out in the schools, inspected the system, evaluated, and tested 
for such trial system. This system will then be presented in the internal quality 
assurance following total quality management for private kindergarten schools.  

INTERNAL QUALITY ASSURANCE SYSTEM FOLLOWING TOTAL QUALITY 
MANAGEMENT  

 This is a system which is used for assessment and to externally follow the 
quality and standard of education by focusing on procedure or activity and practices. 
This is by using factors in administrating following total quality management. This is 
to ensure that students reach the expected standard quality or have the quality  
expected by the educational management. This is also to respond to students’ 
desires and satisfaction of relevant persons. These can be illustrated into factors as 
followed:     

 Importing factors consist of;  

1. Executives 
2. Teachers 
3. Policies  
4. Quality selection student system   
5. Internal environment  

 Process consists of; 

1. administration and educational management  
2. organizational management  
3. curriculum development, teaching, and assessment  
4. activity to improve quality of students   
5. support from the community  
6. cooperation between households and educational institutes 
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 Exporting factors consist of;  

1. quality of students  
2. satisfaction of service recipients  

 Reverse output consists of;  

1. organizational assessment  
2. data from supervising and assessment  

 Environment of the system consists of;  

1. national policies  
2. environment of community, economy, society, politics and technology  

 
An Internal Quality Assurance System Based on Total Quality Management for 
Private Kindergartens  Model 1 shows as following figure 
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Reverse data  
1.  organizational assessment  
2.  data on supervising and assessment 

 
 
                                                                          
 
 

                 
  
 
 
 
 
 

 
 
   
 
 

 

Procedure  
1. Administration and educational management  
   - Administrative Arrangement 
   - Marketing and Publicity 
   - Staffing Training and Development 
   - Equal Opportunities 
   - Strategic Plan 
2. Organizational management  
   - Management Responsibility 
   - Quality Development Commission 
3. Curriculum development, teaching and assessment  
   - Curriculum Design 
   - Delivery of the Curriculum 
   - Management of teaching  
   - Giving advice and counseling once students finish their studies  
4. Activity to improve quality of the students  
   - Induction 
5. Support from local community  
6. Cooperation between households and educational institutes  

Importing factors  
1. executives   
2. teachers  
3. policies  
   - giving appropriate 
education in accordance 
with students’ readiness  
4. student selection 
system  
5. internal environment  
 

Ambience of the system  

Exporting 
factors 
1. quality of 
student  
   - characteristics 
of students in 
accordance with 
policies  
2. satisfaction of 
service recipients  
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FIGURE I: AN INTERNAL QUALITY ASSURANCE SYSTEM BASED ON TOTAL QUALITY MANAGEMENT FOR PRIVATE KINDERGARTENS    MODEL 1 

Environment of the system  
1. national policies  
2. community environment, economy, society, 
politics
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THE FINDINGS 

 It is expected to get an answer for educational situations and problems in 
making an internal quality assurance of private kindergarten schools and internal 
quality assurance following total quality management- how should they look like?   

 From the study about the situations and problems in internal quality 
assurance of private kindergarten schools, it illustrates that factors affecting a 
making of internal quality assurance are various. For instance, schools are lack of 
their own internal quality assurance system, the current internal quality assurance 
system is not suitable with the school environment, size of the school affects the 
administration management and also reflects the management of school budget, 
school environment which could be an obstacle or support to the administration 
management and the location of school which affects the quality of its personnel, 
students and parents. These factors mentioned above affect the quality of school 
administrative management.  

 Internal quality assurance of private kindergarten schools following total 
quality management is about bringing overall administrative organization 
management to improve and incorporate into the current internal quality assurance. 
It is to improve the current system. Schools can also use and adjust this system to 
suit the environment of the school. One Factor which should be improved is in the 
importing procedure, for example, ensuring that importing factor has quality and has 
managed characteristics.  In terms of factors on procedure, they should focus on 
cooperation, teamwork, improving quality of personnel, improving work perspective, 
improving curriculum to suit students, responding to arranged target and focusing 
on work and study satisfaction. The schools also should make the building of 
relationship between schools, community and parents important. This is to improve 
teaching management. In terms of exporting factors, there should be an 
arrangement in evaluating the quality of students. The schools should also consider 
the satisfaction of service recipients. In terms of reverse output, there should be as 
assessment and a making of school assessment report in the form of technology 
information. Such report will be used to improve the school management. Lastly, in 
terms of the environment of the system, it should focus on the external impact, for 
instance, economic situation which has an impact on parents’ spending money, 
politics situation which affects policies and the direction of school management.  

EXPECTED BENEFITS  

1. The system of internal quality assurance in private kindergarten schools 
following total quality management 

2. It will be guidance for improving means to make an internal quality 
assurance. This is by using total quality management and by ensuring that it 
is suitable with the current situation and context.  
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1. Introduction 
 
Desirable characteristics of Thai as stipulated in the National Education Act 
become widely recognized among Thai teachers, educators as a national agenda. 
Based on the principles and guidelines provided by the 1997 Constitution and the 
National Education Act, it is hoped that the National Education Plan which covers 
15-year period from 2002-2016 will serve as a framework for formulating the 
development plans pertaining to basic education, vocational education, higher 
education, religion, art and culture, and will empower Thai people so that they 
will be equipped with desirable characteristics including virtue, competency and 
happiness. This study will discuss the importance of the relevant desirable 
characteristics, its true meaning and definition, and the way it is perceived by 
Thai people. Then the integration of dramatic arts into the overall curriculum, as 
explored and experimented by the author’s team, will be proposed as an 
alternative way in helping students discover those desired virtues ‘in’ themselves 
and by themselves. 
 
 

2. Background of Legal Framework 
 
The expediency for the reform of Thai education has been main concern of Thai 
educators and all those who has investigated the economic, political and social 
crisis of the country. At present, the framework of education in Thailand is based 
on the 1977 Constitution and the 1999 National Education Act. (Ticheun, 2003) . 
Aiming to prepare Thai people for a learning society in a knowledge-based 
economy, the framework provides principles and guidelines for the provision and 
development of Thai education. The Constitution has greatly the rights of people 
to political participation and the rights to voice public opinion on major problems, 
It contains several provisions relating to education. It is stated in Section 81 that 
the State will “improve education to be in harmony with economic and social 
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change”. Section 30 and 69 ensure that all people will have both right and duty to 
receive education and training. Children, youth, women, the elderly, the 
underprivileged, and the handicapped also have the right to receive care and 
education. (Section 53, 55, 80),  while the National Education Act has introduced 
new initiatives and provides principles and guidelines for the comprehensive 
reform of education in Thailand such as the goal to develop Thai people in all 
aspects; physical and mental health; intellect; knowledge; morality; integrity; the 
desirable way of life so as to be able to live in harmony with other people, the 
equal rights and opportunity to receive at least 12 years of basic education 
provided by the state free of charge, and the educational approach which 
emphasizes on 5 knowledges ; knowledge about oneself and the relationship 
between oneself and society; scientific and technological knowledge and skills, as 
well as understanding and experience in management, conservation, and 
utilization of natural resources and the environment in a balanced and sustainable 
manner; knowledge about religion, art, culture, sports, Thai wisdom; knowledge 
and skills in mathematics and languages; and knowledge and skills in pursuing 
one’s career and capability of leading a happy life . Following the Constitution 
and the National Education Act, the National Education Plan (2006-2016) was 
promulgated emphasizing education which embraces equity and quality and aims 
at increasing the quality of life of Thai citizens by stipulating 3 objectives for 
implementation; 1. all around and balanced human development 2. building a 
society of morality, wisdom and learning 3. development of social environment. 
The National Education Plan is hoped to lead to a knowledge-based society, to 
promote continuous learning and to involve all segments of society in designing 
decision- making concerning public activities. It is also expected to empower Thai 
people so that they will be able to adjust to world trends and events while 
maintaining their Thai identity as well as to develop desirable characteristics 
including virtue, competency, happiness. 
 

3. Desirable Characteristics as Perceived by Thai 
 
A group interview was conducted in Theatre in Education class taught by the 
author. This class is offered to 2 years students majoring in Performing Arts at 
Bangkok University. Series of question concerning the desirable characteristics 
were thrown to the group consisted of 20 interviewees-students, who were going 
to be participants in a pilot project later on. They were encouraged to feel free to 
answer the question sincerely. The questions were as general as what is your 
personal definition of virtue, competence and happiness, please give example of 
‘person with virtue’, person with high competency’ and ‘person with happiness’, 
judging from your point of view, are you a ‘Khon Dee’ (good person),  do you 
think you are a person with high competency (Khon Keng), if yes, what are you 
good at or keen on, and are you a happy person, what is your ideal life with 
happiness. The interviewees apparently answered these questions with much 
pondering Though these series of question sounded familiar to them, they have 
never really ‘asked themselves’ and answered sincerely. Significantly, only 2 out 
of 20 can give examples of ‘person with virtue’. One believed that her own father 
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qualified, the other one’s admiration went to King Bhumipol of Thailand. 18 
interviewees could not find one. They all did not think that they were ‘Khon 
Keng’ or person with high competency. 15 interviewees proposed that they were 
‘normal’ person with ‘average’ competency, while 3 interviewees thought that 
their competency was below average. Again, only 2 interviewees knew their own 
capacity well and knew what were they keen on. 8 interviewees looked at their 
own life optimistically while 5 interviewees felt the balanced mixture of 
happiness and grief in their lives. Other 7 interviewees could only see the darker 
side of life. Other questions were answered more easily and instinctively, such as 
the examples of person with high competency, Examples varied from Prime 
Minister, movie star, teen star, reality show winner to gold medal Olympic 
champion. 
 
While specialists on learning, educators, thinkers, teachers, administrators, and all 
concerned with educational provision have given their views on the desirable 
characteristics of learners as follows; 
 
A virtuous person leads life of desirable quality. He is endowed with purity of 
mind; a conscience; ethics; and valuable attributes both in mind and behaviour, 
e.g: 
 - Self-discipline; 
 - Generosity; 
 - Rationality; 

- Responsibility; honesty; diligence; ability to work hard;  
  frugality; 
- A democratic outlook; respect for the views and rights of  
  Others 
- Self-sacrifice; 
- Care and concern for the environment; and 
- An ability to live in harmony with others. 

 
A competent person has high capability in life. He is endowed with talent in one 
or several competencies or special intelligences, e.g. scientific skill and process, 
mathematical competency. He also has: 
 - Creativity 
 - Competencies in language, art, music and sport; 
 - Leadership, 
 - Self-knowledge; self control. 
He is modern in his outlook; able to keep uo with events, with the world and 
technological progress. He maintains his Thai identity; is capable of self-
development to the highest potential; and able to bring benefits to himself, society 
and the nation. 
 
A happy person is healthy both in body and mind; of cheerful disposition; has 
strong physical health, strength of mind, good human relations, love for all things 
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in the world and has complete freedom in life. He is without vice and is able to 
live within his means and according to his status. 
 
It is significant enough that virtue, competency and happiness are set as desirable 
characteristics of Thai people. Are these qualification are missing from citizens in 
the country or is it rare to find one who is well equipped with all three 
aforementioned qualification? The question which is familiar to Thai during the 
nation’s election campagne is should we vote for ‘Khon Dee’ , literary means 
‘good person ’, or ‘Khon Keng’, literary means ‘a person with high competency’. 
It seems to suggest that , for politicians, ‘virtue’ does not come along with 
‘competency’ . Thai people has witnessed corruption among elected politicians 
and gradually accepts it as normality and the word ‘Khon Dee’ eventually 
becomes idealistic and its definition is vague. ‘Khon Keng’ , or person with high 
competency, seems to be more valued and praised by modern Thai society. The 
nation’s economics strategies which aimed to industrialized the country and put 
the flagship in world market during the last three decades did not only bring about 
the development in sciences, technology and business industry, but also the 
materialistic current of commercialism that gradually overflew the old concept of 
Thai living that pace of life was slow and peaceful, when religion, art, culture and 
nature were closely associated.  

 
4. Commercialism and Education Climate 
 

Since ‘Khon Keng’ or person with high competency is more valued by modern 
commercialistic society, the education climate is also changed. Students who 
study sciences program are admired by teachers, friends and parents. They are 
considered real intelligences because they will enter into the professional world of 
physicians, engineers, architects, which are prestigious professions for Thai, 
because these professions promise big money. It is to believe that ‘money’ 
promises ‘power’ and ‘happiness’, those who get admitted to this professional 
schools in state’s university hence bring pride and hope to their families. If these 
careers do not match learners’ interests and abilities, they would undoubtedly go 
to business school. Being a successful businessman can prove their competency 
no less than other scientific professions. On the contrary, art students are 
considered inferior. Those who are not admitted to state’s university are also 
included. This could possibly be the reason why the interviewee-students who are 
Performing Arts students at Bangkok University, which is private university, 
seemed to underestimate themselves when asked about their competencies. 
 

     
5. How Dramatic Arts Helps Strengthen the Desirable Characteristics of  

Thai 
 
Sukee (2005) describes the role of Drama as an composite arts in which 
performing arts, music, art of design, literature and psychology are combined 
altogether. Drama can be used as a tool to educate the audience. Kunadilok 
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(2008) also points out that dramatic process helps the participants develop skill in 
experimenting and exploring through the rehearsal process. They develop self-
esteem along with communication skill and learn how to work as a team. Drama 
provokes thoughts and endless imaginations . This study experimented on how to 
use dramatic arts as a tool to strengthen the desirable characteristics of Thai, by 
integrating dramatic arts with school’s  overall curriculum. 
 
The special participatory action research was conducted to experiment on how 
can dramatic arts be used as a tool to develop and strengthen the desirable 
characteristics of Thai by training a group of 20 performing arts students in 
university level based in Bangkok Metropolitan to be ‘Teacher-Artist’ , and 
providing them with 200 primary and secondary school students in remoted area 
in Chiangmai, Thailand. 
 
The 20 performing arts students were selected from  those who are well-rounded 
in various kinds of arts : drama; music; painting; sculpting; storytelling. Though 
they possess special skills and talents in art , they are not very much admired from 
the majority of Thai society, who tends to value science education much more 
than art education, which results in these students’ unawareness of value of their 
own expertises, their lack of self- respects, and moreover, the vague concept and 
the inability to get close to true meaning of what is virtue, competence, and 
happiness, as indicated as the desirable characteristics of Thai by national 
education law. These flaws are significantly similar to those of 200 primary and 
secondary school students in Chiangmai who underestimate themselves as inferior 
to ‘city kids’. 
 
The training of ‘Teacher-Artist’ based on theory and practices of Theatre-in-
Education (TiE) and Creative Drama process. The modern theory of Acting is 
also applied. The primary and secondary school curriculum are closely examined 
and analyzed, then ‘teacher-artist’  experimented on theatrical devices, theatrical 
approach, and theatre exercises in order to integrate them with all subjects taught 
in school.  
The curriculum used in Thai primary and secondary school divides subject 
contents into 8 groups; Thai language; Mathematics; Sciences; Social , Religion 
and Cultural Studies; Health and Sports Education; Arts; Technology and 
Professional Training; and International Languages. 
 
The  Rehearsal Process 
 
Teacher-Artist chose topics from 8 subjects, studied the topics closely in detail 
and tried to find interesting presentations. 
The chosen topics are; 
Mathematics - Algebraic Equation 
Sciences  - Astronomy 
Social Studies - History and Development of Human Beings 
Thai Language - Inao , A Thai Literature 
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Arts   - Music 
Health  -  A Contagious Disease 
Professional Training - Sustainable Economics 
International Language - English for Tourism 
Once the style of presentation was set, they rehearse teaching as if they were 
rehearse a play,  but improvisational skill must be strongly implemented. They 
used songs and games in Mathematics, multi-media presentation along with 
storytelling in Sciences, Play and Role Playing in Social Studies, Thai and 
International Language and Health Education. 

 
With the coordination of the targeted school’s teachers and administrators, 
‘teacher-artists’ had been teaching in school for 7 days, with their carefully 
designed curriculum and approach.  
At first, the students were shy and not very expressive. Teacher-Artists played 
with the reaction of the students-audiences. Some plans were changed and they 
improvised new ones. Songs and music played an integral parts in every subjects. 
Students-audiences became more and more relaxed. They were excited and 
enjoyed this new way of learning, because some subjects that they dislike could 
be fun. The relationship between ‘teacher-artists’ and students had grown 
beautifully. ‘Teacher-Artists’ took the role of teacher, artist, facilitator, supporter, 
idol, advisor, entertainer or even close brother or sister. They encouraged students 
to express their own thoughts, ideas, creativities in a ‘friendly atmosphere’, which 
is totally different from conventional classroom. This teaching model is 
demonstrated to the school teachers and followed by a workshop. 
 
After 2 days of teaching, students- audiences developed close relationship with 
teacher-artists. They revealed their feelings to teacher artists that they were very 
happy to have teacher-artists in school. Teacher-artists played with them, gave 
advise to them in both academic and personal problems. Teacher-artists 
encouraged them to form a drama club in school so that each and everyone can 
practice, explore and exercise their talents or area of expertise. Some students 
volunteered in acting, some in set construction, lighting design, costume design 
and construction, script writing, stage management and directing, depended on 
their interests. Some students just realized and discovered their hidden 
competencies.  
 

6. Conclusion 
The post-field work assessment reveals that  students have effectively learned and 
understand the lessons better when integrated with dramatic arts. They find 
studying more enjoyable when they are in class. They find their talents and 
special skills and know for themselves what they are good at when they are in 
extra-curricular activity, such as play production. They realize where they can 
find virtue, competence and happiness. While ‘teacher-artists’ were so much 
concerned about solving problems for their needy students, focusing on how to 
make  them happy in class, in school, and in life, they eventually found the 
desirable characteristics of Thai in themselves : virtue is caring for the needy and 
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help them to find their value of life; competence is their ability to use art as a tool 
to develop people and society; and making others happy is real happiness.  
 
The assessment of this research will be proposed to The Ministry of Education of 
Thailand for further research on Art Education in Thailand and The Role and 
Importance of Teacher-Artist in School. 
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Abstract 
 
 The purpose of this research was to analyze factors affecting 

excellent administration of private kindergartens by studying 
from 81 schools that taught kindergarten level 1-3 all over 
the country that passed the criteria of quality evaluation 
from The Office for National Education Standards and 
Quality Assessment, and got the royal award of excellence 
during the academic years of 2547-2551. The instruments 
used in this research were consisted of 1.) 810 set of 
questionnaires for opinions about factors affecting excellent 
administration and factors affecting excellent administration 
of schools from 10 of administrators, teachers, and other 
related people in each school by using frequency, 
percentage, means, standard deviation, and coefficiency to 
analyze data 2.) in-depth interview from 3 schools which got 
a royal award for an outstanding educational school 3 times 
continually during the past 10 years; administrators, 
teachers, and parents gave information; and analyzed data 
by content analysis which are now continuing the 
implementation. 

 
Introduction 
 
 The educational management of primary level is the basic educational 
service that aims to manage education for people at the first grade of their life so 
that this educational level is essential for children and family; especially, in the 
situation that the social situation has changed rapidly in every aspect. These 
changes affect life style of people in the community more and more. Families 
cannot take care of children as well as in the former times because the 
characteristic of a family has been changed to be a single family growingly. Parents 
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do not have time to look after their children so that many problems were raised. At 
the mean time, the need to prepare the quality people for the foundation of 
developing country which has to speed up. Therefore, implementation and 
preparation children from childhood were for those children and adolescents to 
have opportunity to be grown up as the potential adults, and to be the important 
power in developing country in the future. Kindergarten schools are very necessary 
for the society at present (Monta Corliem and metawee Udomthammanupap, 2550: 
2). Besides, to instruct, to provide knowledge, and to implant the perfect human 
beings entirely of physics, emotion, mind, society, and intelligence to children since 
childhood are very important. Childhood from newborn until 6 years is the life 
period that is very important due to this period the brain is growing fully, perfectly, 
and developing every aspect at the highest level; especially, the nervous system 
and the brain grows 80 percents of the adults. So this period is learning the most 
in life (Patcharaporn Panyawuttigrai, 2551:2; Ministry of Education, 2538). Placing 
the good foundation for childhood is like to prepare or to establish the good quality 
citizen for the country as well. 
 
 The National Education Act of B.E. 2542 (1999) and Amendments (Second 
National Education Act B.E. 2545 (2002) Chapter 6 emphasizes there shall be a 
system of educational quality assurance to develop people who are the most 
important resources of the country and mentions managing education shall aim at 
the full development of the Thai people in all aspects: physical and mental health; 
intellect; knowledge; morality; integrity; and desirable way of life so as to be able 
to live in harmony with other people (Ministry of Education, 2546: 5) by assigning 
to have a system of educational quality assurance to ensure improvement of 
educational quality and standards at all levels, and a system is comprised of 
internal quality assurance. Moreover, the system for internal quality assurance is a 
part of educational administration process which performs continually (The Office 
of Higher Education Standards, 2545) both government and private educational 
institutions. The quality assurance of educational institutions appoint to evaluate 
from childhood level to higher education level and the criteria used to evaluate 
each level differently according to the specific characteristics of educational 
management in each level 
 
  Private institutions as the 2540 Constitution of the Kingdom of Thailand 
Section 43 and Section 81 required the government to support private sector to 
provide education to achieve knowledge alongside morality (Office of Educational 
Council, 2550: 7) and develop to obtain quality for students. So private institutions 
must have administration management as a system; administration aims at 
efficiency and effectiveness of the school; there shall be assigning strategies and 
direction that is appropriate and clear in order to develop continually and 
systematically to achieve the appointed goal by using quality assurance system to 
develop the same quality and educational standards including freedom and 
flexibility to be able to administration management conveniently, rapidly, correctly 
and efficiently.  
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 Educational quality of Thailand began seriously when there was the National 
Education Act of B.E. 2542 which is the law of all educational reform about national 
education so that there shall be educational management emphasizing quality and 
standards by appointing in Chapter 6 Educational Standards and Quality Assurance 
in Section 47 to Section 51 with the details of having a system of educational 
quality assurance to ensure improvement of educational quality and standards at 
all levels which consist of a system shall be comprised of both internal and external 
quality assurance (The Office of Educational Reform, 2542: 50-54). 
The application of MBNQA to educational quality system in Thailand at first began 
at higher education such as Chulalongkorn University and Khon Kaen University 
etc. 

Ratchawan Kanchanapanyakom (2550) said that education criteria for 
performance excellence was an important factor for developing population and 
affected the most to develop the country (Baldrige  National  Quality  Program, 
2002)by improving and developing the criteria appropriate to the changes and 
brought the system concept to be the guidelines in evaluation as well. Educational 
standards of Thailand as in the 2540 Constitution of the Kingdom of Thailand, the 
National Education Act of B.E. 2542 (1999) and Amendments (Second National 
Education Act B.E. 2545 (2002) and educational policy of the government 
appointed the educational management guidelines which consist of learning 
curriculum management and environment to support the students to develop 
naturally and full of potential, developing administrators, teachers, and educational 
personnel with the system and quality, and administration managing by using the 
educational institutes as the base (The Office for National Education Standards and 
Quality Assessment, 2550)  

The analysis study of analyze factors affecting excellent administration of 
private kindergartens divided variables into 5 categories: 1) school factor, 2) 
administrator factor, 3) teacher and other personnel factor, 4) student factor, and 
5) external environment factor in order to find factors guiding to excellent 
administration of private kindergartens. The study used related factors pushing the 
educational performance in the kindergarten level which is different from other 
educational levels because it is the organization involving childhood 3 – 5 years 
directly for providing knowledge, implanting and instructing nice habits before 
growing to be adults in the future. Therefore, managing administration with the 
purpose of the results of kindergartens has to be different from general 
organizations. Education at this level is essential to children and families which are 
useful for private kindergarten administrators, and related organizations taking 
data to apply for developing other aspects subsequently.  
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Research Objective 

 To analyze factors affecting excellent administration of private kindergartens 
in Thailand. 

Research Methodology 

 The methodology of this research used was descriptive research which 
studied not only the related researches, but the researcher used techniques of 
quantitative approach and qualitative approach also. 

Research Limitation 

 The researcher was interested to study and analyze factors affecting 
excellent administration of private kindergartens by having research limitation as 
follow: 

1. The populations were 2,820 private kindergartens from 76 provinces all 
over Thailand. 

2. The sampling groups for quantitative data were purposive random from 
81 private schools that taught kindergarten level 1-3 all over the country that 
passed the criteria of quality evaluation from The Office for National Education 
Standards and Quality Assessment, and got the royal award of excellence during 
the academic years of 2547-2551 by using questionnaires for 10 set in each school 
with the total of 810 set. The data collecting were from administrators, teachers, 
and other related people. 

3. The sampling groups for qualitative data were from 3 private schools 
which got the royal award of excellence 3 times continually during the past 10 
years. The royal award of excellence for an outstanding of administration in each 
aspect and was evaluated of the best quality level from The Office for National 
Education Standards and Quality Assessment. They were Julasamai School 
(Songkhla), La Salle Chotiravi Nakhonsawan School (Nakhonsawan), and 
Northeastern Bilingual School (Khon Kaen) for in-depth interview. Administrators, 
teachers who were responsible to the school quality assessment and parents who 
were willing to cooperate provide information.  

Research Framework 

 This research was to study and analyze factors affecting excellent 
administration of private kindergartens which had 2 main research frameworks: 
factors affecting excellent administration of private kindergartens were appointed 
to be independent variables; and quality education criteria for performance 
excellence of private kindergartens were appointed to be dependent variables as 
diagram 1.1. 
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1. Independent variables consisted of factors affecting excellent 
administration of private kindergartens which were school factor, administrator 
factor, teacher and other personnel factor, student factor, and external 
environment factor. 

2. Dependent variables consisted of education criterion for performance 
excellence which was the result from quality criterion synthesis of National 
Education Standards (2549), Basic Education Standards (2549), Royal Award 
School Criterion (2547), Quality Evaluation Criterion for External Quality 
Assessment of The Office for National Education Standards and Quality Assessment 
(ONESQA, 2549), Quality Evaluation Criterion for Basic School Standards in the 
United States of America (NAEYC, 2005), Quality Education Criterion for 
Performance Excellence of  the United States of America (ECPE, 2007), National 
Quality Award Criterion of various countries such as the United States of America 
(MBNQA, 2008), European U (EFQM, 2007), Japan (JQA, 2000), Australia (ABEA, 
2007), Singapore (SQA, 2007), and Thailand (TQA, 2551) which consist of product 
or students aspect, teacher and personnel aspect, process, teaching and learning 
management aspect, administration and administrators aspect, and relationship 
between family and community aspect. 

Diagram 1.1 Research Frameworks 

Student factor 

Administrator factor 

 School factor  
Excellent Administration Criterion 

- Product or students aspect  
- Teacher and personnel aspect  
- Process of teaching and learning 

management aspect  
- Administration and administrators 

aspect. 
- Relationship between family and 

community aspect. 
 

 
 
 
 

Teacher and other personnel  
 
 
 
 
 External environment factor 
 
 
 
The research Results 
 
 The researcher sent 810 questionnaires to private kindergartens all over the 
country and 335 questionnaires returned on October 6, 2552 from 51 
administrators, 240 teachers, and 44 office workers or other personnel. The 
percentages of the respondents were 15.22, 71.64 and 13.14 respectively. The 
data analysis results about demographic factors found that most of the sampling 
groups were female 94.63 percents; position level was teachers 71.64 percents; 
age was between 25-30 years 24.48 percents; experience was during 1-5 years 
32.54 percents; education was bachelor degree level 78.51 percents; monthly 
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income was from 5,000 – 8,000 baht 51.34 percents; the number of students less 
than 300 was 36.42 percents; school establishment before 2500 B.E. was 45.97 
percents; class level from kindergarten to high school was 46.27 percents; 
education standards had time period between 9-10 years for 36.72 percents, and 
standard criterion passed the quality assessment from The Office for National 
Education Standards and Quality Assessment 68.36 percents. The researchers 
analyzed and interpreted the results as the following details. 
 

1. Reliability Testing of Questionnaires  
 
 The researcher brought the questionnaires that developed as the advisor’s 
suggestion to 7 experts for instrument quality checking with content validity by 
checking the correspondence between questions and Item-Objective Congruence: 
IOC and taking the advice to develop the questionnaires to be accurate and able to 
use follow the objectives as the experts suggested. Then took the questionnaires 
to try with 40 personnel who were not the sampling groups, but they had the 
adjacent characteristics to the sampling groups. After that analyzed the results for 
reliability by using Cronbach Coefficient Alfa and analyzed the data with statistic 
software program SPSS. The reliability of the excellent administration of private 
kindergartens was 0.9398, and the reliability of factors affecting the excellent 
administration of private kindergartens was 0.9288. 
 

2. The Analysis of Excellent Administration of Private 
Kindergartens 
 

The researcher analyzed the excellent administration of private 
kindergartens entirely 5 aspects that were product or students aspect, teacher and 
personnel aspect, process, teaching and learning management aspect, 
administration and administrators aspect, and relationship between family and 
community aspect by using means of opinion as shown in Table 1. 
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Table 1 Means and Standard Deviation of Excellent Administration 
of Private Kindergartens 
 

Excellent Administration of Private 
Kindergartens  X S.D. Interpret 

1. Product or students aspect  4.54 0.441 The highest 

2. Teacher and personnel aspect  4.42 0.505 high 

3. Process of teaching and learning management 
aspect  4.32 0.442 high 

4. Administration and administrators aspect 4.31 0.521 high 

5. Relationship between family and community aspect 4.42 0.487 high 

Total 4.38 0.418 high 

 
 The analysis results of the excellent administration of private kindergartens 
entirely 5 aspects were found that the sampling groups had the over all opinion of 
the excellent administration of private kindergartens at a high level ( =4.38). 
Classifying each aspect the results indicated that the excellent administration of 
private kindergartens at the highest level was product or students aspect (  = 
4.54), the others were at high level: teacher and personnel aspect (  = 4.42), 
process, teaching and learning management aspect (  = 4.32), administration and 
administrators aspect (  = 4.31), and relationship between family and community 
aspect  (  = 4.42).  

X

X
X

X
X

X
 

3. The Analysis Results of Factors Affecting Excellent 
Administration of Private Kindergartens 

 
 The researcher analyzed the results of factors affecting excellent 
administration of private kindergartens entirely 5 factors that were school factor, 
administrator factor, teacher and other personnel factor, student factor, and 
external environment factor means of opinion as shown in Table 2. 
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Table 2  Means and Standard Deviation of Factors Affecting 
Excellent Administration of Private Kindergartens 
 

Factors Affecting Excellent Administration X  S.D. Interp
ret 

  1. School factor 4.30 0.501 high 

  2. Administrator factor 4.44 0.525 high 

  3. Teacher and other personnel factor 4.47 0.488 high 

  4. Student factor 4.13 0.540 high 

  5. External environment factor 4.11 0.506 high 

Total 
4.3
2 

0.42
2 high 

 
 The analysis results of the factors affecting excellent administration of 
private kindergartens entirely 5 aspects were found that the sampling groups had 
the over all opinion of the excellent administration of private kindergartens at a 
high level ( =4.32). Classifying each aspect the results indicated that the factors 
affecting excellent administration of private kindergartens at the high level that 
were school factor (  = 4.30), administrator factor (  = 4.44), teacher and other 
personnel factor (  = 4.47), student factor (  = 4.13), and external environment 
factor means of opinion (  =4.11).  

X

X X
X X

X
 
 4. The Analysis Results of the Relationship between Factors 
Affecting Excellent Administration and Excellent Administration of 
Private Kindergartens 
 

The result of Multiple Regression Analysis by using stepwise to consider F 
value and t value at the reliability at 95 % or had the relationship the least 
significantly at the statistic level of 0.05 for testing variables relationship. 

The testing results found that the relationship of independent variables or 
factors affecting excellent administration entirely 5 factors that were school factor 
(Fac1), administrator factor (Fac2), teacher and other personnel factor (Fac3), 
student factor (Fac4), and external environment factor (Fac5) with the dependent 
variables or the excellent administration of private kindergartens (Y) by taking 
independent variables into regression equation were found that there were only 4 
independent variables that influence dependent variables significantly at the 
statistic level of 0.05. The 4 independent variables were school factor (Fac1), 
administrator factor (Fac2), teacher and other personnel factor (Fac3), and 
external environment factor (Fac5) which could be written as Multiple Regression 
as shown in the following table.  
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  Y  =  0.712 + 0.337Fac1+ 0.184Fac2+ 0.190Fac3 + 0.133Fac5  
        (6.402)*     (8.874)*      (5.541)*      (4.814)*      (5.307)* 

R = 0.844 R2 = 0.781 F = 294.081 Sig. ของ F = 0.000   

Note : (parenthesis) is t value and  * Sig. of  t < significant level 0.05 
 
 
.....………………………………………………………………………… 
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In order to improve the oral communication skills of students, the 
Japanese government introduced changes into the English language 
curriculum in 1989. In spite of this, however, in the twenty years since, 
overall there appears to have been only marginal improvement in such 
abilities. This paper, drawing on the results of questionnaires given to 
both secondary school English teachers and first-year university 
students, examines the reasons for this lack of progress. Specifically, it 
reveals that the continuing necessity of teaching for university entrance 
exams means that teachers are unable to break with traditional 
grammar-based teaching methods. Further, recruitment exams to select 
teachers are themselves also predominantly modeled on such entrance 
exams and, therefore, promote a similar teaching and learning style. 
Through an examination of the various contributing socio-political and 
cultural aspects, we conclude with suggestions for how to begin to make 
communication-based classes function properly.  

 
INTRODUCTION 
Japan, like many other EFL countries in Asia, has implemented a variety of reforms to its 
English education policies and created relevant action plans in an effort to promote 
students’ oral communication skills (Lamie, 2004). Since 1989, the year when The Course 
of Study (The National Guideline for Education in Japan) was revised and new textbooks 
supporting the new national foreign language guidelines were initiated for use in secondary 
schools, the goals of English language teaching in Japan have been to enhance students’ 
oral communication skills, particularly the ability to interpret and use language 
appropriately in social contexts. Classes that focused exclusively on developing students’ 
grammatical knowledge were replaced by communication-based classes to which a native 
speaker of English, an assistant language teacher (ALT), was assigned. 2 The purpose was 
for students to learn English communicative functions including, for example, how to make 
requests and ask questions in English appropriately in particular social contexts. ALTs were 
expected not only to provide students with the opportunity to interact directly with native 
English speakers, but to play a significant role in promoting communicative approach 
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through “team teaching” with Japanese teachers of English. 
Despite this shift of focus towards emphasizing oral communication skills in 

secondary schools, university teachers often reported that at the point of entrance, very few 
first-year students have reached the proficiency level at which they can enjoy English-only 
instruction. Students, on the other hand, reported that they had not benefited from 
communication-based classes in secondary schools. Some students went on to say that the 
grammar-translation method was still dominant and, that even in communication-based 
classes, the most highly valued activity was memorizing grammatical rules and enriching 
vocabulary through communication with ALTs, and that English-only instruction at the 
university was sometimes confusing and frustrating to them. These voices from teachers 
and students prompted the present study, the main purpose of which was to explore why 
communication-based classes were not working in secondary schools. The study was 
designed to: 1) examine the reality of communication-based classes in secondary schools 
by collecting data from first-year university students and current secondary school teachers, 
2) identify the factors that impeded the implementation of communication-based classes, 
and 3) prescribe any changes necessary to make communication-based classes function in 
order to enhance students’ oral communication levels in secondary schools. 
 
METHOD 
Setting and Participants 
The present study is part of a larger-scale study that investigates the existing issues and 
relationships amongst various factors associated with EFL teacher development in Japan. 
Participant teachers in the present report comprised 130 current Japanese secondary school 
English teachers, ranging in age from their early 20’s to their late 50’s. Some had passed the 
teacher recruitment exams on their first attempt while others had taken the exams several 
times before they were successful. The participating students were 202 first-year students 
(39.6% male) enrolled in a private university located in the Western part of Japan, all of 
whom majored in intercultural studies. Since their ages ranged from 19 to 23, all had 
studied English as a foreign language in communication-based classes for at least six years 
as part of the required subjects in junior and senior high schools. 
 
Data Collection and Analysis 
In order to look into the reality of communication-based classes in secondary schools, data 
was collected from both students and teachers. Student data was collected in several 
English classes at their university using a questionnaire that comprised two items about 
their perceptions of the communication-based classes that they had experienced in 
secondary schools. Specifically, the first question was a 4-point Likert scale item relating to 
their satisfaction level with the quality of communication-based classes, whereas the other 
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asked, in an open-ended format, about the reasons for either being satisfied or unsatisfied 
with their classes at secondary school. 

With regards to the teacher data, a 45-item questionnaire was constructed in order 
to examine the participant teachers’ perceptions of various aspects of teacher development. 
The questionnaire consisted of two sections: one intended to collect background 
information on the participants (e.g., degrees obtained, years of teaching experience, and 
level of the school at which they presently work) and the other designed to examine their 
perceptions of not only communication-based classes but also team teaching, in-service 
training, and the recruitment exam. The questionnaire consisted of both multiple-choice and 
open-ended items. 
 Following the data collection using these questionnaires, interviews were 
conducted in Japanese with 24 students and 7 in-service teachers who had more than 
10-years’ teaching experience, in which the future direction of communication-based 
classes was discussed. Interviews were digitally recorded and later transcribed. 
 
RESULTS and DISCUSSION 
Students’ Views on Communication-Based Classes 
In response to the question about their satisfaction level with communication-based classes, 
86.6% of the students replied they were either “unsatisfied” or “very unsatisfied.” The main 
reasons given were that activities offered in those classes were not really 
communication-oriented, and that evaluation criteria used were to determine whether they 
could communicate with their Japanese teachers of English in a “grammatically correct” 
manner and/or whether words, phrases and sentences were “correctly” pronounced. 
Although a communicative approach by no means implies the removal of teaching 
grammar (Brown, 2007), such activities and evaluation, as reported above, are far from the 
goals suggested by the Course of Study, that is, making students acquire “competence as to 
when to speak, when not, and as to what to talk about with whom, when, where, in what 
matter” (Canale, 1983, Hymes, 1971). 
 What is worse is that learning English in such distorted communication-based 
classes creates a negative washback effect on how students learn English in later years. 
Obviously, if students are evaluated on correct grammar, they study for it. If such activities 
are repeated for 6 years, they are likely to develop such a grammar-oriented study habit, 
resulting in them facing difficulties in adapting to oral communication classes led by native 
English speakers when they enter university. 
 
Teachers’ Views on Communication-Based Classes 
Teachers’ comments in the questionnaire indicated that they acknowledged the importance 
of incorporating “fully communicative” activities and their suitable evaluation criteria into 
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the classroom and of breaking with the over-emphasized grammar and/or translation habit. 
They also reported, however, that there were several hurdles to clear to enable this to 
happen smoothly. Firstly, many of the interviewees pointed out that the existence of 
university entrance exams posed an enormous barrier. While recently there has been a trend 
towards the inclusion of a listening component in such exams, grammar and translation 
questions still dominate the majority of questions. Almost all participant teachers reported 
that they felt it critical to do all they could to assist their students to pass these exams and 
that an emphasis on grammar and translation skills in their teaching was thus unavoidable. 
As a consequence, unless the content and style of university entrance exams change, it is 
difficult to see how teachers can do anything other than   to continue to concentrate 
primarily on the teaching of grammar. 

A second impediment they saw were the recruitment exams they had to pass in 
order to become full-time teachers. Criticism of these exams stated that there is a large 
discrepancy between the qualities of teachers assessed in the exams and the qualities 
needed in real-life classroom situations (e.g., Shimizu, 2005). Two of the interviewed 
teachers even noted that the content and format of the exams were exactly the same as those 
of university entrance exams (for a sample of the question actually used, see Appendix). 
They also commented: “regardless of whether the content of the exam is valid or not, we 
had to change our teaching style and philosophy in the process of preparing for the test” 
and “as long as it evaluates our grammatical knowledge, we will study for it as it is a 
high-stakes test.” Ironically, even though most future applicants are freed from grammar 
classes while taking oral communication classes offered in the first two years of university 
life, they are forced to revert to – and rely on – bad habits developed in secondary school 
simply to be successful in the recruitment exams. The question is whether successful 
candidates in such exams can function effectively as future teachers, particularly in 
communication-based classes. The answer to this question, in the words of one of the 
respondents is, it’s “not impossible, but difficult, indeed.” 

Thirdly, all of the interviewed teachers stated that they tend to use the same 
teaching methods they experienced when they were learners (Richards, Gallo, & Renandya, 
2001). As a result, they are unable to get out of the habit of teaching grammar. Another 
undesirable fact resulting from prior habit is that when they are appointed as 
recruitment-exam writers, they are likely to make the same type of exam that they took in 
the past. This is the major reason why there have been so few changes in the content and 
format of the recruitment-exams, particularly in the first-stage written test, in the last 
decade. One of the teachers commented, “even though I know the question (see Appendix) 
is bad in its content and format, I am not confident of creating a better question.” In fact, 
76.2% of the participant teachers regarded the sample question as a “good question” (The 
average was 3.93 points out of 5). The question remains then of how to change this cycle in 
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which those teachers who profess to hold critical views pertaining to grammar-oriented 
teaching and exams, themselves repeat the same teaching style and create more 
grammar-oriented recruitment exams.  
 
Sociopolitical Concerns 
Despite the growing demand to improve and maintain the quality of teachers, recruiting 
teachers that can function in communication-based classes has become increasingly 
difficult for various sociopolitical reasons, also. First, the overall academic level of 
Japanese university students is expected to decrease due to the implementation of more 
relaxed educational policies in secondary schools in recent years, although there have been 
no empirical reports published supporting this hypothesis. If true, however, those who are 
presently enrolled in teacher preparation programs would not be an exception. Second, 
there are a large number of baby-boomer teachers who will retire in several years, which 
will naturally lead to a high demand for English teachers. This demand will further expand, 
particularly when English education is implemented in elementary schools starting in 2011. 
Given these sociopolitical changes, what matters is the increased demand for English 
teachers together with the limited supply of high-quality teachers, resulting in a situation in 
which even low-quality teachers could easily be employed (Matsumura, 2009). Therefore, 
it is critical to change the content of the recruitment exam so as to measure not only 
candidates’ grammatical knowledge, but also their overall proficiency including their oral 
communication skills. 
 
Cultural Factors Discouraging Changes for the Better 
Given this relatively straightforward prescription for reform, it would be natural to assume 
that changes are being planned and implemented so as to ensure that future teachers possess 
both the grammatical and oral competency required to meet the government’s goals. 
Unfortunately, this is not the case at present, and a number of cultural factors may hold the 
key to explaining why. 
 Firstly, the trait of younger teachers merely repeating the style of learning and 
test-taking that they were subject to can be interpreted as an example of avoiding 
“precedence.” Throughout most of Japan’s history, the setting of precedents was a 
dangerous thing – at times even prohibited by law. Emphasis in many spheres of life has 
been on doing things that have been done previously and doing them in the same way, 
“following forms and processes perfected over generations” (Boye De Mente, 2004, pp. 
315-6). This same tendency to prioritize form (katachi) or shape (kata) can be seen in 
numerous aspects of traditional Japanese arts such as the tea ceremony, ikebana, Noh, as 
well as sports like kyudo, kendo and sumo, all of which require a strict adherence to form 
and almost unwavering respect for historical precedent. Eugen Herrigel, a German 
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philosopher, illustrated this from a Western viewpoint well in his description of the trials of 
being trained in the “art of archery” (Herrigel, 1971). Against such a background, reform in 
Japan is a much more time-consuming and complex undertaking with no guarantee of quick 
implementation.  
 Secondly, educational culture itself tends to place an emphasis on the regurgitation 
of information with little or no time allocated for processes of reflection. Students’ 
rote-learn facts for tests which are used as barometers of their academic “achievement.” 
After thorough direction, guidance and monitoring by teachers and the system, a large 
number of students are said to lack individuality and creativity (McVeigh, 2002) and 
consequently the cognitive tools to question and search for alternatives. Upon further 
extrapolation, once the same students become engaged in society, searching for alternatives 
and improvements does not necessarily come naturally to them. Further, although 
oftentimes overstressed, Japan’s traditional incorporation of Confucian values – in 
particular respect for authority – has meant that a teacher’s word has come to carry 
considerably more weight than it may in other cultures and questioning authority is a 
comparatively uncommon process. The means or desire, therefore, to embark on reform, is 
less likely to emerge spontaneously from within, with the result that the status quo is 
maintained.  
 Thirdly, the goal of teaching English in Japan itself requires a re-examination. 
Critics have stated that English education in Japan may in fact merely be a part of 
demonstrating or reaffirming one’s Japanese identity (Hashimoto, 2000, McVeigh, 2002) or 
even a displaced method of teaching Japanese (Law, 1995). Teaching English in such a way 
as to remove the associated culture of individual empowerment synonymous with the 
language, could be a deliberate political ploy and since any profound change instituted 
towards the improvement of teacher training education would dramatically alter this status 
quo, it will naturally meet stiff resistance. Thus, reluctance to actually enable or sanction 
such reform may indeed represent a much deeper politico-cultural desire to ensure that the 
degree of control over what is taught and how, remains firmly with the nation’s leaders and 
notions of “Japaneseness” remain unthreatened and intact (Hashimoto, 2000). 

Overcoming the problems inherent in the training of present and future English 
teachers requires the ability to recognize the possible existence of such cultural barriers and 
the courage to engage and overcome them.  
 
CONCLUSION 
Having outlined the problems and limitations of the present situation with regards to the 
training and successful selection of “qualified” English teachers, including the 
socio-political and cultural barriers to change that exist, the next step is to fashion a plan 
towards improvement. However, when attempting to pinpoint a starting point for the 
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implementation of such change, immediately a perplexing challenge emerges. From where 
should change first be initiated? The system in place at present is a vicious circle that feeds 
itself and provides few entry opportunities for reform.  

If, for example, one tries to alter the process at the top, starting with the entrance 
exams for university students first, high school students would need to be properly 
equipped with the required oral communication skills in advance. This, however, could not 
take place until high school teachers were confident enough to teach such skills. If, then, 
the skills of high school teachers were targeted as the starting point for reform, changes in 
the method of their teacher training, evaluation and examination would be required. Yet, 
this would require a revision of recruitment exam practices that in turn would need to be 
prefaced by changes in high school training and so forth. In short, there is at present no 
clear entry point from where change can logically be instigated, except perhaps, 
unilaterally.  
 What is required first is a re-evaluation of goals and the formation of a consensus 
into them and the best means to bring about their fulfillment. Having secured a consensus, 
changes can be gradually implemented in line with an established timeframe and the 
establishment of check and review-points to ensure progress is directed as planned.  
 
NOTES 
1. Part of this study was funded financially by Ryukoku University Research Grant in 

2007. 
2. ALTs are (overwhelmingly) native speakers of English appointed to public schools in 

Japan as part of the Japan Exchange and Teaching (JET) Program overseen by the 
Council of Local Authorities for International Relations. 
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APPENDIX 

Sample Question of the Teacher Recruitment Exam 
1. Read the following passage and answer the questions below. 
 The child asks, “Who am I? Where did I come from? How did the world come into 
being? Who created people and all the animals? What is the purpose of life?” True, children 
ponder these vital questions not in the abstract, but mainly as they pertain to themselves. 
(1) They worry not whether there is justice for individuals, but whether they will be treated 
justly. Fairy tales provide answers to these pressing questions, many of which children 
become aware of only as they follow the stories. 
 From an adult point of view and in terms of modern science, the answers which 
fairy stories offer are fantastic rather than true. However, realistic explanations are usually 
incomprehensible to children, because they lack the abstract understanding required to 
make sense of them. While giving a scientifically correct answer makes adults think they 
have clarified things for the child, such explanations leave the young child confused, 
overpowered, and intellectually defeated. (2) Children can derive security only from the 
conviction that they understand now what perplexed them before – never from being given 
facts which create new uncertainties. 
 It is therefore important to remember that only statements which are intelligible in 
terms of the child’s existing knowledge and emotional preoccupations carry conviction for 
him or her. To tell a child that the earth floats in space, attracted by gravity into circling 
around the sun, but that the earth doesn’t fall to the sun as the child falls to the ground, 
seems very (  3  ). The child knows from experience that everything has to rest on 
something, or be held up by something. Only an explanation based on that knowledge can 
make the child feel he or she understands better about the earth in space. More important, to 
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feel secure on earth, the child needs to believe that this world is held firmly in space. 
Therefore the child finds a better explanation in a myth that says (  4  ), or (  5  ). This 
is the type of satisfying answer that fairy tales provide to children’s questions about life. 
 
[Questions] 
1. What kind of children’s characteristic does the underlined sentence (1) indicate? 

Explain in Japanese. 
2. Translate the underlined sentence (2) into Japanese. 
3. Fill in blank (  3  ) with the most appropriate word from choices a – d. 

a. confused 
b. confusing 
c. satisfied 
d. satisfying 

4. Fill in blanks (  4  ) and (  5  ) with the most appropriate statement from choices a – 
f. 
a. the earth floats in space 
b. is held up by a giant 
c. the earth is like a ball 
d. is circling around the sun 
e. the earth rests on a turtle 
f. is spinning like a top 

5. Which of the following statements is true according to the passage? Choose three 
statements. 
a. Adults tend to like the answers that fairy tales provide to children’s questions. 
b. Children are satisfied with the answers of intelligent and emotionally stable adults. 
c. The answers which fairy stories offer don’t seem realistic to adults. 
d. Children often find realistic explanations difficult to understand. 
e. Fairy tales should be read carefully because they will provide realistic answers to 

children’s important questions. 
f. Children feel secure when they understand why the earth floats in space through 

reading fairy tales. 
g. Scientifically correct answers make adults think that they have successfully 

explained things to children, although they actually have not. 
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Abstract 

 
The purpose of this research is to investigate leadership factors of 
academic department chairs affecting the organizational effectiveness 
of academic departments in private higher education institutions 
exploiting descriptive research.  The leadership theory regarding 
organizational effectiveness was applied as the conceptual framework 
to determine 3 groups of leadership factors affecting the organizational 
effectiveness; leadership trait, leadership role, and leadership 
behavior. The conceptual framework in assessing organizational 
effectiveness by Hoy and Miskel (1991) such as adaptation, goal 
achievement, integration, and latency were used in effectiveness 
assessment of academic departments. Data was gathered by a 
questionnaire survey and an organizational effectiveness form. The 
population were 1,080 academic departments, consisting of informants 
namely, department chairs, deans, and instructors. Descriptive 
statistics and Multiple Regression Analysis were used to analyze the 
data. The result is anticipated to find the 3 leadership factors of 
academic department chairs; leadership trait, leadership role, and 
leadership behavior affecting the organizational effectiveness of 
academic departments in private higher education institutions. 

 
Introduction 
 

Higher education institutions are considered social institutions carrying 
different roles and missions from other institutions. The administrative purpose 
of higher education institutions is also different from other educational 
organizations in general. In the aspect of objectives, higher education 
institutions focus on academic reinforcement and prestigious profession. Their 
missions aim at instruction, research, and academic social service. The key 
factors to enhance the institutions to excellence in academy are their 
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effectiveness in administration, and high-potential and competent faculty, 
including organizational atmosphere of academic community. The institution 
operation covers general administration and academic services. Faculties are 
responsible for policy implication and supervision to effectively achieve the 
ultimate goal. Faculties will delegate their responsibility to departments, which 
are units not only operating academic work within the organization, but also 
working out to accomplish the organizational mission and goal.  The 
achievement of operation in reaching out the goal depends on various factors. A 
crucial factor is competent leaders to synergize ideas and capacity of personnel 
in units. Academic department chairs are leaders playing significant roles in 
university academic service administration. Their functions are various to 
administrate and accomplish the department mission. It is well said that 
academic department chairs are the key mechanism, most influential towards 
effectiveness and efficiency of departments. 

 
Private higher education institutions encountered economic crisis and 

increasing competitions in the previous decade. Therefore, it is significant to 
sustain flexibility in administration, continue high quality, and serve needs of 
the rapidly changing society. Academic departments are regarded as the key 
unit at where university and faculty policies are launched and implicated to 
achieve the set goal. They are also the ones facing great impacts due to 
increasingly limited resources, global competition, emphasis in standardization, 
higher quality of service, innovation, and expectation of society towards higher 
education institutions regarded as the key mechanism to compete in 
international level. The most strategic key persons managing and driving an 
organization for change, advancement, and goal achievement are leaders. They 
are decision makers who define problems, plan, and are responsible for 
success, including lead the organization to advancement. Academic institutions’ 
effectiveness mainly correlates to leadership. 

 
The study of leadership factors of academic department chairs affecting 

the organizational effectiveness of academic departments in private higher 
education institutes will greatly benefit private higher education institutions. The 
data gathered can be used as guidelines for academic department chairs’ 
leadership development as well as administration improvement to more 
efficiency. 

 
The Purpose of the Study 
 
 To analyze leadership factors of academic department chairs affecting 
the organizational effectiveness of academic departments in private higher 
education institutions.  
 
Research Questions 
 

1. What levels of organizational effectiveness are academic 
departments in private higher education institutions at? 
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2. What are leadership factors affecting the organizational 
effectiveness of academic departments in private higher education institutions? 
 
Research Conceptual Framework 

 
This research is an analysis of leadership factors affecting the 

organizational effectiveness of academic departments in private higher 
education institutions. The research conceptual framework is related into 2 
issues; leadership factors affecting the organizational effectiveness and the 
organizational effectiveness of academic departments. The researcher has 
studied conceptual theories of leadership affecting the organizational 
effectiveness as the conceptual framework in categorizing leadership factors 
affecting the organizational effectiveness into 3 groups as follow:1) factors of 
leadership trait  2 factors of leadership role  and 3) factors of leadership 
behavior. 
 

For the factors of leadership trait , the researcher has analyzed and 
synthesized from the concepts of Morris (1970),Stogdill (1974)  Bothwell 
(1983), Gardner (1990), Wijit Warujbangkru (1992), and Phansak  Pholsarum 
(2001). The concluded concepts of leadership trait are in the areas of 
personality, academy, management, interpersonal skills, and morality and 
ethics. 
 

In the aspect of leadership role, the researcher has analyzed and 
synthesized from the concepts of  Nicoll (1971)  Mclaughlin  and others (1993)  
Hughes (1976)  Smart and Elton (1976),  andTucker (1984). The concluded 
concepts of leadership roles are roles in academy, personnel, research, towards 
students, in general management, community service, and teaching. 
 

In the case of leadership behavior, the researcher has analyzed and 
synthesized from the concepts of Silver (1983), emphasizing system-orientation 
behavior and person-orientation behavior. The system-orientation behavior are 
such as product emphasis,  initiating structure, representative,  
 role assumption, persuasiveness, and superior orientation. The person-
orientation behavior are tolerance of uncertainty, tolerance of freedom, 
consideration, demand reconciliation, integration, and predictive accuracy.  
 

Regarding the organizational effectiveness of academic departments, the 
conceptual framework in assessing organizational effectiveness is the paradigm 
of theory-orientation evaluation to study causal or influential variables affecting 
the organizational effectiveness. The researcher adopted the conceptual 
framework of Hoy and Miskel (1991) by determining the variables used as 
benchmark in assessing the organizational effectiveness in the study:              
1. Adaptation  2. Goal  Achievement 3. Integration  4.  Latency . 

 
The research conceptual framework as shown in figure Ⅰ. 
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Factors of Leadership 
trait 
1) Personality 
2) Academy 
3) Administration 
4) Interpersonal 
communication 
5) Morality and Ethics 
 

Organizational Effectiveness 
of Departments 

1) adaptation 
2) Goal achievement 
3) Integration 
4) Latency 

Factors of Leadership 
Behavior 
1) System-orientation 
behavior 
- product emphasis 
- initiating structure 
- representative 
- role assumption 
- persuasiveness 
- superior orientation  
2) Person-orientation 
behavior 
 - tolerance of uncertainty 
- tolerance of freedom 
- consideration 
- demand reconciliation 
- integration 
- predictive accuracy 
 

Factors of Leadership 
Role 
1) Academy 
2) Human resource 
management 
3) Research 
4) Student 
5) General management 
6) Community service 
7) Teaching 

 
 
 
 
 
 
 
 
 
 
 Figure Ⅰ :  The research conceptual framework 
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Research  Methodology 
 
The research methodology is consisted of 4 phases: 

1. A study to determine the research conceptual framework 
2. An examination and determination of factors and indicators 
3. Instrument development and 
4. Data collection, analysis and conclusion 

 
The first phase: A study to determine the research conceptual 

framework 
 
 Concepts, theories, research documents regarding leadership factors, 
organizational effectiveness, administration in higher education institutions were 
studied. Then, the gathered data was analyzed and concluded to determine the 
research conceptual framework consisting leadership trait, leadership role, and 
leadership behavior of academic department chairs, together with the 
organizational effectiveness. The instruments used in the phase were an 
analysis form to analyze and synthesize documents and content analysis. The 
outcome became the research conceptual framework.  

 
The second phase: An examination and determination of factors 

and indicators 
 

Causal factors were defined. Factors and indicators were determined 
from the study of leadership of academic department chairs in private higher 
education institutes by analyzing and synthesizing concepts and research 
findings relating to leadership factors affecting the organizational effectiveness. 
Then the researcher undertook the operational definition of causal variables 
affecting effectiveness. Having analyzed and synthesized, the researcher 
proposed experts the research conceptual framework to consider the causal 
variables of each factor of leadership trait, role, and behavior of academic 
department chairs. The researcher conducted a structured interview to the 5 
experts of purposive sampling experiential in educational administration in 
higher education level to review feasibility of the variables and indicators of 
casual factor levels. In terms of assessing in the organizational effectiveness, 
the researcher defined factors and indicators of the organizational effectiveness, 
including applied definitions of the 4 aspects of effectiveness. 
 

The third phase: Instrument development 
 

1. Instruments were developed to measure casual factors and the 
organizational effectiveness, and define elements and indicators. 

2. Examination of Content Validity of interview questions of the 5 
experts. The structured interview was used to find index of  Concurrence : IOC. 
The analysis of the content validity of the questions, organizational 
effectiveness and casual variables and Index of concurrence IOC of questions 
and indicators, more than 0.50 was undertaken. The Index of concurrence IOC 
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of casual factors and levels of the organizational effectiveness was between 
0.50-1.0. 
 

The criteria of expert selection to examine the content validity are the 
followings: 

 
2.1 Experts with Master degree or higher in the field of testing and 

evaluation, educational research, and educational education. 
2.2 Experience in research or teaching in the field of research 

testing and evaluation, and educational administration. 
 

3. Then, the analyzed results of the experts were revised. The 
questions were adjusted to be more appropriate, then tried out with the 30 
academic department chairs and faculties of departments, not included in the 
sampling group, to find out the validity of the questionnaires and the 
organizational effectiveness. 

 
4. The ending result was tried out to revise for validation of the 

instrument to collect most precise and accurate data.  
 

The fourth phase: Data collection, analysis and conclusion  
 

The questionnaires were used to collect data from the determined 
sampling groups. The gathered data was reviewed for validity, then analyzed 
and concluded as the findings of the research.  
 
Population and Sampling group 
 

The population of the study were 1,080 departments in private higher 
education institutions. The academic departments in private higher education 
institutes were used as units of analysis in the research. The sampling method 
was simply used from the sampling table of Krejcie and Morgan (1970: 607-
610) out of the population of 1,080 academic departments. The rate of 
standard error was 5%, while the level of confidence was 95%. The sampling 
groups were 278 academic departments.   

 
The informants were deans, academic department chairs, instructors in 

departments. All together were 957 people. 
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Instruments used in the research 
 

The Instruments developed and used in the research to collect 
data included: 
 

1. A multiple-choice questionnaire surveying the informants’ backgrounds 
2. A 5-level rating scale questionnaire assessing levels of casual factors 

affecting the organizational effectiveness of academic departments in private 
higher education institutions 

3. An evaluation form, 5-level rating scale, of organizational effectiveness 
of academic departments in private higher education institutions 
 
Data collection 
 

Data gathered of the sampling group in the research was assisted by 
Graduates School writing requesting letters to academic departments in private 
higher education institutions to answer the questionnaire survey and an 
organizational effectiveness evaluation form via mail or by hand in case of 
lateness. 
 
Data analysis 
 
The statistic research was conducted to analyze as the followings: 
 

1. The fundamental data from informants was analyzed to seek out 
recombination and percentage/ degree of  frequency and percentage. 

2. The analysis of organizational effectiveness levels of academic 
departments in private higher education institutions was to find arithmetic 
mean and standard deviation. 

3. The analysis of leadership factors of academic department chairs 
affecting the organizational effectiveness in academic departments in private 
higher education institutions adopted the analysis of Pearson Product Moment  
Coefficient Correlation and Multiple Regression Analysis by using hierarchical 
stepwise. 
 
Results 
 

The results regarding factor levels relating to the organizational 
effectiveness of academic departments in the 3 factors:  leadership trait, 
leadership role, and leadership behavior of academic department chairs were 
considerably high, while the organizational effectiveness of academic 
departments in the 4 areas:  adaptation, goal  achievement, integration, and 
latency were expected in high levels as well. General speaking, the 3 leadership 
factors; leadership trait, leadership role, and leadership behavior of academic 
chairs affect the organizational effectiveness of private higher education 
institutions.  
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A Longitudinal Study of Correlates of Korean High School Students' Career 
Decision-making and Identity Status 

Hye-Sook Park1, Honam University, Kwangju, Korea 
 

 
Abstract   

This longitudinal study explores Korean high students’ career decision making 
patterns using the Korean Education and Employment Panel Data (KEEPS). It 
investigated how Korean high school students' career decision making patterns 
change over three years. This study investigated whether and how career decision 
making was associated with school type (vocational high school vs. general high 
school), gender, experiences at home over three years. Two level hierarchical 
generalized linear models (HGLM) in which students' changing knowledge of their 
aptitude, educational aspiration, part-time work experience, time spent for 
communicating with parents, home career education, and home economic conditions 
at level one, and school type and gender at level two, this study assessed the patterns 
of high school students’ career decision making. Results showed that general high 
school students and female students were more likely to make a decision about their 
careers, but no school type and gender difference was found in the growth rate. 
Knowing students' own aptitude and home career guidance were highly associated 
with the likelihood of making their career decisions. In addition, four types of 

decision making pattern: ① students who continuously decided on their careers, ② 

students who have never decided on their careers over three years, ③ students who 

decided on their career at least once including the 3rd year in high 

school(0,1,1;1,0,1;0,0,1) and ④ students who did not decide on their career during 

the 3rd year in high school(0,0,1; 0,1,0; 1, 1,0) was investigated in depth with respect 
to Marcia’s identity status categorization scheme.  
 
 

(key words: career decision, identity status, gender, aptitude, career education, school type, 
hierarchical generalized linear growth model )  

                                                      
1 parkhyes@honam.ac.kr 
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1. Introduction 

Adolescence is the period of identity formation, and identity development is 

the life long process (Erikson, 1982). As adolescents grow, they must question how 

they fit into a society that goes beyond their friends and family. They explore their 

careers and negotiate with their current situations. Defining identity in psychological 

terms has been a difficult task. According to Erikson (1968), identity provides “a subjective 

sense of invigorating sameness and continuity” for the adolescent as he or she comes to 

understand both the ways in which one is like other individuals but also distinctive from 

them (Grovent, Thorbecke, & Meyer, 1982). Marcia’s identity status model elaborates 

Erikson’s view on identity formation in adolescence (Cote & Levine, 1988). ”  

Using interview methods, Marcia assesses the individual’s experience of “crisis” 

and “commitment” in the domain of occupation, religion, and politics. He defined crisis as a 

time of upheaval where old values or choices are being reevaluated. The end of outcome of 

a crisis leads to a commitment made to a certain roles or values. Each individual is assigned 

an identity status on the basis of the evidence of crisis and commitment. Identity 

achievement reflects the presence of both. Foreclosure reflects commitment to a choice of 

ideology, but no crisis. Moratorium reflects the experience of a crisis without resulting 

commitment and finally diffusion reflects the absence of both crisis experience and 

commitment. However, Matteson (1977) suggested the use of the term “exploration,” rather 

than “crisis” because some individuals achieve a coherent, tested sense of role clarity 

without experiencing trauma or dramatic sense of confrontation implied by “crisis”. 
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Exploration suggests that development can occur whether or not crisis experienced. In 

adolescent, exploration of roles, whether in occupation, religion, friendship, dating, or any 

other areas, is necessary.  

According to Grotvent et al. (1982), most research on identity assigns a single, 

overall identity status summarizing the evidence from the several domains. However, 

Coleman’s (1974, 1978) “focal theory” of adolescent development suggests that 

adolescents do not resolve or work on all issues simultaneously. This study will focus on 

adolescents’ career-related identity reflected in their career decision making because career 

development is one of the most important factors that affect young peoples’ identity 

development (Vondracek, Schulenberg, Skorikov, Gillespie, & Wahlheim, 1995). Career 

development and career maturation is closely related with identity development 

(Super, 1990). It was suggested that early high school years are a watershed in career 

development (Creed at al., 2009), as this is when young people actively explore their 

interests and aptitudes and develop career-related goals and aspiration in the context of 

testing their personal strength and weakness against available job opportunities (Hartung et 

al, 2005). As such career indecision is a developmentally appropriate experience. It may 

fluctuate depending on variety situations (Osipow, 1999), but it is likely to resolve with the 

assistance of appropriate interventions, including access to appropriate career-related 

information and assistance with clarifying values and goals (Gordon, 1981).  

Career decision making has been shown to be associated with a wide range of 

other career-related constructs. Career development is not just one time decision making but 

rather on-going decision making process. Career maturation is a continuous process of 

development involving understanding of self and knowledge of the world of works. 
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Supper’s study (1995) showed that career maturation consists of five dimensions such as 

planning about career, job exploration, knowledge about the jobs/ work, and relative 

knowledge in one’s career preference. Depending on one’s level of career maturation, one 

has different decision making capabilities integrating knowledge of oneself and job world 

(Kim & Cheong, 2009). Deciding a career involves various processes involving exploration, 

evaluation, and internal commitment. In this sense, career decision making is a part of 

identity development. As indicated by Marcia, one’s sense of identity is determined 

largely by the choices and commitments made regarding certain personal and social 

traits.  

However, studies on career maturation was mostly about career indecision. 

Career indecision is associated with a range of person variables, such as age and gender 

(Patton & Creed, 2001). Career barriers (Patton, Creed, & Watson, 2003), self-efficacy 

beliefs (Betz & Luzzo, 1996), knowledge of occupation, self-knowledge (Gati & Saka, 

2001), and structure of thinking about careers (Tracey & Darcey, 2002) influence career 

decision making. However, studies investigating identity status reflected in career decision 

making were not found. Studies are also rare which investigate the association between 

individuals’ maturation level and career decision making longitudinally. This study 

investigated whether the career decision making patterns were associated with career 
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maturation level reflected in their knowledge of world of works and cognition of their 

aptitudes. This study traced high school students’ information on career decision 

making over three years to investigate how the likelihood of high school students’ 

career decision making is related to gender, types of school, and other changing 

personal and home environmental characteristics. In addition, it also investigated 

how the decision making patterns were related to their identity status by asking the 

following research questions:  

1) How do Korean high school students’ career decision making pattern look like?  

2)  How are gender, school type, and other changing personal and environmental 

characteristics, such as career guidance at home, family income, time spent for 

communicating with parents, understanding of one’s aptitudes, and education aspirations 

associated with career decision making. 

3) How and whether do the effects of covariates (individual and home 

environmental characteristics) on career decision making differ depending on school 

types?  

4)  How is each career-decision making pattern (① continuous career decision making ② 

continuous career indecision making ③ change toward career decision making at 

the third year ④ change toward career indecision making at the third year) related 
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to their background characteristics such as recognizing one’s aptitudes, knowledge 

about world of works.  

5) How are school types associated with high school students’ career identity status 

reflect in their survey responses? 

II. Research Methods 

1) Participants 

The subjects are from Korean Education Employment Panel (KEEP) data set. 

Students’ responses from the 1st year in high school to the third year in high school were 

collected. The KEEP survey was conducted to utilize human resources properly by 

obtaining information about young peoples’ educational experience both at home and at 

school. One thousand ninety hundred and twenty five students were included for this study. 

Among them 858 female (44.6%) and 822 male students were identified but 245 did not 

reveal their identity, and 1373 general high school students and 393 vocational high school 

students were included. 159 students who did not respond were not included in the final 

analysis.  

2. Variables Used in this Study  

In this study gender, school experience reflected by the types of school that students 

attend, individual characteristics, and experience at home (or home environmental 
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characteristics) as was reflected in communication with parents, SES, and vocational 

guidance at home to investigate the probability of making career decision using a two level 

HGLM growth model.  

 Gender. Effects of gender on career indecision making does not seem to show 

consistent results. Taylor (1979) reports that females showed higher decision making 

tendency than males. Post-Krammer & Smith (1985) ascribed it to female’s maturity. 

However, regarding career ambition which is related to overcoming difficulties facing one’s 

career, motivation and involvement, males showed higher score than females (Wahl & 

Blackhurst, 2000). 

School types. Vocational high schools in Korea in the past produced high 

quality technicians and thereby contributed to the development of Korean economy 

until mid 1990s. However with the rapid change in society including the rapid 

change in the structure of industry, reduced student population, and upgrade of living 

standards, vocational high schools did not seem to meet the need of demands 

appropriately. Vocational high school graduates do not get much credit in the aspects of 

salary, promotion, and professional development opportunity, respect at work settings, so 

the popularity with the vocational high schools is on the wane (Park, 2004; Ryu, 2009). 

Traditionally, Koreans have higher educational aspirations, and nowadays more than 86 

percent of high school graduates also attend college or universities. Since in Korean 

educational settings, career education is not done well, middle school students tend to 

choose the vocational high schools not because of their aptitudes or career aspirations, or 

2010 HICE Proceedings - Page 3448



hopes but because of their poor family economic condition, or poor academic achievement 

levels (Kim, 2002; Moon &, Kim, 2002;Kim & Ryu, 2007). 

Aptitude and Educational Aspiration. Aptitude is one of the major components of 

career counseling (Lee, 2003). Career education at school is related to helping students find 

jobs based on their ability, aptitude, interests, aspiration, and value. The relationship 

between educational aspiration and career selection was also associated.  

Part-time work experience. Part-time works allow student to experience real world 

outside of class, and enhances social skills, and facilitates transition from school to job 

world (Lee & Lee, 2002; Yang, 2005). However, researchers also mentioned high school 

students’ part time work experience is also related to their deviant behaviors (quoted from 

Yang, 2005). More vocational high school students are engaged in part-time works than 

general high school students in Korea (46.1% vs. 29.7%).  

Experience at home or home environment (e.g., career guidance at home, family 

income, communication at home).  Parental socio-economic position is associated with 

children’s academic achievement. Those who are high in SES spent more time with their 

children and it is also associated with children’s career decision making and their children’s 

educational opportunity (Arum & Hout, 1998; Teachman, Paasch & Carver, 1996). Park 

(2008)’s study showed that students from one parent family had lower educational 

aspirations and they are also associated with frequent absence from school. However, 

2010 HICE Proceedings - Page 3449



studies are rare which investigate the effects various time-varying personal   

environmental characteristics on young peoples’ career decision making longitudinally. 

4. Methods of Analysis  

Since the outcome variable, career decision making, is a dichotomous variable 

composed of 0 (undecided) or 1 (decided), a two-level hierarchical generalized linear model 

(HGLM) was used to find out the likelihood of a making a career decision. Information 

about characteristics of students and their home were collected at each time point, so time 

varying variables are considered to be nested within individuals. At level one, time varying 

variables such as recognition of one’s aptitude, educational aspirations, family income, 

hours spent with communicating with their parents, career-guidance at home were 

incorporated and at level two time invarying variables such as gender and school type were 

included (Raudenbush & Bryk , 2002). Since the data was collected over three years, in this 

model a time linear term (linear) was used to investigate whether career decision making 

patterns change linearly or not and whether there was significant individual variances in the 

average likelihood of career decision making and the rate of growth. 

Coding scheme. Male students, vocational high school, having part-time work 

experience, recognizing one’s aptitude, and experience of receiving career guidance at 

home were coded as 1. Conversation with parents was a continuous variable constructed by 

averaging time spent conversing with each parent (minutes per day). Since the distribution 

of home economic level and time spent for communicating with parents were not normal, 

these variables were log transformed. In KEEP data, information about career guidance was 
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composed of four items and it was not measured consistently using the same scale. During 

the 3rd year in high school, it was obtained using six categories, but in the previous two 

years it was coded as 0 and 1. Thus, the variable at time point three was transformed into a 

dichotomous variable, either ‘having the experience (coded as 1) or not having the 

experience (coded as 0). Knowledge about world of works are obtained on a five point 

Likert scale and used to investigate the identity status. 

 

III. Results 

 

1) All Students 

 

The results of initial analysis shows that the average likelihood of career decision 

making was -0.221 (0.55) and the reliability of the level one intercept was 0.34 of the 

unconditional model. The overall correlation between the slope and intercept was 0.131 

which shows that those who decided their careers at earlier time point are slightly more 

likely to be in this tendency of making career decisions at a later time point. The probability 

of choosing careers at each time point was 0.487, 0.567, and 0.621. Both the intercept and 

slope coefficient were statistically significant (p<0.001), which indicates the validity of 

using HLM growth model. However, there was no statistically significant individual 

variance in the rate of growth slope. So in the full model, the level one slope random effect 

was constrained.  

The target conditional model incorporated all the time varying variables at level 1 

and gender and type of schools (vocational high vs. general high) at level 2. The results of 
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the model showed that understanding of one’s aptitude, existence of home career guidance, 

and conversation with parents were statistically significantly associated with the log 

likelihood of making a career decision. Among the predictors, the effect of knowing one’s 

aptitude was the largest. Students who recognize their aptitudes were 7.6 times more likely 

to decide on their careers than the others who do not know their aptitudes. Following 

aptitudes, the effect of school type was the second largest. The odd ratio of school type was 

0.69, which means that vocational high school students were less likely to decide on their 

careers than the general high school students do. Male students were less likely to decide 

their careers than female students. It odds ratio of making career decisions of gender was 

0.73 which means that male students are 0.73 times less likely to make decisions than 

female students do (See Table 2). The rest of the variables such as educational aspirations, 

family income, time spent for communicating with parents, and part time work experience 

were not statistically significant.  

__________________________________ 

Insert Table 2 about here. 

___________________________________ 

Even including these eight predictors at level 1, there was an indication of under-

dispersion problem ( 2σ̂ = 0.724). This indicates the possibility of incorporating more 

variables at level one. However, there was a dilemma associated with incorporating many 

variables in the model. Being a longitudinal data set, many missing values were found. In 

addition, some interesting variables in KEEP were not obtained on a continuous measure. 

Thus, not much reduction in the variance was shown. Since depending on the school type, 
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the overall likelihood of making career decision varies, separate analysis was done to 

investigate the effects of time varying variables and gender on career decision making.  

2) General High School Students 

In order to compare the effect of school type that students attend, the same steps 

were followed as was shown in the model using all high school students. The level one 

intercept reliability of the unconditional model was 0.319 and both the intercept and slope 

coefficient of the level one model was statistically significant. However, the slope random 

effect was not statistically significant, so level one slope random effects was constrained. 

The probability of career decision making was 0.521, 0.591, and 0.657 each year, which is 

higher than those of vocational high school students. Since the significance of both intercept 

and slope effects indicates the appropriateness of using HLM grow model, in the full model 

the same variable were used to compare how the effects of each variable in students’ career 

decision making vary depending on school types. The results of the full model showed that 

understanding of one’s aptitude, home career guidance, and conversation with parents were 

statistically significantly associated with the likelihood of the career decision making. 

Among them the effect of knowing one’s aptitude on career decision making was the 

largest. Students who recognize their aptitudes were 7.9 times more likely to decide their 

careers than the others who do not know their aptitudes. It odds ratio of gender was 0.79 

which indicates that male students were less likely to decide on their careers than female 

students (See Table 2). The rest of the variables, such as educational aspirations, family 

income, and part-time work experience were not statistically significant.  

3) Vocational High School Students 
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The results of initial analysis shows that the average log-likelihood of choosing was  

-0.210 (0.447) and the reliability of the level one intercept was 0.357, as was indicated in 

the unconditional model. The correlation between the slope and intercept was -0.755 which 

shows that those who did not decide thier career at earlier time point are more likely to 

decide their career at a later time point, which results were remarkably different from the 

general high school’s. The probability of choosing careers at each time point was 0.381, 

0.446, and 0.514. Both intercept and slope coefficient were statistically significant 

(p<0.001). However, there was no statistically significant individual variance in the t slope 

random effect. Thus in the final model the random effect was constrained. Unlike general 

high school case, only gender and knowing one’s aptitude were statistically significantly 

associated with career decision making. Male students were less likely to make career 

decision. The odds ratio of gender was 0.58, and those students who recognize/understand 

their aptitudes were 6.5 times more likely to make career decisions (odds ration = 6.5) than 

the others who do not know their aptitudes.   

4) Vocational Identity Status   

In order to answer the final research question, a further analysis on the eight  

decision patterns (①1,1,1 ② 0,0,0, ③ 0,0,1 ④ 1,0,1 ⑤ 0,1,1 ⑥ 1,0,0 ⑦ 0,1,0 ⑧ 

1,1,0) were investigated by categorizing them into four groups, such as  continuous 

career decision making (①), continuous career indecision making (②), change 

toward career decision making (③, ④, ⑤) and change toward career indecision 

making (⑥, ⑦, ⑧). The category 3 and 4 are based on the 3rd year responses as a 

criteria. If in the 3rd year students decided on their career, they were considered 
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belong to “change toward decision group.” If in the 3rd year students indicate that 

they did not decide on their career, they were considered as a “change toward career 

indecision making group.”  

First, it was investigated whether gender and school types were associated 

with the group membership (or belong to a certain category) using chi-square 

analysis and ANOVA (See Table 5). 

Female students and general high school students were more likely to belong 

to group 1. In order to find out whether students’ decision making patterns are 

associated with identity status, such variables as knowledge about jobs and 

understanding of one’s aptitude were incorporated. As was indicated in tables 7 and 8, 

comparatively larger proportion of group 1 indicated that they were more aware of their 

aptitudes than the other groups. In addition, the proportion continue to become larger as 

they grow older unlike the group 2. The group 1 was also more knowledgable about the 

world of works than the rest of groups. In this sense, the status of group 1 can be considered 

as “identity achievement” rather than “foreclosure.” However, due to the limitations of the 

data, there was no way of obtaining the evidence that high school students had experienced 

identity crisis. Thus, this judgment was based on the group’s responses that were more or 

less associated with exploring their future careers by obtaining self-reported information 

about knowledge of the world of works. In the case of group 2 (continuously undecided 

group), compared to the other groups, higher proportion of the students were not aware of 

their aptitudes, and this tendency remains over the three years. Since no information of their 

knowledge about the world of works exists, it is only a conjecture that they are in “diffused 

condition” with respect to career identity.  

Regarding group 3, who showed fluctuating career decision making pattern, their 

career identity status was a little bit difficult to determine using these two criteria.  

However, group 3 shows that they were more cognizant of their aptitudes over time but 

they are not consistent in their knowledge of the world of works of their interests. In this 

sense, they seem to be closer to the “moratorium” status rather than “foreclosure status.”  
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However, regarding group 4, compared to other groups, more students indicated that they 

do not know their aptitude as they progresses, their understanding of the world of works 

decreased in the second year, too. This group shows the tendency of diffusion at the third 

year. However, further in-depth analysis at individual level need to be done to identity these 

group characteristics with respect to career-related identity status.   

IV. Summary & Discussion. 

This study invested Korean high school students’ career decision making using a 

two level hierarchical generalized linear model. Initial analysis showed that constructing a 

growth model is valid because of the intercept and slope coefficients were statistically 

significant. Over time students were more likely to make decisions on their careers. In the 

full model incorporating both time varying variables at level one and gender at level two, 

this study supports the results of previous research (e.g., Taylor, 1979; Cha et al, 2007). 

Like previous research results, understanding of one’s aptitude was associated with career 

decision making positively and female students were more likely to make a decision on 

their careers (Cha et al, 2007). However, vocational high school students’ lower likelihood 

of career decision making was surprising. Since Vocational high school was constructed in 

the way that via education at the vocational school, the transition of students from school to 

work made easier upon vocational high school graduation. However with the rapid 

change in society including the rapid change in the structure of industry and upgrade 

of living standards, Korean vocational high schools did not seems to meet the 

demands of the society. This study showed that more vocational students were likely 

to belong to group 2 than group 1. In this sense, the effectiveness of vocational high 

school in career guidance seems questionable. As Ryu, Choi, Shin, Lee (2007) and 
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Ryu (2009) indicate, vocational high schools in Korea are facing crisis related to the 

role and identity.  

In addition, this study also further explored the four group’s identity status reflected 

on their response pattern over three years using Marcia’s identity status category schemes. 

Students who decided on their career over three years continuously were different from 

those who did not decide on their career consistently in the aspect of being cognizant of 

their aptitude and knowledge of the world of works. In this sense, the continuous decision 

making group seem to explore world of works and their aptitudes more. However, the 

researcher acknowledges that to categorize the identity status based on two variables are not 

adequate. In spite of this, this study is unique because it utilized existing empirical data to 

explore theory of identity development reflected in Korean high school students’ career 

decision making patterns.  
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Table 1. Descriptive Statistics  

Variable N Mean SD Min Max 
Time linear 4169 0.95 0.81 0 2 
career_decision 4169 0.55 0.50 0 1 
part_job 4169 0.13 0.34 0 1 
aptitude 4169 0.63 0.48 0 1 
career guidance 4169 2.89 1.27 0 4 
highschool grad 4169 0.05 0.21 0 1 
2-3 yr college grad 4169 0.18 0.38 0 1 
ln_convers with 
parents 

4169 3.20 1.00 0 6.62 

ln_family income 4169 5.51 0.81 0 11 
Gender 1644 0.49 0.50 0 1 
School type 1644 0.23 0.24 0 1 

Note. This is actual data that used for running HGLM. School type, vocational high schools 

were coded as 1, male students were coded as 1.  
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Table 2.  Final Model: Unit Specific Model of  All High School Students  

Variables Coefficient SE t df p 
Odds 
Ratio 

intercept 0.234 0.042 0.041 1641 0.007 1.263
gender -0.314 0.084 0.084 1641 0.000 0.73
school type -0.375 0.114 0.114 1641  0.687
linear effect 0.169 0.044 0.044 4158 0.117 1.185

part-job 0.106 0.111 0.111 4158 0.564 1.112

aptitude 2.031 0.0814 0.081 4158 0.000 7.623

home_career 
education 

0.119 0.033 0.033 4158 0.067 1.126

highsch.graduation -0.066 0.195 0.196 4158 0.740 0.936
2-3year college 
graduation 

0.036 0.111 0.111 4158 0.958 1.037

ln_conversing 
with parents 

0.087 0.039 0.0389 4158 0.898 1.091

Ln_income 0.035 0.048 0.048 4158  1.036

Random Effect Variance
Chi-

square
df p 

U0 0.662 2065.87 1641 0.000 
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Table 3. Final Model: Unit Specific Model of General High School Students 

Variables coefficient SE t df p 
Odds 
Ratio 

intercept 0.396 0.048 8.196 1257 0.007 1.485
gender -0.234 0.097 -2.412 1257 0.016 0.791

linear effect 0.181 0.053 3.367 3152 0.001 1.198

part-job 0.191 0.175 1.092 3152 0.275 1.211
aptitude 2.074 0.097 21.315 3152 0.000 7.959
home_career 
education 

0.128 0.04 3.196 3152 0.002 1.137

highsch.graduation -0.177 0.367 -0.482 3152 0.629 0.837

2-3year college 
graduation 

0.118 0.153 0.773 3152 0.440 1125

ln_conversing 
with parents 

0.115 0.048 2.406 3152 0.016 1.121

Ln_income 0.045 0.061 0.741 3152 0.459 1.046

Random Effect Variance
Chi-

square
df p 

U0 0.664 1570.92 1257 0.000 
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Table 4. Final Model: Unit Specific Model of Vocational High School 

Variables coefficient SE t df p 
Odds 
Ratio 

intercept -0.266 0.086 -3.083 383 0.003 0.766
gender -0.539 0.174 -3.091 383 0.003 0.583

linear effect 0.146 0.099 1.468 987 0.142 1.157

part-job 0.004 0.175 0.026 987 0.979 1.004
aptitude 1.877 0.163 11.51 987 0.000 6.533
home_career 
education 

0.116 0.065 1.783 987 0.074 1.123

highsch.graduation -0.133 0.258 -0.515 987 0.606 0.875

2-3year college 
graduation 

-0.0692
0.174

9
-0.396 987 0.692 0.933

ln_conversing with 
parents 

0.021 0.072 0.3 987 0.764 1.022

Ln_income 0.037 0.124 -0.304 987 0.761 0.963

Random Effect 
Varia

nce
Chi-

square
df p 

U0 0.693
491.1

6
383 0.000 
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Table 5. Career Decision Making P

Career decision making pattern 
y
r
1 

y
r
2 

y
r
3 

N (%) 

� continuous career decision making group   1 1 1 434 22.55 

② continuous career indecision making group  0 0 0 297 15.43 

� change toward career decision making group       
ca1 0 0 1 201 10.44 
ca2 1 0 1 137 7.12 
ca3 0 1 1 197 10.23 

� change toward career indecision making 
group 

      
  

ca1 1 0 0 95 4.94 
ca2 0 1 0 70 3.64 

ca3 1 1 0 113 5.87 

 

 

Table 6. Career Decision Making Pattern and School Type 

Group   
general 

high
vocational 

high
0 

1 Count 352.00 82.00 434 

 
Expected 
Count 

323.53 110.47 434 

2 Count 186.00 111.00 297 

 
Expected 
Count 

221.40 75.60 297 

3 Count 406.00 129.00 535 

 
Expected 
Count 

398.82 136.18 535 

4 Count 207.00 71.00 278 

  
Expected 
Count 

207.24 70.76 278 
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Table 7. Relations Between Aptitude and Status 

  Group 1 2 3 4 
yr1 Don’t know 66 218 277 89 

Know 368.00 79.00 256.00 189.00 
  Total 434.00 297.00 533.00 278.00 
yr2 Don’t know 53.00 220.00 245.00 105.00 

Know 381.00 77.00 290.00 173.00 
  Total 434.00 297.00 535.00 278.00 
yr3 Don’t know 34.00 196.00 102.00 130.00 

Know 400.00 101.00 433.00 148.00 
  Total 434.00 297.00 535.00 278.00 

 

Table 8.  Knowledge about World of Works of Students’ Interests 

  Group N Mean SD 
1 434 3.52 0.77 

yr1 3 137 3.39 0.81 
4 208 3.43 0.73 

  Total 779 3.48 0.76 
1 434 3.59 0.72 

yr2 3 197 3.35 0.67 
4 183 3.36 0.63 

  Total 814 3.48 0.70 
yr3 1 434 3.80 0.71 

3 535 3.59 0.75 
  Total 969 3.69 0.74 
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The collaboration of interior design, hospitality, and nutrition students make use of the LEED 
certification process to create a pedagogical dialogue. The study will document students’ 
participation and effort in a cross‐disciplinary manner to obtain LEED, Operations and 
Maintenance, certification of the Human Sciences South building on campus. Meetings give the 
students opportunities to interact, share research findings, offer suggestions and strategies for 
the project and complete the documentation necessary for certification.  The meetings also 
give instructors opportunity for pedagogical discourse. The concept for the project is to give 
students practical experience in “green design” and create living laboratories for the disciplines.  
Interior design students complete the interior credits while the students majoring in nutrition 
and hospitality complete the site credits.  To introduce students to organic gardening methods 
that reduce the need for water and fertilizers, the addition of container gardens which grow 
herbs and vegetables for use in food labs will be explored. The project has a national impact 
serving as a model to improve teaching within the disciplines and addressing the priority areas 
of research, ecosystems, well being and safety, and expose students to the terminology, best 
practices, and innovations in “green” design. The project also gives students the opportunity to 
participate in an endeavor that will enhance their education concerning global issues relevant 
to “green” practices. The analysis of the data collected during the project will guide future 
actions and provide further discourse about post‐secondary curriculum and collaboration 
among post‐secondary disciplines. 
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The aim of the current study was to examine the varying experiences of newcomer youth in 
relation to the process of acculturation within an educational context. Three focus groups were 
conducted with eleven culturally diverse youth who were enrolled in Ontario high schools. First 
generation immigrants were found to discuss more negative educational experiences than recent 
immigrants, who were found to commonly position their educational experiences in comparison 
to those of their home country. The responses provided by the youth suggested that the youth 
may utilize different acculturation strategies depending on why their family left their home 
country. The youth also discussed resources that were beneficial to their adjustment and 
identified resources that should be available in the education system. 
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ABSTRACT 

 Aim: Work-related stress concerning teachers have been the object of a lot of researches. 

For school principals, it is not so much the case. According to the few current researches, 

they are confronted to a high level of stress; however, many of them still declare 

themselves satisfied with their work (Phillips, Sen, & McNamee, 2007). The study 

investigates high poverty school principals who are the most satisfied in their work 

despite the difficult conditions, and hence show the most resilience towards the 

difficulties. The aim of the study is to identify what distinguishes them from the more 

vulnerable school principals in the same work conditions. 

Conceptual framework : Resilience is usually defined using two required components;  a 

positive adaptation in adverse conditions. According to Patterson and Kelleher (2005), 

resilient school leaders are those, when adversity comes, that tend to accurately assess the 

reality, and realistically and optimistically interpret the future. They also have many 

protective factors like a good sense of self-efficacy and a preoccupation about 

maintaining good relationships, and taking care of their psychological and physical 

health. They are clear about their values and act accordingly. Finally, they attach 

importance to successful outcomes. 

 Methods: For this descriptive investigation, 13 principals 1) answered to an electronic 

questionnaire on the quality of their working life, 2) completed daily a log diary on their 

working stress and 3) participated to a semi-structured interview where they had to 

describe how they had reacted to a critical incident of their choice, and how they 

generally behave in their functions. Some of their teaching colleagues (N=52) also 

participated to this data collection. The electronic questionnaire evaluated the positive 

adaptation while the log diary evaluated the adversity experienced according to their 

work stress level. Both instruments were used to discriminate more resilient and more 

vulnerable principals. According to our classification, resilient principals (N=4) were 

those who had a better quality of working life and experience very high and very low 

levels of stress. Vulnerable principals (N=4) were those who had a poor quality of 

working life; they experience very high levels of stress, like resilient principals, but 

higher levels of low stress. The interviews were analysed with the software QDAMiner in 
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order to compare the difference of occurrences of themes between resilient and 

vulnerable principals. 

Results : Results show that principals, as their teachers, perceive about the same quality 

of work life, and experience the same level of stress. Principals report that their periods 

of high stress are principally related to human resource management. Content analysis of 

the transcriptions of the interviews shows that, compared to vulnerable principals, 

resilient principals discourses are more positive about themselves, the adverse situations 

experienced and the way they manage them. Meanwhile, vulnerable principals discourses 

attach more importance to their hierarchy of values and  make decisions according to  it.  

Discussion : Findings about the more positive discourse of the resilient principals is 

consistent with the Patterson and Keleher’s model (2005). However, unlike this model, in 

our research, the resilient principals were more flexible around their hierarchy of values, 

a result that other researches on resilience had also pointed out. Implications for the 

continuing education of school principals conclude the presentation. 
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Abstract 

The development of language education highly related with the educational 
reform in Taiwan has been toward a multi-language stage since martial law was lifted 
in 1987 (Huang, 1997, 2004).  A curriculum reform for grades 1-9 in Taiwan was 
implemented in 2001.  Since then, all students from grades 1-6 have to select at least 
one native language to learn among the three different kinds--Southern Min, Hakka, 
and the aboriginal languages, in addition to English learning at the fifth grade and 
Mandarin at the first grade (Ministry of Education, 2001).  In contrast to the former 
situation--Mandarin-only policy, a new ecology of language at school has gradually 
emerged.  It is important to know what the language attitudes of different ethnic 
students toward different languages are, what the language uses of different ethnic 
students in different context and situation are, and how the relationships between 
students’ language attitude and their different identities (ethnic, national, or 
multicultural) are. 

The major purpose of this study was to investigate different ethnic Taiwanese 
students’ language attitudes and language uses, as well as the relationships between 
their language attitude and identity in the context of Taiwan.  The study mainly 
adopted quantatative approach to collect data.  The 8th graders of junior high school 
in northern Taiwan were surveyed in June 2008, using a researcher-designed 

questionnaire of 「language attitude, language use, and identity」.  The final samples 

consist of 3900 valid cases.  Data derived from questionnaire survey has provided 
significant information to answer the related research questions.   

This study revealed four important findings.  First, the junior-high students with 
different ethnic backgrounds have presented different attitudes toward different 
languages.  Students of Southern Min, Hakka, and the aboriginal are more positive 
than students of the Mainlanders.  Second, the junior-high students with different 
ethnic backgrounds have showed no significant difference on the multicultural 
identity along with language and culture.  That means the multicultural identity 
along with language and culture was welcome by different ethnic junior-high students.  
Third, the junior-high students with different ethnic backgrounds have preferred their 
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own languages to others in different occasions or domains in general.  These include 
feeling confident in public settings, live practicality, mental affiliation, conversation at 
home, idea expression, conversation at school after class, and in private domains. 
However, some variances still remain.  Fourth, the relationship between the language 
attitude of different ethnic junior-high students and their different identities has 
indicated no significant difference. 
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Abstract 

Foster children are less likely to pursue and complete post-secondary education than their 

peers not in care, and are at risk for many negative adult outcomes.  Obtaining a post-secondary 

education can be seen as a marker of resilience in emerging adults (age 18-25) who grew up in 

care.  This presentation will focus on the results of a qualitative study in which four female foster 

care alumni were interviewed regarding the factors they believed contributed to their successes 

as post-secondary students and in their transitions to adulthood.  In addition to a sense of purpose 

and self-worth, resilience promoted optimism, independence, and a desire to prove to critics that 

success was possible. Participants identified mentorship and emotional support coming from an 

unexpected variety of sources. A positive construction of the self and of one’s life events were 

also key elements of resilience. Implications for working with at-risk youth are discussed. 
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Gender and Teaching Choice:  

 
Males' Career Decisions and Elementary Teaching as a Profession  

 

 

Abstract 

This qualitative study examined stereotypes and biases that affect males' choice of childhood 

education as a profession. The project addressed questions surrounding the consistent and long-

standing gender imbalance in elementary schools, where fewer than ten percent of teachers are 

male. Specifically, the study focused on factors identified by college males--both those who 

choose to teach at the elementary level, and those who choose other careers--and how these 

factors compared to previous literature on teacher recruiting and retention. Preliminary findings 

indicate certain common factors in choice and recruitment of men to education.  Additional 

conclusions and implications will emerge as the study is completed in fall 2009. 
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Gender and Teaching Choice:  
 

Males' Career Decisions and Elementary Teaching as a Profession  
 

 
In the past decade, as in the past half-century, periodic calls for increased induction and 

participation of male teachers in elementary schools have been made.  While occasional 

emphasis is placed on questions surrounding male teacher’s place and voice in elementary 

instruction, the statistics regarding male teachers has remained essentially unchanged for the past 

80 years (Bolch, 2009).    

Recent studies underscore both the cultural demographic problems surrounding teacher 

induction and retention (NEA, 2003a; NEA, 2004), the unique gender equity challenges of 

recruiting and retaining male teachers (NEA, 2003b), and more specifically, the lack of male 

elementary teachers (Sargent, 2001).  Reports from the National Education Association indicate 

the number of male public school teachers is at an all-time low (21 percent of three million 

teachers nationwide), and since 1981, the number of males in elementary schools has declined 

from an all-time high of 18 percent to the current low of nine percent (Bolch, 2009).  Such 

demographic data seems to contraindicate current national initiatives toward equity and meeting 

all students’ needs in balanced educational settings. 

 While research on educational professional equity has typically focused on under-

representation of women in higher education, some researchers suggest the under-representation 

of men at the lower levels of education also should be addressed (Benton & Vogtle, 1997: 

Kimmel & Messner, 1995; McCormick, 1994).  Increasingly, a perceived social need for men at 

the lower levels has underscored the lack of male elementary teachers (King, 1998; Nelson & 
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Sheppard, 1992).  This study is part of a continuing effort to provide insights and recommend 

solutions to a perennial problem. 

Theoretical Framework 

 This study is grounded in social constructivist views of behavior and career choice.  

Although economic and political factors are involved in professional choices, social-

psychological factors which influence males’ induction into teaching are the major focus of this 

study.  The contrasting conflicts of career choice for women and men have been documented as 

limiting, both psychologically and interpersonally (Bem, 1993; Williams, 1992).  While 

elementary teaching is accepted for women, it is considered a step down in occupational status 

for men.  Issues of income and the status of the profession seem to be obvious, albeit no longer 

accurate, public perceptions (Cook, 2004).   

 Other theoretical bases for understanding the difficulties of career choice for male 

teachers have been proposed by Gaskell & Willinsky (1995), and Allan (1995), who explicate 

the contradictions of male role-modeling and the feminized atmosphere of schooling as not 

conducive to male self-efficacy in teaching.  Because the profession provides few male role 

models, the decision to enter elementary teaching is a tenuous one, often entered into only after 

other professional choices are eliminated.  Further, the accepted glass escalator effect, which 

assumes men will be advanced more readily in professions dominated by women, presumes that 

males in elementary teaching will become administrators at a rate greater than their female 

counterparts (Benton & Vogtle, 1997; Williams, 1992). 

 Differentiated outcomes in learning underscore a further restriction imposed by gender 

segregated teaching.  Because female and male teachers have different ways of operationalizing 

curriculum, learning outcomes for boys and girls may be differentially affected (Gabriel & 
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Smithson, 1990). A number of social-cultural benefits have been ascribed to male participation 

in both boys’ and girls’ learning (Sargent, 2001). If a balanced participation of both female and 

male teachers may lead to curricular activities and classroom atmospheres that enrich all 

students’ lives, how is this balance reached? Addressing the issues of induction and perceptions 

of males who do and do not choose the profession was a goal of this research. 

Creating a setting in which students have the opportunity to gain a balanced, diverse 

education is a priority of contemporary education. Most educational systems assume such an 

education will better prepare the student for the world they enter (e.g., Banks, 2006; Nieto, 

2008). Yet the current educational system does not offer this diversity; most notably, the lack of 

male teachers in the early education system creates a social and intellectual imbalance for young 

children.  Only nine percent of public elementary teachers are male, a number that has steadily 

decreased since the high of 19 percent in the early 1980s; the high has been attributed to the 

recession faced in the early 1980s (NEA, 2009), a trend which may occur in the second decade 

of the twenty-first century, based on current economic projections.  

Increasing the number of male elementary teachers is vital to expand the representative 

diversity of student’s education. A system in which genders are represented equally benefits 

students by providing opportunities to experience positive role models from both genders 

productively working together as educators. This approach may help reverse negative stereotypes 

of a profession dominated by one gender and influence students of both genders to consider 

becoming educators. It is also developmentally important that both genders are represented. 

Students learn about their gender quicker and more effectively when they are given the 

opportunity to examine same-sex role models (Sokol & Katz, 2008). An androgynous approach 

benefits children by negating stereotypes that categorize a subject as feminine or masculine.  
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Increased access to all areas of subject preparation helps broaden choices for students, both male 

and female.  

This study addresses questions surrounding the consistent and long-standing gender 

imbalance in elementary schools, where fewer than ten percent of teachers are male.  

Specifically, this study asks: What factors are currently identified by college males--both those 

who choose to teach at the elementary level, and those who choose other careers--as 

determinants of their career choice?  Are these factors consistent with previous literature on 

teacher recruiting and retention?  A number of related questions are also considered.  Does the 

choice of elementary teaching retain the stigma of a "feminized" profession, despite the fact that 

salaries and benefits are identical with other teaching levels and jobs with similar levels of 

preparation?  What are the interpersonal or cultural factors that distinguish men who choose to 

teach at this level?  Are there characteristics about males teachers that can be related to literature 

on student achievement?  

 
Method 

 
 Using a qualitative study design, data were triangulated through interviews, an electronic 

survey, and multiple focus group participation, in two phases.  Participants are male students at a 

comprehensive college in Central New York.   

 Phase I:  Survey and Interviews of Male Students.  A random sample of male students of 

all majors at the college (n=3750 male students) was surveyed using an electronic survey will be 

distributed via the college website. Follow-up semi-structured interviews were conducted, based 

on students' volunteering in the survey. Survey questions focused on identifying career goals and 

decision-making about career choice.  Specific questions addressed perceptions of elementary 
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school teaching compared to other career choices, and focus groups expanded on the survey 

questions.  

 Phase II:  Survey, Interviews and Focus Groups of Male Candidates in Elementary 

Teacher Education (n=84).  Data were generated through survey, personal interviews and focus 

groups.  Surveys and focus group discussions asked students to identify reasons for choosing 

elementary education as a career goal, influences on career choice, stereotypes encountered, 

personal goals, and issues of second-career choice, where applicable. 

 Data were collected over a two-month period.  Constant comparative methods were used 

to analyze the responses for common themes (Bogdan & Biklen, 2003).  Survey data were 

tabulated using the Excel program, and data display figures generated. Interview and focus group 

data were recorded, transcribed and analyzed using constant comparative methods.  

 Several strands of analysis emerged from informal interview data, including preservice 

teachers’ general efficacy about their work, common perceptions of the problems they faced 

becoming teachers, and projections for future success and career development.   

Results and Discussion 

 Findings of the study are preliminary; final data will be gathered and analyzed during fall 

2009.   In previous studies, perceptions of male teachers functioned to make them feel their 

preparation was uniquely challenging, and that entering the profession for them was qualitatively 

different from their female counterparts.  In this study, specific focus is on preservice male 

teacher candidates' issues of induction, and social and economic factors that precipitate a career 

decision toward, or away from, teaching.   

 Generally, male teachers express extreme satisfaction with the act of teaching (Benton & 

Vogtle, 1997).  While not unique in comparison to their female counterparts, group responses 
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indicate extreme pride and satisfaction with their own and students’ learning accomplishments.  

Their approaches to curricular and co-curricular events are distinguishable from their female 

counterparts for their emphasis on team-work, collaboration, and what a number of participants 

describe as “coaching” behavior.  Similarly, findings by Cook (2004), indicate certain 

predispositions and actions on the part of students and parents in reaction to male teaching styles. 

Educational Implications 

Perhaps males entering the teaching profession face conditions that are no different from 

those which females confront.  It is admittedly difficult to separate gender influences from the 

conditions all new teachers face.  Yet, for male elementary teachers, universally experienced 

induction problems are exacerbated by the phenomenon of being different in the school culture.  

A self-fulfilling prophecy or glass escalator effect may militate against male teachers’ 

satisfaction and efficacy in entering the profession.   

  Expectations by colleagues that male teachers will become administrators must have 

some effect on perceptions of teacher's abilities.  If  there are benefits from the presence of male 

teachers in a school, and if gender balance is to be promoted in elementary school teaching, there 

must be a counterbalance to the assumption that male teachers will appropriately move on to 

administration. 

 Attitudes and interactions with others strongly influence new teachers.  Lacking male 

models and clear guidelines for success, male teachers may find it difficult to accurately attribute 

their struggles and accomplishments. Perhaps for all teachers, but especially for male teachers, it 

is desirable to have a confidante and mentor to advise and encourage through the first years of 

teaching.  Similarly, small issues of comfort and social embarrassment may contribute to male 

teachers feeling like outsiders in the elementary school.   
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 For male candidates, the challenge of being different may indeed restrict access to the 

elementary teaching profession.  Mentoring and support for curricular and inter-personal 

decisions are critical to job satisfaction.  Such speculation will be a foundation for this research 

and future investigation in this area.  
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Highly Qualified Teachers Come from Highly Qualified Programs 
 
 
Introduction 
As institutions of higher education specializing in teacher education enter the second decade of the 
twenty‐first  century, the challenge of providing the highest quality teachers for all classrooms 
intensifies. Old ways of structuring programs and assessing them will not gain institutions continuing 
accreditation. As one of the premier accreditation organizations in the nation, National Council for 
Accreditation of Teacher Education (NCATE), has boldly declared that the process will become more 
rigorous and programs that can meet the new requirements will be transforming what teachers and 
teaching looks like. An “acceptable” level of performance will no longer be sufficient; rather, institutions 
seeking NCATE accreditation will be required to reach an “excellent” level (NCATE News, 2009). Four 
major points are the focus of the change: 

• strengthening the clinical focus of their programs to better prepare educators to meet the needs 
of today’s P‐12 students and foster increases in student learning 

• demonstrating the impact of their programs and graduates on P‐12 student learning 
• increasing knowledge about what works in teacher education to improve P‐12 student learning 

using a research and development strategy to build better knowledge and help institutions use 
that knowledge to improve programs, and 

• addressing the critical needs of school, such as recruiting talented teachers and bolstering 
teacher retention. (NCATE News, 2009) 

 
Even now, as the economy is struggling to recover, many people are deciding that a career change to 
teaching from any number of other professions and jobs, perhaps believing that teaching is a more 
recession‐proof profession. The competition for teaching positions grows with every new graduate, 
especially in a time of economic downturn where, not only are there not new positions being added, 
positions are being lost. If we wish our candidates to be the highly qualified teachers who will be able to 
compete in a challenging job market, we absolutely must ensure that they are the best prepared and 
most highly motivated among the increasing numbers of potential applicants. In order to do this, we 
must be vigilant about assessing the quality of our programs.  
 
This paper discusses the use of a content knowledge exam patterned on the Praxis II licensure 
examination to determine the content knowledge readiness of groups of English Language Arts 
secondary education majors for student teaching. The decision to use the examination as one measure 
of content knowledge was made partially as a result of accreditation considerations. As the unit and 
departments began to explore exactly what measures would be appropriate institutionally, the primary 
author of this paper determined that additional information about the content knowledge of teacher 
candidates in English Language arts would be beneficial in crafting the methods courses candidates must 
take. While content knowledge is only one measure of a candidate’s readiness to impact the learning of 
the P‐12 learner, without strong content foundations, teachers will fail at this. It is extremely difficult to 
assist candidates in their learning about effective instructional planning and implementation of 
instruction if they do not have a strong content base. What good is it for a candidate to know a hundred 
strategies for engaging learners if that candidate lacks a rich content knowledge background? When the 
National Council Teachers of English sets standards for beginning teachers, subject matter knowledge 
comes first!  
 
In New Jersey, in 2008‐2009, 99.7% of teachers were highly qualified in the subjects they were teaching. 
While this is laudable, the federal regulations for what makes a highly qualified teacher are somewhat 
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broad. No Child Left Behind legislation requires three things. The teacher must hold a bachelor’s degree, 
have valid state certification for which no requirements have been waived, and demonstrate content 
expertise in the core subject they teach (Spicer, Pine, Albritton, 2009). A rough estimate based on 
information available at the New Jersey Department of Education website suggests that there are nearly 
90,000 highly qualified teachers in the state. As any particular teacher leaves the profession for 
whatever reason, we must continue to replace each with a new highly qualified teacher and to ensure 
that the replacement teachers meet more than minimum expectations.  
 
It is not enough to preach that assessment is necessary for quality instruction to occur and to expect 
candidates to include appropriate assessments in their lesson and unit plans. The methods course must 
model that it is engaged in the same practice. One of the things we want to be able to demonstrate to 
our candidates is that we are practicing what we preach and there is, in many instances, not enough 
training in developing effective assessments in many teacher education programs. If we wish to be able 
to teach our candidates to develop effective assessments, then we must develop effective assessments 
ourselves.  
 
Assessment is an iterative feedback process for continual program improvement. The assessment cycle 
is an integral part of student‐centered education. It provides an ongoing mechanism for challenging tacit 
assumptions about program effectiveness, identifying conflicting program elements, and assuring that 
student learning objectives are met. It also allows for evolution of program goals over time. Although it 
is by no means an easy task to define learning objectives and measurable outcomes for an educational 
program, faculty engaged in the process inevitably and uniformly are rewarded by identifying with 
heightened clarity what it is they are trying to accomplish and how they can better go about it.  Figure 1 
demonstrates how assessment should be viewed. 
 
Figure 1: Assessment Learning Cycle 

 
Western Washington University Center for Instructional Innovation http://pandora.cii.wwu.edu/ 
 
In order to add one measure of candidates’ readiness to teach English Language Arts content prior to 
their student teaching experience, a content knowledge examination is administered at midpoint of the 
first methods class semester. This assessment instrument was constructed by the primary researcher in 
an attempt to gauge candidates’ knowledge as it is determined it must be shown in accordance with the 
NCTE Standards for Teachers as well as NCATE accreditation requirements. The belief was that the 
candidates in my classes were not as prepared as they needed to be in content, not because they did 
not come through an excellent English program, but rather because they were taking their methods 
classes too early. They were unable to have rich discussions about the wide variety of English language 
arts content they would need to teach. With the job market as competitive as it is, it is important that 
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my candidates are the best prepared we can help them to be. The instructional effectiveness of this 
single course in the teacher education program is one way to determine overall effectiveness of the 
English Education program. It is critically important that individual professors, especially those solely 
responsible for particular elements of a program look at themselves and their course. An individual 
professor teaching an individual course has the same responsibility to utilize a backward design concept 
and ask, What do we want the outcome to be? or What do we want candidates to demonstrate? as the 
starting point of instructional design. 
 
The collaboration between the two authors  began when one, a PhD candidate at a major Research I 
institution had an assignment to analyze a classroom test. She approached her mother (an Associate 
Professor and English Language Arts Education Specialist at a state university) to find a test that could be 
used. This prompted an in‐depth discussion of the elements of assessment that should be considered in 
the construction of the assessment instrument to insure that it is indeed testing what it purports to test. 
So, what began as a class assignment, became a rich and productive collaboration that enabled the 
primary researcher to gather much more meaningful data about her content knowledge examination.  
 
For this particular assessment, it is crucial that we ask ourselves to what standard are we measuring? 
We must be concerned with the Praxis II standard of passing scores, but we must also be accountable to 
the NCTE standards for beginning teachers. Although our state does not require Praxis II until 
application for certification and licensure, our university does require it prior to entry into clinical 
practice. If we do not assist our candidates to understand their own status, they might not be prepared 
for student teaching and that will reflect negatively on both the candidate and the university. Then, 
imagine what the “outside world” is saying about our preparation of teachers if candidates get to 
student teaching deficient in content knowledge. 
 
Procedure 
One of the first major tasks to be undertaken was the analysis of the existing Content Knowledge 
Examination that had been developed during the previous academic year. This analysis would show  
how the items on the original test were tied to the indicators/standards of the Praxis II English Language 
Arts: Content Area Knowledge exam. That exam has definite categories of questions, and it was critical 
for us to know whether my assessment, as I had constructed it, would meet the same levels of Bloom’s 
Taxonomy as did the actual exam. The original assessment included only 60 items and this was half the 
number of questions on the actual Praxis II exam. This first analysis of the original assessment showed 
that more of certain types of questions were needed and fewer of others should be included. The  
revisions were made, and the actual assessment instrument administered to candidates included 120 
questions, the same number as the Praxis II. The intent of the instructor was to provide her students 
with an experience that approximated the testing experience of the ETS Praxis II exam. A table of 
specifications and a table of cognitive dimensions were created to help guide the test construction 
process and ensure varying levels of understanding according to Bloom’s Taxonomy. Figure 2 shows how 
the cognitive processes of Bloom’s Taxonomy manifest themselves in the Praxis II Prep Exam. 
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Figure 2: 

 
Candidates knew from the first day of the class that they would be expected to participate in the 
assessment. It would not count in their course grade, but would rather be a means of determining 
whether they were at the appropriate place in their program and what their content knowledge gaps 
might be. One week prior to the administration of the assessment, candidates completed a survey which 
enabled the researcher to see the content preparation of each candidate. Important information 
regarding the total number of credits in the English major a candidate had completed, English GPA, 
whether the candidate was a native student (one who had begun at the institution and would complete 
the entire degree there) or a transfer student, whether the candidate had taken and passed or failed the 
actual Praxis II licensure exam and if so, how many times and what was the highest earned score. Each, 
through a signed statement, gave permission for scores and responses to be used in reporting the 
research findings. It should be noted that candidates are required to have a minimum 3.0 English major 
GPA for admission to the junior level class in which the assessment is administered.  
 
On the day of, but prior to, administration of the instrument, candidates were given a survey that asked 
a series of questions related to their perceptions of their preparedness for the exam and their feelings 
about the exam.  They then completed the assessment in a 2 hour timeframe in order to replicate the 
actual test‐taking setting. Following the assessment, they were asked to respond to the same series of 
questions with the only difference being that they were now answering with the post‐test perceptions. 
The tests were electronically scored and a number of analyses were also provided as a result of the 
electronic scoring.  
 
Item analysis can be a powerful technique available to instructors for the guidance and improvement of 
instruction. For this to be so, the items to be analyzed must be valid measures of instructional objectives 
(Haladyna, 2004). The table of specifications and dimensional analysis for item construction adds to the 
content validity.  To improve the quality of tests, item analysis can identify items which may be too easy, 
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too difficult, are not able to differentiate between those who have learned the content and those who 
have not, or have distractors (incorrect answer choice alternatives) which are not plausible.   
A number of item statistics will be reported to aid in evaluating the effectiveness of the items and, in 
sum, the overall test. The item analysis described in the report will include the following: a) descriptive 
statistics (e.g., mean raw score) for the total group of test takers; b) a discussion of the distribution of 
the raw total test scores including, percentile ranks and standardized z‐scores; c) a summary of the 
items’ level of difficulty  and discrimination indices, the ability to discriminate between persons who 
performed well on the examination and those who did not; and d) a discussion of the reliability of the 
instrument. Percentile ranks show the student’s relative position to the rest of the group (Gronlund & 
Waugh, 2009). Additionally, the raw scores were transformed into z‐scores in order to provide a 
standardized score that would allow for comparison of relative performance on similar assessments.   
 
Item Difficulty 
The first of the item statistics presented in Table 1 is the index of difficulty which is the percentage of 
the total group of test takers who correctly answered the item. Item difficulty is estimated by the p‐
value. Item p‐values at .50 offer the greatest contribution to test reliability. There is potential that p‐
values may be biased on the sample of test takers from which they were calculated (Haladyna, 2004).  

Table 1. 

A breakdown of a sample of item responses including difficulty and discrimination values 

Item 
number 

Difficulty 
Value 

(p‐value) 
Discrimination 

Index 

Percent Selecting Answer Choice 

A  B  C  D 

1  61.90  .59  19.05  14.29  4.76  61.90* 
2  61.90  .37  61.90*  0  14.29  23.81 
3  76.19  .27  0  9.52  76.19*  14.29 
4  100.00  .  100.0*  0  0  0 
5  90.48  .22  0  90.48*  4.76  4.76 
6  71.43  .30  23.81  0  71.43*  4.76 
7  47.62  .15  9.52  42.86  0  47.62* 
8  71.43  .23  4.76  71.43*  14.29  9.52 
9  71.43  .21  19.05  0  9.52  71.43* 

10  47.62  .19  47.62  47.62*  4.76  0 
11  52.38  .19  19.05  25.57  0  52.38* 
12  100.00  .  0  0  0  100.0* 
13  19.05  .15  4.76  4.76  19.05*  71.43 
14  66.67  .16  66.67*  14.29  14.29  4.76 
15  76.19  .13  0  23.81  0  76.19* 
16  38.10  .31  38.10*  14.29  42.86  4.76 
17  71.43  ‐.04  14.29  4.76  9.52  71.43* 
18  52.38  .32  28.57  52.38*  9.52  9.52 
19  100.00  .  100.0*  0  0  0 
20  71.43  ‐.04  9.52  0  19.05  71.43* 
21  90.48  .03  0  0  90.48*  9.52 
22  95.24  .27  95.24*  4.76  0  0 
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Item 
number 

Difficulty 
Value 

(p‐value) 
Discrimination 

Index 

Percent Selecting Answer Choice 

A  B  C  D 

23  80.95  .22  80.95*  9.52  0  9.52 
24  47.62  .29  9.52  47.62*  33.33  9.52 
25  52.38  .04  52.38*  0  28.57  19.05 
26  85.71  .33  0  9.52  4.76  85.71* 
27  80.95  .39  9.52  9.52  0  80.95* 
28  71.43  ‐.04  4.76  23.81  71.43*  0 
29  71.43  .11  71.43*  9.52  0  19.05 
30  14.29  .44  23.81  14.29*  9.52  47.62 
31  47.62  .44  0  19.05  47.62*  33.33 
32  23.81  .36  42.86  23.81*  33.33  0 
33  52.38  .59  28.57  0  19.05  52.38* 
34  38.10  .29  38.10*  33.33  19.05  9.52 
35  38.10  .31  19.05  0  38.10*  42.86 
36  33.33  .06  0  23.81  42.86  33.33* 
37  61.90  ‐.02  14.29  23.81  61.90*  0 
38  76.19  .43  19.05  76.19*  0  4.76 
39  38.10  .37  23.81  38.10*  19.05  19.05 
40  14.29  .67  9.52  47.62  28.57  14.29* 
41  42.86  .15  42.86*  33.33  9.52  14.29 
42  95.24  .18  4.76  0  95.24*  0 
43  47.62  ‐.07  47.62*  14.29  4.76  33.33 
44  95.24  .18  4.76  0  95.24*  0 
45#  19.05  ‐.17  4.76  9.52  19.05*  66.67 
46  61.90  .02  9.52  61.90*  23.81  4.76 
47  14.29  ‐.11  28.57  19.05  38.10  14.29* 
48  28.57  .06  71.43  28.57*  0  0 
49  85.71  .22  4.76  85.71*  4.76  4.76 
50  71.43  .36  71.43*  19.05  4.76  4.76 
51  66.67  .20  0  9.52  66.67*  23.81 
52  33.33  .67  33.33*  19.05  42.86  4.76 
53  66.67  .22  4.76  9.52  19.05  66.67* 
54  85.71  ‐.19  4.76  9.52  0  85.71* 
55  0.00  .  19.05  0*  28.57  52.38 
56  76.19  .22  4.76  76.19*  14.29  4.76 
57  42.86  .64  14.29  42.86*  19.05  23.81 
58  80.95  .17  19.05  0  80.95*  0 
59  52.38  ‐.19  23.81  14.29  52.38*  9.52 
60  85.71  .16  4.76  4.76  85.71*  4.76 

Notes. * indicates correct answer choice 
# indicates an incorrectly keyed item discovered through item analysis statistics 
. indicates that discrimination values, point biserial correlations, could not be calculated for these items 
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Items 7, 24, 31, for example, provide p‐values with a strong contribution to test reliability.  Item 55 
proved to be the most difficult item with zero test takers answering the question correctly. These items 
were not intended to be un‐answerable and it is recommended that they be further evaluated to 
determine the source of misunderstanding.  Additionally, these items do not provide any contribution to 
the overall test reliability. In contrast, items 4, 12 and 19 had  p‐values that indicated all test takers 
responded to the items correctly.  Although the client did not have issue with this finding, these items 
do not contribute to the overall test reliability, nor do the items missed by all test takers, as they do not 
contribute any variance to test takers’ scores. 

Discrimination Index 
As an indicator of item discrimination, point biserial correlations are shown in Table 5 for each item. The 
point biserial correlation is the correlation between a student's performance on an item (right or wrong) 
and his or her total score on the test. The possible range of values for the point biserial correlation is +1 
to ‐1. High performers are expected to answer an item correctly more frequently than low performers. 
Consequently, a point biserial correlation should be positive. Point biserial correlations above .35 are 
highly discriminating and offer a greater contribution to test reliability.  If items have low or negative 
discrimination values, below .15 according to Haladyna (2004), teachers can examine the item, try to 
identify what was tricky about it, and either change the item or modify instruction to correct a confusing 
misunderstanding about the content.  

In one instance on this assessment, the negative discrimination index resulted from an incorrectly keyed 
item on the answer key. Item 45 was originally keyed with C being the correct answer when, in fact, 
answer choice D is correct.  Items 40 and 52 were the most discriminating item with a point biserial 
correlation of .67. Items 1 and 57 were the next strongest discriminating items with point biserial 
correlations of approximately .60.  Twenty percent of the test items had discrimination index values of 
.35 or greater.  Unfortunately, there were also a substantial amount of items (17, 20, 28, 37, 43, 45, 47, 
54, and 59) with negative discrimination values indicating that the lower level students answered the 
item correctly more often than higher performing students.  These items should be evaluated further 
and modified in order to further develop their ability to effectively discriminate. Doing so should further 
enhance the test’s reliability.  

Table 5. 
A breakdown of a sample of the test’s item responses including difficulty and discrimination values 
 

Item 
number 

Difficulty 
Value 

(p‐value) 
Discrimination 

Index 

Percent Selecting Answer Choice 

A  B  C  D 
1  61.90  .59  19.05  14.29  4.76  61.90* 
2  61.90  .37  61.90*  0  14.29  23.81 
3  76.19  .27  0  9.52  76.19*  14.29 
4  100.00  .  100.0*  0  0  0 
5  90.48  .22  0  90.48*  4.76  4.76 
6  71.43  .30  23.81  0  71.43*  4.76 
7  47.62  .15  9.52  42.86  0  47.62* 
8  71.43  .23  4.76  71.43*  14.29  9.52 
9  71.43  .21  19.05  0  9.52  71.43* 

10  47.62  .19  47.62  47.62*  4.76  0 
11  52.38  .19  19.05  25.57  0  52.38* 
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Item 
number 

Difficulty 
Value 

(p‐value) 
Discrimination 

Index 

Percent Selecting Answer Choice 

A  B  C  D 
12  100.00  .  0  0  0  100.0* 
13  19.05  .15  4.76  4.76  19.05*  71.43 
14  66.67  .16  66.67*  14.29  14.29  4.76 
15  76.19  .13  0  23.81  0  76.19* 
16  38.10  .31  38.10*  14.29  42.86  4.76 
17  71.43  ‐.04  14.29  4.76  9.52  71.43* 
18  52.38  .32  28.57  52.38*  9.52  9.52 
19  100.00  .  100.0*  0  0  0 
20  71.43  ‐.04  9.52  0  19.05  71.43* 
21  90.48  .03  0  0  90.48*  9.52 
22  95.24  .27  95.24*  4.76  0  0 
23  80.95  .22  80.95*  9.52  0  9.52 
24  47.62  .29  9.52  47.62*  33.33  9.52 
25  52.38  .04  52.38*  0  28.57  19.05 
26  85.71  .33  0  9.52  4.76  85.71* 
27  80.95  .39  9.52  9.52  0  80.95* 
28  71.43  ‐.04  4.76  23.81  71.43*  0 
29  71.43  .11  71.43*  9.52  0  19.05 
30  14.29  .44  23.81  14.29*  9.52  47.62 
31  47.62  .44  0  19.05  47.62*  33.33 
32  23.81  .36  42.86  23.81*  33.33  0 
33  52.38  .59  28.57  0  19.05  52.38* 
34  38.10  .29  38.10*  33.33  19.05  9.52 
35  38.10  .31  19.05  0  38.10*  42.86 
36  33.33  .06  0  23.81  42.86  33.33* 
37  61.90  ‐.02  14.29  23.81  61.90*  0 
38  76.19  .43  19.05  76.19*  0  4.76 
39  38.10  .37  23.81  38.10*  19.05  19.05 
40  14.29  .67  9.52  47.62  28.57  14.29* 
41  42.86  .15  42.86*  33.33  9.52  14.29 
42  95.24  .18  4.76  0  95.24*  0 
43  47.62  ‐.07  47.62*  14.29  4.76  33.33 
44  95.24  .18  4.76  0  95.24*  0 
45#  19.05  ‐.17  4.76  9.52  19.05*  66.67 
46  61.90  .02  9.52  61.90*  23.81  4.76 
47  14.29  ‐.11  28.57  19.05  38.10  14.29* 
48  28.57  .06  71.43  28.57*  0  0 
49  85.71  .22  4.76  85.71*  4.76  4.76 
50  71.43  .36  71.43*  19.05  4.76  4.76 
51  66.67  .20  0  9.52  66.67*  23.81 
52  33.33  .67  33.33*  19.05  42.86  4.76 
53  66.67  .22  4.76  9.52  19.05  66.67* 
54  85.71  ‐.19  4.76  9.52  0  85.71* 
55  0.00  .  19.05  0*  28.57  52.38 
56  76.19  .22  4.76  76.19*  14.29  4.76 
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Item 
number 

Difficulty 
Value 

(p‐value) 
Discrimination 

Index 

Percent Selecting Answer Choice 

A  B  C  D 
57  42.86  .64  14.29  42.86*  19.05  23.81 
58  80.95  .17  19.05  0  80.95*  0 
59  52.38  ‐.19  23.81  14.29  52.38*  9.52 
60  85.71  .16  4.76  4.76  85.71*  4.76 

Notes. * indicates correct answer choice 
 # indicates an incorrectly keyed item discovered through item analysis statistics 
. indicates that discrimination values, point biserial correlations, could not be calculated for 
these items. 
 

Distractor Analysis 
In percentage of students answering a question correctly), multiple‐choice questions should be 
examined using a distractor analysis to determine the effectiveness of the various distractors that were 
provided.   For example, item 1 shows addition to the item difficulty index (over 60% of students 
answered the item correctly and the remaining students who did not know the answer showed a 
distribution among all of the distractors. Also, item 14 shows 66.67% of the students answered 
correctly, and each of the distractors was selected. In these examples, the distractors have functioned as 
they should. In general, it may not be desirable to have one of the distractors chosen more often than 
the correct answer, as occurred with question 45. This may indicate a potential problem with the 
question. This is particularly true with this item since the discrimination index is negative indicating that 
the lower performing students answered the question correctly more often than the high performers. 
This may be a misleading or “tricky” question and should be modified. 

If students do not know the correct answer and are purely guessing, their answers would be expected to 
be distributed among the distractors as well as the correct answer, perhaps as for question 47. This item 
also has a poor discrimination index which indicates it does not differentiate appropriately between low 
and high performers. If one or more distractors are not chosen, as occurs in questions 2, 6, and 11, for 
example, the unselected distractors probably are not plausible and should be replaced in subsequent 
test administrations. For items where one distractor was not selected, it may also be appropriate simply 
to remove an answer choice and only present three answer choice options. Haladyna (2004) argues that 
three answer options are as effective and reliable as 4 options.  For items 15, 21 and 22, two distractors 
were not selected.  In this case, it is necessary to re‐evaluate alternative choices that may be more 
plausible distractors.  In this case, where the students could easily eliminate two choices, there is a 
much higher chance of guessing the correct answer rather than having to truly know the content.  One 
goal for a valid and reliable classroom test is to decrease the chance that random guessing could result 
in a correct answer. The greater the number of plausible distractors, the more accurate, valid, and 
reliable the test will become. 

Reliability 
The assessment of the test’s reliability is based on the correlations between the individual items that 
make up the test, relative to the variances of the items. The most common index of reliability, 
Cronbach's coefficient alpha ( ), is actually estimated from the consistency of all items within the 
assessment and is also referred to as the internal‐consistency reliability.  A reliable test should have a 
strong relationship between true score and observed score, minimizing measurement error. Cronbach 
alpha allows us to examine this relationship by taking all items and combinations into account.   The 
Cronbach’s alpha calculated for this test was .69.  A higher reliability coefficient would be desirable and 
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it is suggested that items with a 0.0 or 1.0 p‐value and those with low or negative discrimination indices 
be evaluated and modified to improve the overall reliability.  Additionally, lengthening the test might be 
a possibility to increase its reliability.  This may not be practical; however, relative to time constraints in 
the classroom. 

An alternative way of computing the reliability of a total scale score is to divide it in some random 
manner into two halves. If the assessment is perfectly reliable, we would expect that the two halves are 
perfectly correlated (i.e., r = 1.0). One example of this type of reliability is via the Split‐Half correlation 
coefficient. In spilt‐half, you treat one single test as two tests by dividing the items into two subsets. 
Reliability is estimated by computing the correlation between the two subsets, odds and evens, for 
example.  For this assessment, the split‐half reliability coefficient is lower than desired (r=.52).  Based on 
the split‐half reliability coefficient, we can calculate an estimated full length test reliability coefficient by 
utilizing the Spearman Brown prophecy formula [2*r/(1+r)].  Using this technique, our full‐length 
estimated reliability would be .68.  

Standard Setting 
Just as the actual Praxis II utilizes a cut‐score for passing the assessment, a similar process of standard 
setting could be implemented for this Praxis II prep exam.  During the item review process, content 
experts rated the items for level of difficulty.  It might be useful for these experts to once again rate the 
items according to the percentage of students who are minimally competent in English Education that 
would answer the items correctly.  By averaging these responses from all content experts, we could 
calculate a cut‐score for passing the Praxis II prep exam. This might be of particular interest recognizing 
that this exam was rated relatively difficult and the pilot administration of the test resulted in lower 
than anticipated scores.   
 
Summary 
Haladyna (2004) points out that “a primary source of validity evidence supporting any test score 
interpretation or use involves test items and responses to test items. Thus, the study of items and item 
responses becomes an important part of test score validation” (p.181).  This item analysis provides 
valuable information that can be utilized to improve the reliability and, in turn, validity of the 
assessment.  A post‐test debriefing session with the test takers conducted by the instructor provided 
additional information to help determine where potential ambiguity in the test may have occurred.  
Additionally, test takers were asked to complete a questionnaire to collect information on English 
courses completed within the curriculum, length of time since completion of courses, GPA in major, 
Overall GPA, transfer status, and whether or not the students had attempted and/or passed the Praxis II.  
In aggregrate form, this information was used to determine whether content deficiencies existed; 
therefore, served as a valuable advising tool.  This is important because level of instructional and overall 
instructional history will impact the difficulty of the test items and may result in a biased p‐value for 
items (Haladyna, 2004). Additionally, identified content area deficiencies provided information for 
further curriculum development and as a guide for departmental assessment practices. 
 
Conclusions 
As a result of this endeavor to discover where our candidates stand in the depth of their content 
knowledge and their readiness for student teaching, we were able to discover certain things about our 
English Education program. Analysis of individual questions is ongoing at this point; however, certain 
patterns have already emerged, and we have discovered certain things. 

1. Candidates lack sufficient knowledge of contemporary adolescent literature and its place in the 
curriculum of secondary schools; 
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2. Candidates do not have as broad a range of knowledge of a variety of literature as is indicated as 
meeting the expectations of the NCTE standards; 

3. Candidates need additional instruction in the teaching of and assessment of writing; 
4. Candidates who were “native” to our institution rather than transfers (particularly from county 

colleges in our state) performed better; 
5. Candidates were correct in their own assessment of their weak points; 
6. Candidates scored significantly lower than anticipated; 
7. Half the candidates who took the assessment elected to delay final methods class for a semester 

and take additional content; 
8. The majority of candidates who made the choice to enrich their content knowledge have now 

passed the Praxis II after having failed it at least once, and in several cases, twice before; 
9. Most of the candidates who had already passed the Praxis II exam did so within only a few 

points of the passing score. 
 

Given the information gathered and preliminary analysis of results there have been several things we 
have done to move towards improvement of the program. We have proposed the addition of an 
Adolescent Literature course as a requirement for English Education candidates; we have discussed the 
need for a broader range of literary interests in candidates and in their course selection; we have 
focused on need for additional teaching of writing focus in methods courses or in a new course. The 
procedure will be replicated in the fall semester of 2009.  
 
In an ongoing effort to provide highly qualified teachers, programs themselves must be highly qualified. 
In order for that to happen, individual professors teaching critical courses must be willing to assess their 
own course content and to be willing to evaluate strengths and weaknesses of individual assessments, 
thereby modeling for candidates the crucial role of assessment in teaching and learning. Without careful 
assessment of individual courses, the programs will have potential weaknesses. It is the responsibility of 
each instructor to recognize the standards to which we must teach and to ensure that our programs 
provide the opportunity for teacher candidates to become highly qualified teachers. 
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Abstract

The purpose of the present study (proposal) is to investigate how indigenous young
children view their surrounding world and how their scientific concepts are acquired through
cultural contexts. It will be conducted among Atayal tribes in the northern area of Taiwan;
five-year-old children, parents, teachers, and the elders in the tribes will all be included as
participants for the project. Qualitative research method will be adopted and data-collecting
methods will include observation, interview, record-keeping by the children’s family members
and their preschool teachers, and photographing young children accompanied by their parents,
in order to collect their questions and responses. The scientific teaching and learning in
response to indigenous children’s worldview will also be further examined.

The rationales of the study are as following. First, although the core value of place-based
science program previously conducted was to focus on children’s self-initiative inquiry and
learning, the topics related to cultural and science study were mostly decided by adults. The
most important voices, children’s perspectivesand responses, were neglected. Second, we
have learned the importance of the dialectical relationship between young children’s “daily 
concepts” (formed by daily experiences) and “science concepts”(formed by school learned
knowledge), emphasized by Dr. Marilyn Fleer (from Monash University, Australia) in the
International Academic Conference of Indigenous Science and Mathematics Education,
National Taitung University , 4th-5th October 2008, in Taiwan.

During the second year of the project, we willfocus on teachers’ and parents’viewpoints
onchildren’s worldview by adopting multi-perspectives of dialectical method. Case study will
be adopted to collect information for further research to investigate the changing process of
children’s worldview. In the third year, we will invite the participants who have participated in
the second year project to evaluate the science program based on indigenous children’s 
worldview. Finally, the fourth year, we will target on evaluations and revisions of the whole
project to develop a place-based theory and program of “adopting indigenous children’s 
worldviews as foundation of teaching and learning of young children’s science education”, 
and to set up a database, sharing all the findings with international academic communities.
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Abstract 
This research aims to analyze factors which affect the effectiveness 
of the organizational schools under Bangkok Metropolitan 
Administration. The method used in this research is a descriptive 
one.  This research is composed of two main ideas; factors which 
affect the effectiveness of the organizational schools under 
Bangkok Metropolitan Administration and; the evaluation of the 
effectiveness of the organizational schools under Bangkok 
Metropolitan Administration and the evaluation of factors which 
affect the effectiveness of the organizational schools under 
Bangkok Metropolitan Administration. This is to study on a variable 
which causes or has an influential effect on the effectiveness of the 
organization in accordance with Steers’s theory. Such theory 
consists of organizational characteristics, environmental 
characteristics, employee characteristics, managerial  policies  &  
practices. 

The method used to evaluate the effectiveness of the school 
organization is Parsons’ social function model. According to the 
model, the effectiveness of the organization can be evaluated from 
the four abilities to do their duties which are as followed; 1. 
Adaptation 2. Goal achievement 3. Integration and 4.Latency  

This research uses the knowledge on factors affecting the 
organization of schools under Bangkok Metropolitan Administration. 
This results in the knowing of a variable which affects the 
effectiveness of the organization and the level of effectiveness of 
the organization of the schools under Bangkok Metropolitan 
Administration. These will guide schools and other relevant 
organizations the means to increase the effectiveness of the 
organizations. This will allow such organizations to evaluate the 
administration of schools under Bangkok Metropolitan. Such 
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evaluation will result in the data which can be used to continuously 
improve the administration of the organizations. At the same time, 
high level executives can also use the result of this research on 
factors affecting the effectiveness of the organization of schools 
under Bangkok Metropolitan Administration and the effectiveness 
of such schools to set up policies and practices in developing the 
quality of education and to increase the effectiveness of the 
schools under Bangkok Metropolitan Administration.  

Introduction  
Education is important and essential for every person to study and 

gain experiences. Bangkok Metropolitan Administration, thus, set up 
administrative educational policies from the kindergarten level to higher 
education level. Such policies aim to improve both qualities and standard of 
all educational levels. This is to provide opportunities to every person in the 
society. Educational administration under Bangkok Metropolitan focuses on 
the development of people, the development of society and the development 
of the nation. Schools under Bangkok Metropolitan Administration mainly look 
after the basic education. An educational institution is an organization which 
executes the management and education. Bangkok Metropolitan 
Administration sets up the policies and supervises every Bangkok 
Metropolitan Administration to run the education fairly and equally without 
any charge in accordance with the Constitution B.E. 2540 and Education Act 
B.E. 2542 and the 2nd additional protocols B.E. 2545. Office of Education in 
Bangkok supervises 435 schools which they are spread out in 50 Metropolitan 
Administrations. 

According to the two evaluation reports from the Office for National 
Education Standards and Quality Assessment and the education in Bangkok 
B.E. 2551, the administrative management of schools under Bangkok 
Metropolitan Administration and the management of knowledge activities are 
still lack of effectiveness. Overall, the evaluation of students in the standard 
level 4 and 5 are moderate. The report on national basic education test or (O 
– Net) has an average of 48.85 per cent. In Bangkok Metropolitan area, it 
was evaluated at the average of 46.96 which has to be improved. 

The development of education is the development of human 
resources. This is to improve human resources physically and mentally. The 
administration of education, therefore, has to focus on the development of 
Thai people’s potential to have moral, be knowledgeable, obedient, and ready 
face the impacts from continuously changing both within and outside the 
country. Moreover, these human resources will become the main driving force 
in developing the country stably and in respond to the world fast pace. They 
will also be the main driving force to learn, live and preserve Thai traditional 
way of life and to have their rights protected fairly. Preparing Thai youth and 
society to be the quality learning society and developing human resources to 
have both quality and moral will result in the development of the solid 
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economy and happily live in the society. It will also lead to a security in 
natural resources, collaboration in developing good environment, developing 
the administration of the country under democracy which has the king as the 
head of the state. These mentioned above will lead to the improvement of 
educational quality which will eventually lead the country to be able to 
compete with others.    

The idea of effectiveness of the organizations is the ability of the 
organization to utilize its resources to achieve its goal and the ability of the 
organization to stay in the changing environment to achieve its best 
effectiveness.  

Are the schools organizational effective? If so, to what extent are they 
effective? This illustrates the essential of having the organization evaluated in 
order to get the data whether the schools are organizational effective and, to 
what extent, they are currently at. The idea of the evaluation can be taken in 
various forms. However, this research will use factors affecting the 
effectiveness of the organization in accordance with Parson’s theory (1977) 
which are as followed; 1. adaptation 2. goal achievement 3. Integration and 
4.latency.  

Purposes of the research    
This is to analyze factors affecting the effectiveness of organizational 

schools under Bangkok Metropolitan Administration.   

Questions to the research   
1. What level of the organizational effectiveness of schools under 

Bangkok Metropolitan Administration is?  

2. What factors do affect the organizational effectiveness of schools 
under Bangkok Metropolitan Administration?   

The main ideas of the research     
This research is about analyzing factors affecting organizational 

effectiveness of schools under Bangkok Metropolitan Administration. The 
main ideas consists of two points namely factors affecting organizational 
effectiveness of schools under Bangkok Metropolitan Administration and the 
evaluation of organizational effectiveness of schools under Bangkok 
Metropolitan Administration.   

1. Factors which affect organizational effectiveness of schools 
under Bangkok Metropolitan Administration and these are to study a 
variable which is a cause or an impact to the organizational 
effectiveness followed Steer’s theory (1977:8). Such theory consists of 
organizational characteristics , environmental characteristics, employee 
characteristics, managerial  policies  &  practices. 
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2. Factors which are used in evaluating the organizational 
effectiveness of schools and this will be done by using Parson’s social function 
model (1977). According to the theory, the organizational effectiveness can 
be evaluated by its ability to perform four duties which are; 1. adaptation 2. 
goal achievement 3. integration 4. latency.  

The methodology  
In this organizational effectiveness of schools under Bangkok 

Metropolitan Administration study, the researcher will use descriptive 
research composed of 5 steps as followed;  

Step 1: Study the knowledge in order to get the research ideas by 
analyzing from documents, concepts, ideas, and theories and relevant past 
research studies. This is to get the characteristics of factors affecting 
organizational effectiveness of schools under Bangkok Metropolitan 
Administration which is the main idea of this research.  

Step 2: Limit the population and random groups of specimen. 
Researcher will use schools under Bangkok Metropolitan Administration to be 
an analyzing data.  

2.1 Limiting the population specimen in this research to 435 schools 
under Bangkok Metropolitan Administration  

2.2 People who give date are 435 CEOs of schools under Bangkok 
Metropolitan Administration and 435 teachers. Thus, 870 people altogether.  

Step 3 Building materials for this research and these are composed of 
two sets of materials as followed:  

Set 1:  questionnaires on factors affecting organizational effectiveness 
of schools under Bangkok Metropolitan Administration  

Set 2: a test on measuring the organizational effectiveness, 
questionnaires and a test on the organizational effectiveness using Parson’s 
social function model which consists of five levels. The materials used in this 
research are set up following these steps 1) theory learning 2) structure of 
the variable 3) building and developing materials  

Step 4 Collect data which the researcher is doing following these steps. 

The researcher will make a letter from Graduate School to ask for 
cooperation in answering questionnaires and organizational effectiveness 
tests. Some questionnaires and tests will be sent via mail while others will be 
collected by the researchers. After receiving the data, the researchers will 
inspect whether such data received are completed and will use it for 
analyzing.   
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Step 5 Analyze the data. The researcher will analyze the data from the 
questionnaires and organizational effectiveness test by using a ready-to-use 
SPSS of Window. Moreover, the researchers will analyze opinion about the 
factors affecting organizational effectiveness of schools under Bangkok 
Metropolitan Administration by calculating Pearson Product Moment 
Coefficient Correlation and Multiple Regression Analysis by using hierarchical 
stepwise.  

Step 6 Present the research   

Expected result of the research: In this research, it is expected to 
get answers to these following questions: 1. What level of the organizational 
effectiveness of schools under Bangkok Metropolitan Administration is?        
2. What factors do affect the organizational effectiveness of schools under 
Bangkok Metropolitan Administration?   

 1. What level of the organizational effectiveness of schools 
under Bangkok Metropolitan Administration is? According to Parson’s 
evaluation of organizational effectiveness, it believes that there are 4 basic 
duties namely 1. adaptation 2. goal achievement 3.integration  and latency. 
In order for the schools to survive, the schools will have to operate duties as 
followed:  

 1.1. Adaptation- the researcher believes that schools will have to 
adjust themselves to suit various situations happening outside and the 
environment. Such schools will have to adjust their structures and 
technology. Additionally, there should be a pool sharing of schools’ works, 
appropriate numbers of teachers to suit the amounts of work that the schools 
manage, high technology which is able to adapt to any future adjustment, the 
various kind of technologies that can work in accordance with the tasks and 
using technologies to execute the academic work to suit the teachers’ desire. 
The schools must use sufficient technology to manage academic work to 
satisfy teachers’ desires. These factors mentions above will affect the 
adjustment of the school. This will lead to effectiveness and capability.  

1.2. Goal achievement- the researcher expects that schools will set up 
and execute their tasks in order to achieve their goals in terms of the 
development in quality of teachers. This will create attachment with the 
organization and job performance. The goal is also to make teachers have 
faith in their profession, follow the academic development in their specialized 
fields, have interest in attending academic conferences continuously, feel 
secure in teaching profession, make teachers enthusiastic and willing to work. 
Moreover, attachment with the organizations can attract new personnel and 
keep present personnel. Such attachment can also result in the working 
encouragement which will consequently lead to the effectiveness and 
capability.  

1.3. Integration-the researcher believes that schools will have to 
coordinate three issues namely adaptation, goal achievement and latency 
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traditions. Connection and coordination of organizational characteristics 
environmental characteristics, employee characteristics and managerial  
policies practices will have an impact on integration of school to reach 
effectiveness and efficiency.  

 1.4 Latency-the researcher expects that schools will have to attract 
teachers and traditional pattern to preserve such encouragement. Moreover, 
schools have norms and practices in taking teachers’ opinion into account 
while teachers will have to love their duties and consider their own dignity. 
Teachers will also have to be moral models for students, proud to develop 
education in Bangkok, be conscious in their teaching duty and be responsible 
in developing the qualities of students, be attached to the schools, behave in 
accordance with governmental rules, be respectable for parents and 
communities and continuously behave within the norms and morals. Schools 
will also encourage good relationship within the executive team. Such 
executive team will have to encourage teachers and students to feel 
connected with the school while the executive team will have to attract 
teachers to carefully teach students to be intelligent and good people. 
Additionally, happiness focuses on the quality of the academic, personnel, 
budget and general management which will affect the latency of school .  

2.Factors affecting organizational effectiveness of schools 
under Bangkok Metropolitan Administration- factors affecting 
organizational effectiveness means the ability to adapt itself to the 
environment, ability to execute activities to achieve their goal, ability to 
integrate coordinate within and without the organization including connection 
adjustment. Goal achievement and latency or preserving the symbol of 
organization is for ensuring that such organization will survive and developing 
the organization. These are as followed:  

2.1 Adaptation-the researcher expects to see that adaptation of the 
organization has a variable which has a correlative relationship with the 
organizational effectiveness and has a variable that affects the organizational 
effectiveness in decreasing order as followed:  1. structure of the organization 
2.technology 3.external environment 4. internal environment 5. culture of the 
organization 6.atmosphere within the organization 7.attractiveness 8.strategic 
plan 9. setting up factors to support the practices 10. communications       
11. leadership 12. adjustment of the organization and technology. As a result, 
organizations will have to adjust themselves to suit their context.  

2.2. Goal achievement-the researcher expects to see that the goal of 
achievement has a variable which has a correlated relationship with 
organizational effectiveness. and has a variable that affects the organizational 
effectiveness in decreasing order as followed:  1.structure of the organization 
2 strategic plan 3.external environment 4.internal environment 5.attachment 
with the organization 6. attractiveness 7. technology  8. setting up factors to 
support the practices 9.communications 10. leadership 11. adjustment of the 
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organization and technology. These factors mentioned above have a variable 
which will affect goal achievement.  

2.3. Integration-the researcher expects to see that integration of 
organization has a variable which has a correlated relationship with 
organizational effectiveness. and has a variable that affects the organizational 
effectiveness in decreasing order as followed:  1. structure of the organization  
2. communications 3. external environment 4. internal environment 
5.atmosphere within the organization 6. strategic plan 7. setting up factors to 
support the practices 8. technology 9. leadership 10. adjustment of the 
organization and technology. All these factors mentioned above affect the 
integration of the organization. 

2.4.Latency-the researcher expects to see that preserving 
organizational tradition has a variable which has a correlated relationship with 
the organizational effectiveness. and has a variable that affects the 
organizational effectiveness in decreasing order as followed:  1. structure of 
the organization  2. culture of the organization 3. internal environment 5. 
atmosphere within the organization 6.attachment with the organization 7. 
communications 8. leadership 9. adjustment of the organization and 
technology. All these factors mentioned above affect the latency of the 
organization.  

Benefits expected to receive from this research  
1. This research will receive knowledge about factors affecting the 

organizational effectiveness of schools under Bangkok Metropolitan 
Administration and will also learn what factors affecting the organizational 
effectiveness.  

2. This research will receive data on the level of the organizational 
effectiveness of schools under Bangkok Metropolitan Administration. This will 
allow such schools and relevant organizations to use this data in order to 
guide them the ways to improve the organizational effectiveness.  

3. In this research, it will gain materials to measure various variables 
which schools can use to evaluate their situations and use it for assessing the 
situations and for future benefit to the administration of the organization.   

4. High level executives of Bangkok Metropolitan Administration can 
also use the data from this research about factors affecting the organizational 
effectiveness of schools under Bangkok Metropolitan Administration and the 
organizational effectiveness of schools under Bangkok Metropolitan 
Administration. Such data can also be used to manage policies and a practice 
guideline to improve the quality of education. This is to achieve the 
organizational effectiveness of schools under Bangkok Metropolitan 
Administration.  

---------------------------------------------- 
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In an attempt to avoid racial segregation in charter schools, nineteen states have created 

specific racial/ethnic balance enrollment guidelines for their charter schools (Frankenberg & Lee, 

2003). These laws permit charter schools to create more racially and ethnically integrated 

schools, encouraging diversity to varying degrees: while some states specifically require 

diversity, others simply suggest it (Oluwole & Green, 2008).  Despite some statutory language 

that encourages student body integration, some charter schools have formed that focus on 

ethnicity and culture.  In some cases, ethnocentric charter schools may contribute to the higher 

proportion of minority students attending charter schools (Parker, 2001). Buchanan and Fox 

(2004) suggest that the notion of ‘separate but equal’ may be evolving to the belief that only 

through ethnocentric schools can “true equity emerge” (p. 82). Although there could arguably be 

some post-Brown v. Board of Education legal challenges (Parker, 2001), such charter schools 

have gained much support.   

These ethnic or culture-oriented models raise concerns about church/state entanglement 

as well (Hill Hanhey, 2003; Saxer, 2006).  For example, the Ben Gamla Charter School in 

Florida focuses on the Hebrew language, is named after a Jewish high priest, and is led by a 
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rabbi.  In Minnesota, the Tarke ibn Ziyad Academy focuses on the Muslim culture and the 

Arabic language.  The school’s pupils are entirely Muslim.  Although some observers have 

argued these types of charter schools raise Establishment Clause concerns, the schools’ leaders 

seems to have avoided litigation because of their focus on culture instead of religion (Note, 

2009).  In addition to the culture-oriented charter schools in Minnesota, this study will also 

examine the legal issues surrounding native-hawaiian, afro-centric, and Native American-centric 

charter schools.  

  

Although charter school leaders presumably do not create schools with an intention to 

racially discriminate or to create sectarian schools, ethno-centric or culturally-oriented schools 

raise important legal questions.  Indeed, there has already been litigation focused on both racial  

and ethnic aspects of charter schools (Beaufort County Board of Education v. Lighthouse 

Charter School Committee, 2003) as well as religious influences (Daugherty v. Vanguard 

Charter School Academy, 2000). Despite the litigation in these areas, the constitutional tensions 

of ethno-centric charter schools have not been fully explored in the literature.  By employing 

legal research methods, this paper will analyze the legality of ethno-centric or culture-oriented 

charter schools.  Specifically, in addition to case law, Title VI of the Civil Rights Act of 1964, 

the Equal Protection Clause of the Fourteenth Amendment, and the Establishment Clause of the 

First Amendment will be examined in order to determine whether ethnocentric schools can 

withstand legal challenges regarding race, ethnicity, culture, and religious-orientations.   
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Negative Reinforcement as an Incentive in the College Classroom Shows No Significant 
Improvement in Course Grade 

 
Amanda Grimes and Dean Gorman 
 
Introduction 

 As college class sizes grow as well as the intended competitive workforce to follow, the demand 
for effective, efficient, and motivational teaching techniques increases as well.  While innovative teaching 
techniques are in demand and currently being researched, a very simple idea of negative reinforcement 
has yet to be studied as implemented in the classroom with the instructor in control.  The purpose of this 
study is to examine the use of negative reinforcement in the college classroom by allowing the student to 
be exempt from the final exam if he/she has an A (90%) standing in the class up to the final exam.   
 
Methods 

 Two intact health science classes were used, one as the control where the final exam was required 
regardless of the grade earned in the class, and the other class was the experimental group, where the 
students with A's (90%) in the course up to the final exam were exempt from taking the exam.  The 
students voluntarily participated and neither class was informed of the other class's situation to reduce 
bias. 
 
Results  

 A two-tailed independent sample t test at an alpha level of .05 was performed comparing the 
mean course grade for the treatment condition (M = 95.52%, SD = 1.03) with that for the control 
condition (M = 95.71%, SD = 1.02).  The alpha level was .05.  This test was found not to be statistically 
significant, t(100) = -.135, p>.05.  This indicates that the treatment condition using negative 
reinforcement did not increase course grades.   
 
Discussion 

 While there was no significant difference among classes, there was a slight increase in mean 
grade among the experimental class, indicating that the negative reinforcement may have had some effect 
on the outcome of the students' course grades.  Because most students enrolled in this course are pre-
professional majors relating to the health field, their goals often include graduate schooling after 
completion of their degree, therefore requiring high academic performance.   Moreover, there is a very 
high rate of A's in the Medical Terminology course, therefore, leaving very little room for academic 
improvement regardless of the incentive. 
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LEGO Robot Programming Exercise Support for C Programming Problem 
Solving Learning in High School Computer Science Curriculum 

 
Chao, Chih-Yang*, Chen, Yuan-Tai1 , Yang, Kai-Fu2, Wang, Yu-Te3, Chiou Hui-Ling4 

 

In Taiwan, C programming occupies a very important portion of high school 
computer science curriculum. This research studied how to promote students’ 
learning interests and attitudes of C programming subject. There were 90 first grade 
Taiwanese high school female students and 2 teachers participated a 14-week term of 
course experiment. Students were assigned into 2 groups, and we assured the 
achievements of two groups were equal by verifying their prior math scores. There 
were 45 students in the experiment group. They applied LM as practical training tool, 
and applied Lego Robot as the output platform for the course of problem solving 
exercise. There were 45 students in the control group. They adopted traditional 
pedagogical manner, and applied computer as an output platform of C programming 
problem solving course. After accomplishing the course, according to achievement 
test of C programming and survey of the learners’ degree of satisfaction, we found out 
students in experiment group had a better learning satisfaction and obtained a higher 
score in achievement test than the students in control group. It proved as well that 
students would pay more attention when Lego robot was controlled by C 
programming than traditional C programming teaching which just simply showed on 
the programming result. Thus, students would promote their learning interests in C 
programming subject.  
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1. Introduction 
For the preparation of striding forward to the society of the “knowledge economy” 

in the 21st century, setting information technology into action is one of the key factors 
to promote social competitiveness. Since 1977, the Ministry of Education in Taiwan 
has mapped out “the construction plan for the foundation of in information 
education,” and accomplished a blue-printed plan of information education for the 
students and teachers in each grade of the nation. Aiming at K12 information 
education, Taiwan has completed the construction of computer classrooms and the 
installation of internet connection in 1999. In 2001~2005, “the whole blueprint plan 
of information education for primary school and junior high school has been activated, 
and it sketched the contours of the innovation of K12 information education in Taiwan. 
In addition, “the challenge of country development plan in 2008” has increased the 
scope and depth of information education in Taiwan. Furthermore, “the white book of 
information education for primary school and junior high school” is the activating 
policy. Regarding giving an impetus of information education in high school, except 
promoting the environment of information education, students and teachers’ ability of 
information application, digitalized material and so on, the basic computer science 
should be listed as an obligatory course in Taiwanese high school education. 
Moreover, C programming is one of the major units of computer science course in 
high school. 

Some issue indicated that female are underrepresented in the field of Computer 
Science (CS) and in the Information Technology (IT) industry worldwide (Frenkel, 
1990; Galpin, 2002). It was related with the learning of computer courses in school 
and social cognition (Papastergiou, 2008), also proposed the importance of 
appropriate actions to increase girls’ interest and participation in CS 
studies(Hakkarainen & Palonen, 2003). Intention to memorize, and intention to 
understand were seen to underpin the students’ programming strategies (Govender, 
2009). Programming draws on many skills and much experience, problem solving 
ability is one of the needy skills. Programming is ‘‘problem-solving intensive.” 
(Perkins, Schwartz, & Simmons, 1988) Learning style and motivation would be two 
cognitive factors that may be considered as possibilities that might make learning to 
program difficult. Vygotsky (1978) explains that learning in collaboration with others 
is necessary for the development of personal cognitive processes. Liu & Tsai(2008) 
pointed out that if the peers of the team are high achievements, can not guaranteed 
that they will have the highest performance. In this study, the group member of the PS 
active was normal distribution. 

Lego Mindstorms is an inexpensive and easily robotics system consisting of a 
microprocessor brick, various motors and sensors, and numerous Lego pieces. It can 
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be programmed in a variety of languages, including Java and C++. Since its initial 
release in 1996, many articles have been written on its use in CS education. According 
to Ahlgren and Verner (2002), there are 17 fields, such as the physical sciences and 
mathematics, which are benefited as a result of robotics technology. Therefore, while 
carrying out a robot design project, students are not only rewarded for insistence, 
perseverance and imagination in the production, but also develop greater 
understanding of science theory. The study used Lego Mindstorms as C language 
programming output platform and pedagogical tool to compare with C programming 
traditional pedagogical manner. 

This research was mainly based on the second stage of the project from National 
Science Council of Taiwan. When we introduced robot programming exercise into the 
science education of high school, we faced a problem of “The basic ability of 
designing computer programming is the key factor to affect the students when 
undertaking the design of NXT control programming.” Thus, we proceeded a reverse 
research, and probed into “if we take robot programming exercise as another type of 
activity for C programming course, would it increase the high school students’ 
learning interests of C programming during computer course?” In addition, we 
established a course model as a reference for future research. The main research 
process is as follows: 
1) We collected related literatures and designed the course. 
2) We held the expert meeting to verify course content and examination questions for 

achievement exam 
3) We divided a 14-week course into two stages, and intervened Robot programming 

exercise into EU course of the second stage.      
4) We applied qualitative method and quantitative method to analyze whether 

students’ learning interests and learning achievement have been changing. 
5) We proposed the conclusion and suggestion 

2. PURPOSE 

Based on the second stage of the three-year research project supported by National 
Science Council of Taiwan, we propose a teaching model to investigate the factors 
affecting the acceptance of C language programming CS course for supporting LEGO 
Robot programming exercise. The aims of this paper are: 

(a) to investigate the differences of learner learning attitude on the C programming 
course between LEGO Robot Programming Exercise Support and traditional on-line 
C programming Problem solving exercise , and  

(b) to identify the factors affecting the acceptance of C programming course in 
TCGS, Taiwan, and 
 

2010 HICE Proceedings - Page 3516



3. METHODOLOGY 

3.1. Research design  
A 14-week quasi-experimental study design was used to provide evidence 

regarding answers to the questions of this paper. Students’ study notes, learning 
worksheets, self-reflection records, group discussion records and semi-structured 
interview were analyzed qualitatively to provide insight into the empirical findings. A 
survey of the learners’ degree of satisfaction was implemented to the students after the 
experiment course was finished. Using both quantitative and qualitative methods 
helps triangulate results from diverse data sources. Within mixed methods the 
researchers can inspect those overlapping and different facets of phenomenon, 
discover contradictions, paradoxes, and new perspectives, and expand the scope and 
breadth of a study (Tashakkori & Teddlie, 2003). 

 
3.2 Participants 
3.2.1. Teachers 

Two teachers carrying out the teaching instructions for this course are from 
TCGS and they have taught CS and technology course for about 12 years. Besides, we 
invited another living technology teacher in TCGS and a professor from NCUE, 
Taiwan, to provide feedback on the course and suggestions on instructional skills.  
3.2.2 Students 

Participants of this study were the ninety 10th graders with all females from two 
classes in TCGS, Taiwan. Among these students, 45 female students were in the 
science experimental class and anther 45 female students were in the High-Scope 
science and technology experimental classes. These students are tenth graders 
registered in TCGS in August, 2008, and their average age is 17. They have basic 
computer skills but had no C-language programming or robot learning experience. 
Since these students were tested in the admission, their educational experiences were 
similar. T-tests showed that the academic performance of each class was not different 
(p > 0.1). 
3.3 Material  
3.3.1 LEGO Mindstorms Education 

Because the average high school students do not have the knowledge of basic 
electronic logical circuit and automatic control theory, Lego’s MindStorms NXT was 
chosen to be the robotic system for its many benefits (Tashakkori & Teddlie, 2003). 
Teachers can explain the controlling theories by demonstrating MindStorms; also, 
students can easily find resolutions by using Lego during problem solving activities.  

3.3.2 Robot & computer Lab： 

2010 HICE Proceedings - Page 3517



The Robot Lab is equipped with sixty computers and twenty-six sets of LEGO 
MINDSTORMS. On an average, three students are distributed to use one computer 
and two to use one set of LEGO MINDSTORMS in robotics course. 

The Computer Lab is equipped with fifty computers and two laser print. Each 
student have own computer to use in CS course. 

At the first 6 weeks in this study, students were in the Computer Lab to learn basic 
C-language programming course, then the Experimental group students practice 
LEGO Robot Programming Exercise in the Robot Lab and the control group students 
practice C-Language Programming PBL active in the Computer Lab. 
3.4 Procedure 

The process of this research was divided into two stages. First stage was the 
fundamental course of C programming. In second stage, experiment group and control 
were using different teaching strategies to proceed the practical operation course of C 
programming. Therefore, in a period of 14 weeks experimental research, experiment 
group and control group were bringing the fundamental course of C programming into 
practice in the meantime during the first six-week. And in the 7th week, we proceeded 
a achievement test of C programming course for students, and took the scores as a 
basis for next grouping. In 8th-13th week, experiment group proceeded LEGO Robot 
Programming problem solving Exercise, and control group proceeded C-Language 
Programming problem solving activity by computer.  
3.5 Data collection and analysis 

We used qualitative analysis tools to analyze the qualitative data, such as students’ 
study notes, learning worksheets, self-reflection records, group discussion records and 
semi-structured interview with students and teachers, and etc. For quantitative data 
analysis, first through the expert panel session we developed achievement test papers 
and test students in the 7th and 14th week, second we adopted descriptive statistics 
analysis method to analyze assessment of learners’ degree of satisfaction and then 
encode the data into percentage and total times; at last, we describe the relation among 
each variable. The questionnaire consisted of five dimensions: teaching strategy, 
learning attitude, peer cooperation, learning progress, and acceptance of the robot 
course, and there are 25 items in total. The content of the questionnaire was 
determined by the discussion of the researchers and checked by holding an expert 
meeting to enhance its expert validity. Then the questionnaire was administered to a 

smaller sampling of subjects（Cronbach α＝0.9528）and revised as “the Assessment 

for learner satisfaction on C language programming course.” 
 

4. RESULT AND DISCUSSION 
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4.1 Quantitative analysis 
4.1.1 The difference on achievement exam 
From the static results (M,SD and t-test) of achievement exams on 7th and 14th week, 
we found out when applied different teaching activities for the students of control 
group and experiment group, although they improved their scores, the learning 
outcomes of C programming did not have significant difference. In addition, from the 
table below, we could see that the average score of achievement exam for the students 
in control and experiment group was low. The reason might be the exam was 
exceeding than students’ expectation. Moreover, another reason might be the exam 
emphasized on the paper test of logical judgment, and the beginners could not accept 
this kind of exam. Furthermore, students were not familiar with the application and 
definition of syntax. Either when we proceeded the analysis of examination questions 
during the experts meeting, we did not anticipate this result.      
Table 1 
Achievement test results of Programming course 

  EU (n=37)  CU (n=35) 

  M  SD  t  M  SD  t 

Post‐test  18.41  2.910  0.486  16.53  3.791  1.983 

Pre‐test  18.22  2.973    15.42  3.683   

 
4.1.2 The analysis of learning satisfaction 
Aiming at the analysis of course satisfaction which proceeded in 14th week for 
experiment group and control group, we found out that the average score for the 
satisfaction of entire course in experiment group was 4, the average score of each 
aspect and teaching strategy was 4, learning attitude was 3.8, classmate interaction 
was 4.3, learning gains was 4.1, and course cognition was 3.7. According to result 
above, we could know students in experiment group obtained lower scores in learning 
attitude and course cognition. Students in control group got a lower score in entire 
course satisfaction (2.9), especially in the average score of teaching strategy, course 
cognition and learning attitude. 
 
4.2 Qualitative analysis 
4.2.1 Before intervening different teaching strategies (1st - 6th weeks)  
4.2.1.1 The logicality of programming is a bit difficult  

High school students are not familiar with the programming courses. The first 
six-week is C programming foundation courses. In the second week, students faced 
some difficulties to understand the questions of logicality judgment from teacher’s 
lecture, no matter in control group or experimental group. However, in the fourth 
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week, by interviewing with the students, most of them said they got used it and could 
understand teacher’s lecture. Some of them only could understand the content of the 
courses, but they still felt the programming was difficult.           
 “The basic AND, OR, NOR were still quite difficult.” (Said by six students from CU-S24-W2 
and so on) 
 “Although I could practice those questions designed by teacher after school and understand 

them, I still felt that it was not so easy regarding programming.” （EU_S31_W2, EU_S3_W4, 

CU_S33_W5） 

 

4.2.1.2 With regards to the reasons why learning the programming was so 
confusing? 

During the first six-week, we could find out a common existing phenomenon from the 
interview, no matter in control group or experimental group. During the semi-structure 
interview in the second week, students used to pop up one question, “Teacher, why we 
have to learn programming? What would I do with it?” It presented an un-researched 
question of “Is C programming courses are necessary in high school?”, although C 
programming courses are currently included in CS courses at high school in Taiwan.     
 “Although practicing those commands on computer could make me storm-brain myself, what 
would it for actually? Why aren’t we just let those who are going to engage in programming 

related jobs to study the courses?” （EU_S21_W2） 

“I could accomplish those assignments provided by teacher, but I am still confused with why 
learning C programming. Will I have chance to apply it in the future? If not, what is the 

purpose to learn it?” （EU_S26_W5） 

 

4.2.1.3  Hopefully teachers could provide more assignments during the class   
By practicing could improve the outcomes of the learning (literature), most 

students said they need more time and assignments to practice. According to this, we 
understood that students’ cognition was forming gradually, and they would ask for 
learning materials actively, construed their own learning. However, we are still unable 
to analyze whether they are interested in this course because they may just want to 
receive the credits of this course.    
“From the practice, I realized how to run the programming and how to modify it. Therefore, I 
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would like to suggest having more assignments for practice, but not too over. Otherwise, we 
would be stressful. ” 

4.2.1.4  Student’s learning introspection(the first 6-week) 
In a couple interview of the first six-week, we set up a question in advance “Please 
talk about your ideas of writing C programming”, and students’ feedbacks are as 
follows: 
 “It was hard from the beginning, I even thought that I may drop out from this course.  But 
after few practices, I obtained some achievements from it. When it showed the result was 

accurate after running the program , I was so deeply touched.” （EU_S32_W5） 

“My impression is as follows. I have to learn and try actively, and spend some time to run the 
program after school. The most efficient way is to discuss with classmates because we all not 

very skilled of syntax.” （EU_S22_W5） 

Most students who took interviews mentioned that C programming was a course 
with abstract conception, especially when they input the program and receive a result 
correspondingly. The whole process brought them a new learning experience different 
from previous study of science (language, nature, and geography). Moreover, some 
students said that this was their first time to take such a course, and it imperceptibly 
pushed them to seek for discussion with classmates. And after school, they had to 
proceed the self-learning by accessing teacher’s teaching website and accomplish the 
assignments.  

 

4.2.2 After intervening teaching strategies(8th ~13th week) 
In stage 2, we proceeded three semi-structure interviews with CU and EU groups. 

According to the interviews, we analyzed the contents word by word and obtained an 
argument as follows:   
4.2.2.1 Normality grouping by exam scores and students were able to learn mutually 

In the second stage of problem activity, although control group and experiment 
group had different types of teaching activities, the class proceeded normality 
grouping by the exam scores of 7th week. Every group had the students with high 
scores, middle scores, and low scores. And from the feedbacks of students’ interviews, 
we knew that students had developed the notion of helping each other and 
collaborated learning, and it would be helpful for students’ learning.        
 “I was not interested and confident during the previous course of C programming, but 
through the assistance from the classmates of groups, I had a better understanding of 

program writing.” （EU_S11_W10） 
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  “Every step of the activity was divided equally by our group members. Student who was 
good in programming would undertake program writing and flow thinking. Student who was 
good in handling would start thinking about how to fabricate the robot machinery. Thus, our 

group accomplished problem solving activity smoothly.” （EU_S25_W12）  

4.2.2.2 The design of problem solving activity can improve students’ learning 
motivation 

For the purpose of seeking the reciprocity if experimental group and control group 
in the second stage, we applied problem solving method and designed two course 
activities for both two groups. We found out during the problem solving process, in 
order to achieve group’s learning accomplishments, all members of both two groups 
were active to look for the solution for problem solving. Therefore, both two groups 
were strong on problem solving motivation, and it also increased the learning 
motivation accordingly. 
 “I was very interested in calculating the ideal weight. First, we searched the calculation 
method on the web, and then wrote the calculation method into C programming. It was really 

fun.” （CU_S4_W12） 

“We were facing the problem such as the structure of robot, C programming, and how to make 
robot move by following our remote control. It was really a challenge, but we all liked it.” 

（EU_S6_W12） 

4.2.2.3 Students in experimental group showed more interest in program design 
Through robot programming exercise, students were able to realize the purpose of 

programming and increase the interest of C programming. Just as students said, 
“Although we do not know what would the C programming extend and what would it 
apply for in the future, we do think it is quite interesting so far, and we are looking 
forward to the next course.” Furthermore, most students were consciously said that 
they could develop the ability of logical thinking and problem solving through this 
course.        
 “At the first time when we saw the robot moved, we were so impressive. Through controlling 
the robot, eventually I realized that C programming could be applied in engineering, 

programming, and control. It was really fun.” （EU_S14_W10） 

 “I really felt that the C programming was very important. It just likes the brain of robot. 
When it executed, it commanded the robot to motivate correlated components, so such as 

motor ran ten times.” （EU_S16_W12） 
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4.2.2.3 Control group still deemed that it was still a C programming course, and the 
difference was we divided them into groups and required them to solve the 
assignments 

Comparatively when we set robot as the output platform of entity motion for 
experiment group, students in control group were still using computer as the output 
platform and adopted few problem solving exercises, which from the informal 
discussion of course specialists, as the course activity of second stage. In the interview 
of second stage, it seemed that students’ learning interests and reception were not so 
different from the first stage. The main difference was through grouping, students 
would be able to have a further study because group members would aim at the 
question and discuss to each other.   
 “I felt that the difference was I do not need to work alone anymore. Through group 

discussion, we could solve the problem together.” （CU_S35_W10） 

“Through the process of problem solving, I deemed that I had a deep impression of program. 
Otherwise, it would be too abstract to wait for result in front of a computer. Although there 

was a output, I still felt it was surreal.” （CU_S36_W14） 

4.2.2.4 The time of group problem solving was too short 
According to three interviews, students said that the time for problem solving activity 
was too short. They would not be able to accomplish it within the class (2 hours). 
Thus, during the course experiment, we modified the time of problem solving activity 
and allowed students to discuss and test the program or robot.  
 “Except writing the program, we needed to design and fabricate the robot as well. 
Deducting the time of discussion and thinking, it was impossible to accomplish the task 
during the class. We still needed to proceed the lab test and modify the robot after school.” 

（EU_S16_W14） 

 “Time was really not enough. We hoped when teacher designs the C programming course in 

the future, he/she could give us a sufficient time to think and operate.” （EU_S16_W14） 

4.2.2.5 Students’ learning reflection 
In the three half-structure interviews of second stage, we tried to inquiry students 
about their learning reflection, and we got a unity answer. Students in control group 
still kept identically idea of C programming that, “it was just a course to learn C 
programming.” Students in experiment group were inspired their interests and 
re-cognized of C programming because of the intervention of robot. According to the 
learning reflection of students, we found out providing the exercises of entity would 
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make students accept and have an in-depth thinking of an abstract C programming 
course. Like that, Moon (2004) has been pointed out that reflection leads to deeper 
learning, to achievement of more complex and integrated knowledge structures. 
 “I still thought that C programming was to recognize the syntax, follow the framed C 
programming and come up with a program. This course was very abstract. (CU_S26_W14) 
“The exam of programming was quite difficult, and I thought that it was unnecessary to 
memorize C programming syntax. Paper exams could not measure our learning achiement. 
The exam should take real operation as a method, and programing design was one kind of 
experience which came from practics. (EU_S24_W14) 

6.  CONCLUSIONS 

Taking Lego Robot programming exercise as a teaching activity for C 
programming course could efficiently promote students’ learning attitude and interests 
of C programming course. From the half-interview of second stage, it obviously 
pointed out that we could increase students’ learning interests of C programming, 
induce them to learn actively and the motive of solving problem by selecting the 
interesting teaching tool. This is matching with the results of online learning 
researches which took the game as the design basis. Therefore, we can infer that 
Robot is one of the main factors to induce students to learn C programming.       

Problem solving was frequently applied in C programming course, it was a 
method which identified by everyone as well. It was also appreciated being applied in 
Lego Robot programming exercise and the research results came up with same 
findings. Therefore, we strongly suggest that if Lego Robot programming exercise 
would be added into C programming course in high school, it must apply problem 
solving method when designs the activity. However, regarding the design of class 
hours for each subject, students kept bringing up the problem of inefficient time in 
this research. How to allot the class hours for each subject of this course can be an 
aspect for future research.      

Why should we arrange C programming into the computer course in high school? 
In this research, according to the course of first stage, and the impression of students 
both in control group and experiment group, we have known that the cognition of 
computer learning course of high school students was the skill learning of application 
program. They thought that learning would be useful for them immediately, such as 
film editing and homepage development. Comparatively, from teachers’ points of 
view, C programming was a course to train logical thinking and problem solving, but 
students did not feel the same way in the begging. This also appeared a blind spot of 
the design of computer course in current Taiwanese high school education. We were 
so eager to carry thorough teachers’ points of view into course content, but we were 
unable to propose an efficient teaching mode or activity to induce students’ learning. 
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This will affect students’ learning outcomes and interests of engineering education. It 
is a deep-thought question.                
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Together at a Distance 
Pan-Arctic E-Learning Project 

Neil Burgess 

Abstract  
 
Together at a Distance “Together at a Distance” is a three-year adult literacy project to create a 
foundation for e-learning in the Canadian Pan-Arctic.  
In the Fall of 2009 and Winter of 2010, six online workshops developed for the project are being 
piloted. They are: 
 

• What is e-learning? 
• How to take an e-course 
• How to facilitate and e-course 
• How to teach an e-course 
• How to adapt an e-course 
• How to design an e-course 

 
As part of this project, a literature review was conducted to provide an overview of existing literacy 
and e-literacy knowledge specifically for Inuit contexts. It was guided by the following questions:  
 

• What is known about literacy and specifically e-literacy within Inuit contexts? 
• What is important to train facilitators and build capacity within the e-learning contexts of the 

Pan-arctic e-learning research project? 
• What customizations need to be done within Inuit contexts e.g. content, interface? 

 
A review of the available literature illustrates the lack of academic research addressing e-literacy 
skills and e-learning issues, including facilitation and customization issues, within Inuit contexts. 
Using an Action Research model, we hope to answer the above questions through workshop pilots, 
and provide a research foundation specific to Inuit regions of the Arctic. We expect some of the 
findings will be applicable to other indigenous and ESL populations.  
 
Based on survey results and focus group sessions, we hope to improve workshop content, design 
and delivery to better suit learner needs and preferences. All workshops will then remain online, 
and are free for anyone to use as they see fit. Given a standard format for development on the 
Moodle, Learning Management System (LMS), workshops may also be imported to other LMS and 
customized to suit specific purposes. 
 
All six workshops, research reports and related learning resources will be placed on a project portal 
http://togetheratadistance.ca. 
 
Index Terms — adult literacy, Canadian Arctic, distance education, distance learning, e-learning, lifelong learning, online 
learning, Together at a Distance, Moodle 

 
 
 
 

——————————      —————————— 
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1 INTRODUCTION 

here is deep concern among Aboriginal 
people in Canada that literacy and 
educational attainment levels lag behind 
those of mainstream society, particularly 

in rural and remote areas. Aboriginal Digital 
Opportunities, a document prepared by the 
Conference Board of Canada for the Office of 
Learning Technologies [8] emphasizes that: “It 
is critical that Aboriginal communities continue 
to explore ways of adopting and using 
learning technologies to avoid falling deeper 
into the “digital divide.” 
 
Information Communications Technology 
skills - the skills that e-learning practices and 
teaches, are a vehicle for learning, just as are 
other literacies. A United Nations Conference 
on Trade and Development described ICT use 
as “the third basic life skill after literacy and 
numeracy” [14]. Technology (computer) 
literacy, including social networking, 
increasingly represents the basic cost of entry 
for an education, a job or access to 
government [3] and is included as one of the 
Essential Skills by the Canadian Office of 
Literacy and Essential Skills (OLES).  
 
Canadians who lack technology access and 
literacy, risk social and economic exclusion 
[5]. This can also be said for institutions and 
organizations competing for technology savvy 
employees [4]. 
 
This paper describes Together at a 
Distance, a three year project, to be 
completed in July, 2010. The overall goal of  
 
Together at a Distance is to develop e-
literacy skills for adults in Inuit Nunaat 
(homeland) across the Canadian Arctic 
through introductory online workshops. 
Capacity building will also take place through 
more advanced workshops for facilitators, 
instructors and developers.  
 
An action research component follows 
learners in a pilot workshop phase. The 
research will advise completion, and revision 
of remaining workshops as required.  
 
All workshops, research, and related learning 
resources will be placed on a portal that is 
open to anyone, and free of charge. Other 
public organizations, beginning with project 
associates, are welcome to re-develop 

workshop materials to suit their particular 
needs. The only stipulation is that 
organizations must likewise share the learning 
resources they develop using Open Source 
methodology. 
 
Together at a Distance is financed and 
managed by the Nunavut Department of 
Education through a major grant from the 
Federal Government of Canada. Many of the 
examples in this paper regarding technical 
and cultural issues therefore concentrate on 
Nunavut. Project associates include Inuit 
regions in the Northwest Territories, Nunavut, 
Nunavik, and Nunatsiavut.  
 
Culture, language, geography and technology 
are just some of the topics threaded together 
in this paper as they are key factors towards 
the success of e-learning. For instance, only 
in the past five years have communities 
reached a point where high speed networks 
are becoming commonplace, reducing vast 
geographical barriers. Successful e-learning 
must therefore consider cultural ways of 
learning that have a history of hundreds, if not 
thousands of years. There are also several 
Inuktitut dialects, increasing the need for 
sensitivity throughout all learning materials 
and translations. 

2 PROJECT CONTEXT 

2.1 Geography & Demographics 
There are four Inuit Regions in Canada: 
Nunavut, Nunavik (Northern Quebec), 
Nunatsiavut (Labrador) and Inuvialuit 
(Northwest Territories) Region. Together 
these four regions are called Inuit Nunaat. 
 
In 2006, there were 50,480 Inuit in Canada. 
Of these 78% (39,475) living in Inuit Nunaat, 
approximately two-thirds lived in Nunavut. Of 
those living outside the homeland, 8,395 lived 
in large and small urban centres and 2,610 
Inuit in rural areas [11]. 
 

 
Fig. 1. Pan-Arctic Inuit lands and communities 

T

———————————————— 
 Neil Burgess is the principal at owls-head.ca consulting

and the “Together at a Distance” project lead. 

2010 HICE Proceedings - Page 3529



35% of the Inuit population is under the age of 
15 compared to 18% of the total Canadian 
population [11].  By 2031 a population 
increase of 70% is expected [13]. 

2.2 Access Barriers 
Health, Employment and Life Challenges 
Health, employment and life challenges are 
identified as significant barriers to learning [1, 
9, 10]. ITK [11] presents some statistics 
illuminating the scope of these challenges:  
 
• Inuit live in crowded homes (38% 

compared to 5% of Non-Aboriginal 
people) (p.3), 

• there is a life expectancy gap between 
Inuit communities and all Canadians of 
10-15 years (p.4), 

• the tuberculosis rates are 23 times higher 
for Inuit than for all Canadians (p.4), 

• suicide rates are 11 times higher than the 
overall Canadian rate (p.5), 

• lung cancer death rates (2006) for Inuit in 
Canada are the highest in the world (p.6), 

• 51% of women and men have completed 
less than a high school degree (p.9), 

• the median income for Inuit adults is 
$13,699 compared to that of all 
Canadians $22,120 (p.10) 

Network Access 
Given their geographic separation with few 
roads in between, the only 
telecommunications options for many Arctic 
communities is via satellite. Only in the past 
five years have most communities had the 
option of reliable Internet access for business 
or home use as it was primarily only available 
through government institutions prior to 2005. 
 

 
Fig. 2. Pangnirtung, Nunavut, taken from nearby Mount 
Duval. Runway is gravel strip in centre of town. Photo 
credit: Neil Burgess 
 
An individual may now rent a wireless or DSL 
modem in most communities. In communities 

with wireless modems, the signal may extend 
several Kilometres from the community 
allowing for access at cultural and research 
camps. 
 
Bandwidth Cost 
Although development of an infrastructure and 
network was a long standing barrier, an even 
greater stumbling block is the cost of satellite 
bandwidth, estimated at roughly 100 times 
that of a typical home broadband connection 
in an urban centre. Thankfully many 
institutions, such as Nunavut’s college 
community learning centres and schools have 
received significant additional bandwidth from 
the federal government. However, according 
to Lorraine Thomas of the Nunavut 
Broadband Development Corporation, [6] as 
long as satellite is the only carrier for Internet 
access, it will be difficult for Nunavut to move 
from high-speed (256 kilobits per second) to 
broadband (1.5 megabits per second) as 
defined by the Canadian Federal 
Government1. 

2.3 Forming a Working Model 
The Healthy Living in Nunavut [9] project was 
one of the first to develop an online course, 
and follow participation of Community Health 
Representatives. A story telling approach was 
used to introduce topics. At the conclusion, 
researchers noted that online courses 
presented an option for training in the Arctic. 
Face to face interaction was noted to be the 
most favourable delivery mode for workshops 
and courses, but given average travel costs of 
$4,000 CDN per individual – a seldom 
occurrence. Another conclusion was that 
future plans should include more Inuktitut 
language content. 
 
It is important to note Healthy Living in 
Nunavut occurred in 2004 when there was 
relatively limited bandwidth available primarily 
to public institutions.  
 
The Nunavut Broadband Development 
Corporation2 completed an extensive survey 
of ICT needs in Nunavut, publishing their 
report, Broadband Training Strategy, in 2005. 
One of the strategic principles identified as 
essential for success was the development of 
a Nunavut learning culture based on the 
principles of Inuit Qaujimajatuqangit. 

                                                 
1 Prime Minister announces major improvement to 

broadband internet access in rural Canada - 
http://www.pm.gc.ca/eng/media.asp?id=2703 

2 The Nunavut Broadband Development Corporation is 
a not-for-profit corporation established to develop a 
broadband network in Nunavut.  http://www.nunavut-
broadband.ca 
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Inuit Qaujimajatuqangit3 is an Inuktitut 
phrase that is often translated as Inuit 
traditional knowledge, Inuit traditional 
institutions or even Inuit traditional technology. 
It comes from the verb root "qaujima-" 
meaning to know and could be literally 
translated as "that which has long been 
known by Inuit".  
 
Inuit Qaujimajatuqangit is a body of 
knowledge and unique cultural insights of Inuit 
into the workings of nature, humans and 
animals. Inuit Qaujimajatuqangit, then, has 
both practical and epistemological aspects 
that branch out from a fundamental principle 
that human beings are learning, rational 
beings with an infinite potential for problem-
solving within the dictates of nature and 
technology. 
 
The Nunavut Adult Learning Strategy [7] 
supports the Broadband Training Strategy, 
and goes further with a long list of 
recommendations including development of 
relevant content based on Inuit 
Qaujimajatuqangit. 
 
Challenged to lead the way, the Nunavut 
Department of Education developed a sample 
online asynchronous course “Common Plants 
of Nunavut – school version”, based on the 
Nunavut Junior High School science, Diversity 
curriculum. This is thought to be the first 
online course (available through a Learning 
Management System) based on the Nunavut 
school curriculum and designed to model 
appropriate pedagogy, as well as help 
develop e-learning skills. 
 
In 2006, The Nunavut Department of 
Education completed a distance learning pilot 
project to test and model innovative uses of 
technology with facilitators and students in 
three schools. Elders participated in Inuktitut 
via videoconference from a fourth community. 
An E-teacher responded to student 
asynchronous Moodle4 submissions, and led 
the weekly synchronous videoconferences.  
 
In a separate project, Education Nunavut 
partnered with the University of Prince 
Edward Island to deliver a distance Master of 
Education to Nunavut educators and policy 
makers. Students in the program spoke of the 

                                                 
3 Wikipedia, 2009. 
4 Moolde is an Open Source Learning Management 

System (LMS). Moodle is UNICODE (supports Syllabic 
fonts), supports a social constructivist model of learning 
and is free. 

transformative effects of their new knowledge 
(both content and the e-literacy skills 
developed in order to participate).  
 
In preparing for Together at a Distance, a 
comprehensive literature review was 
conducted to provide an overview of existing 
literacy and e-literacy knowledge specifically 
for Inuit contexts. It was guided by the 
following questions: 
 
• What is known about literacy and 

specifically e-literacy within Inuit 
contexts? 
 

• What is important to build capacity within 
the e-learning contexts of the Pan-Arctic 
e-learning research project. This includes 
low-literacy learners and those charged 
with facilitating and developing learning 
materials. 
 

• What customizations need to be made 
within Inuit contexts e.g. content, 
interface? 

 
Redefining How Success is Measured in First 
Nations, Inuit and Métis Learning, Report on 
Learning 2007, [2] provides an alternative 
framework for measuring success. It 
addresses limitations of current data gathering 
techniques within Aboriginal contexts e.g., a 
deficit oriented, standardized measurement 
approach to assessment or a research focus 
on the cognitive domain of learning to the 
exclusion of physical, spiritual and emotional 
dimensions.  As part of their work, a First 
Nations, Inuit and Métis Holistic Lifelong 
Learning Model have been developed to 
support an alternative model for lifelong 
learning. 

 
Fig 3: Inuit Holistic Lifelong Learning Model ([2], p 21) 
The Inuit Holistic Lifelong Learning Model 
presents a conceptual model that reflects Inuit 
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Qaujimajatuqangit values and emphasizes the 
concept of life-long learning. The model is in 
the process of being developed and 
evaluated.  

 
In order to make appropriate choices when 
designing and developing distance courses 
and learning objects, designers should know 
what factors predict success among Northern 
learners.  Literature that documents 
experiences in and evaluation of e-learning 
programs within Inuit and Aboriginal contexts, 
overwhelmingly agrees on the importance of 
the following themes for the success of 
educational program delivery [12]: 
 
• understanding of literacy and learning 

within Inuit historical, geographic, 
linguistic, social, economic, political, 
health and cultural contexts, 

• use holistic, life long learning 
conceptualizations, 

• ongoing community consultation and 
participation, 

• knowledge of the adult learner, their 
learning styles, learning needs and 
literacy skills,  

• relationship development with learners 
through face to face contact and support, 

• incorporation of support to address 
barriers to learning,  

• provision of relevant content and 
resources in Inuit languages, 

• collaboration with Inuit Elders and 
Nunavut educators, 

• facilitation of learning by Inuit 
professionals and community members, 

• provision of functioning technology, 
technological ownership and technological 
maintenance, preferably through 
community members, and 

• on-going funding for all aspects of 
program design, delivery and 
implementation. 

 
These experiences, combined with relevant 
literature and knowledge shared from other 
Canadian jurisdictions, including the Centre 
for Distance Learning and Innovation in 
Newfoundland and Labrador, helped form the 
foundation from which Together at a 
Distance was born. 

3 TOGETHER AT A DISTANCE PROJECT 

We believe that one of the most efficient ways 
to advance learning opportunities in Pan-

Arctic5 communities is to teach e-learning6 
skills in order that Inuit adult learners are 
empowered to partake in additional online 
learning opportunities and subsequently 
develop their own online content.  
 
Based primarily on anecdotal evidence, our 
observation is that a disconnect exists for 
learners between what they have and all the 
pieces they need for successful completion of 
online courses. This could be said for many e-
learners, but Together at a Distance is 
specifically interested in creating the best e-
learning model for Inuit adult learners. With 
some modifications, this model may suit the 
school-age population. 
 
Identifying the Missing Pieces 
First, there is a requirement for in-person and 
online workshops to develop basic e-skills, 
demonstrate best technology use and 
practices for those in turn wishing to 
understand, participate, facilitate, teach, and 
develop online learning resources. Workshops 
need to be adaptable and representative of 
the unique needs of the Inuit adult learner 
population. 
 
There must be a formal research component 
on the needs and preferences of northern 
learners, and recommendations on how e-
learning resources can be improved.  
 

                                                 
5 See Fig. 1., for Pan-Arctic Inuit communities covered 

under Together at a Distance project. 
6 We define e-learning as both formal and informal 

learning that takes place in an online environment.  
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Fig. 4. Promotional poster 

3.1 Objectives & Outcomes 
To begin the long process of assembling “The 
Missing Pieces” the Nunavut Department of 
Education responded to a call for proposals 
from the Department of Human Resources 
and Social Development Canada, submitting 
a proposal Together at a Distance and were 
awarded a three year grant starting in 2007. 
The project has four broad objectives, and 
three main outcomes: 
 
Project Objectives 
• To build capacity – build e-learning tools, 

introduce learners and developers to tools 
and e-learning pedagogy; 

• To increase research and knowledge – 
meta survey of related research, action 
research and publish “standards & 
practices” and “how to” guides to help 
educators and learners make informed 
choices; 

• To be innovative – providing appropriate 
technologies that work under unique 
parameters of a remote setting; 

• To foster promotion and awareness – 
build and publicize a Pan-Arctic aboriginal 
e-learning network. 

 
Project Outcomes 
• Six online foundation workshops for e-

learners, facilitators and developers;  
• A formal academic research component; 
• A portal with online learning opportunities. 
 

3.1.1 Foundation Workshops 
The six online foundation workshops will be 
developed, piloted and refined by March 
2009. They are: 

 
• What is e-learning?  
• How to take an e-course 
• How to facilitate an e-course 
• How to teach an e-course 
• How to adapt an e-course, and  
• How to design an e-course 

 
Recognizing the importance of sharing 
information across the north, we have 
developed a Pan-Arctic network of interested 
parties and development associates. Our 
associates in Nunavik (northern Quebec), 
Nunatsiavut (northern Labrador) and the 
Nunavut Broadband Development 
Corporation will advise, develop and pilot the 
workshops. They will in turn receive all 
materials at no cost to adapt and distribute as 
they see fit.  
 

 
Fig. 5. Pan-Arctic E-Learning LMS 
 
Workshops are delivered using Moodle. After 
piloting in face-to-face sessions, workshops 
will be revised as required. Pre-service and 
practicing teachers are being targeted during 
the pilot stage, with the hope that they will 
become early adopters. Project Associates 
will be given the option of using the 
workshops as they exist, or placing the 
workshops on their own LMS server (content 
packages are exportable) and adapting to suit 
local needs. Nunavut has also offered the 
content to other organizations for local 
adaptations, providing they allow free access 
from the site portal.  
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Fig 6. Familiar characters introduced in the first workshop 
appear throughout, telling their story and introducing new 
topics. 
 
The process of piloting workshops requires 
significant coordination and communication 
with community members. The first step is of 
course to introduce the project and have 
community groups buy-in. To streamline the 
process, it was decided there should be two 
delivery options and two target groups as 
follow: 
 
Delivery Options 
Team facilitated workshops - The team leader 
runs in-community workshops and provides 
additional resources of interest to individual 
learners. 
 
Community member facilitated workshops - A 
community facilitator is appointed to facilitate 
workshop delivery. A detailed facilitator’s 
manual is provided and a team member is 
remotely available via Skype or phone for 
additional support. 
 
Target Groups 
Target Group 1: Low literacy adults wishing to 
learn about e-learning to prepare themselves 
for online courses, or to make better use of 
online resources so as to improve their 
literacy and lifelong learning skills. For this 
group we recommend the first two workshops. 
 
Target Group 2: E-learning facilitators, 
teachers, and developers. This group may 
include college instructors, pre-service 
teachers, instructional designers, curriculum 
developers or community individuals 
interested in increasing training opportunities 
for themselves and others. 
 
As of the writing of this paper, the first two 
workshops have been piloted in Taloyoak, 
Nunavut. Preliminary data from an online 
survey and focus group session indicate 
development is on the right track with some 
modifications, mostly to improve navigation in 
the LMS. 
 

Fig. 7. Pilot workshop participants in Taloyoak, Nunavut. 
 
The remaining four workshops are under 
development, but we have been reminded 
that good development takes time. For 
example, the developer is collaborating with 
Inuit Elders as well as educators. Many 
competing events including family, community 
events and movement of animals on the land 
(depended on for food), take priority over 
more obtuse events in life. 
 
There are no plans to offer face-face 
workshops beyond the pilot stage of this 
project unless requested within the 
department of Education or government. This 
service can however be contracted 
separately, and expanded into full accredited 
courses as required. As a footnote, the 
department has explored a blended platform 
using asynchronous and synchronous 
technologies and pedagogies for delivery of 
high school courses. Development and 
delivery of courses at this level presents itself 
as the next evolutionary step. 
 

3.1.2 Action Research 
Action research is being conducted through 
pilot workshops described above in the Fall of 
2009 and Winter of 2010. 
 

3.1.3 Portal 
A Pan-Arctic portal has been developed with 
links to workshops as well as other online 
resources and research. We hope to have 
associates add content to the portal, and 
eventually develop an RSS feed from similar 
sites. 

4 CONCLUSION 

With recent improvements in network access 
and provision of affordable bandwidth, the 
remaining access barriers are e-learning 
skills, practices, and development of relevant 
content. Together at a Distance attempts to 
address the e-learning skills barrier.  
 
At the conclusion of this project in mid-2010, 
we will have a body of local research, a 
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unique variety of online resources, and six 
adaptable workshops. With project associates 
helping to lead the way, the ultimate project 
goal will be a Pan-Arctic population 
empowered to participate and in turn further 
create e-learning resources. 
 
We hope this project stimulates government, 
organizations and individuals to learn, and in 
turn develop online materials for others, 
thereby improving literacy rates – a foundation 
to bettering lives. The project team is also 
beginning to plan for Together at a Distance 
Two. The goal of this second phase is be to 
continue developing cutting edge supports for 
online learning excellence. 
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Moving Toward a Technology Enhanced Alternative Certification Program (TEC) 
 

for Secondary Special Educators 
 

This abstract describes a federally funded project that addresses the critical 

shortage of qualified teachers prepared to serve urban learners in secondary schools with 

mild/moderate disabilities.  It addresses this shortage by providing a standards-based 

technology enhanced certification program that meets on-campus one day a week, bi-

weekly over a two-year period for on-the-job teachers.  Students progress as a cohort in 

all of their coursework and receive financial and academic support to meet subject matter 

competencies in the CORE subjects they teach at the secondary level.  School university 

personnel provide a comprehensive support system to enhance teacher retention through 

individualized advisement, online mentoring and collaboration, cohort participation, and 

on-the-job assistance. Cohorts of twelve students are recruited yearly and the project is in 

its third year of implementation.  Objectives of the project include: (a) recruit a total of 

48 secondary urban school interns in mild/moderate disabilities, (b) prepare highly 

qualified secondary special educators, and (c) enhance teacher retention through a 

support system that includes cohort participation, mentoring, and ongoing classroom 

assistance.  Preliminary results from the first and second cohort are described, as well as 

lessons learned working with faculty in moving traditional classes to a flexible online 

format.   

Need for the Project 

Personnel shortages in the field of special education are well documented with a 

chronic and severe shortage in every geographic region of the nation (National 

Clearinghouse for Professions in Special Education, 2003).  Many school districts report 

2010 HICE Proceedings - Page 3537



difficulty finding sufficient numbers of qualified teachers, particularly in urban areas 

(Graziano, 2005), and the shortages of special educators are increasing. Moreover, 

employment of special education teachers is expected to increase faster than the average 

for all occupations through 2014, given teacher attrition and retirement (U.S. Department 

of Labor, Occupational Outlook Handbook, 2006).   

California employs more special education teachers than any other state and is 

one of four states with the highest percentage of special education teachers in the field 

who are not fully certified (24%) (U.S. Department of Education, 2003).  The shortage of 

qualified special education teachers is consistently identified as the highest personnel 

needs in California.  Personnel shortages are particularly acute in large urban and high-

poverty areas where teachers are twice as likely (20% vs. 11%) as others to be hired with 

emergency certification and leave their jobs at much higher rates than those who are fully 

certified (Zumwalt & Craig, 2005).   In Los Angeles County, serving half of the 500 

schools considered high-poverty, one out of 5 teachers are underqualified.  As noted by 

the Center for the Future of Teaching and Learning (Christopher et al., 2003), the highest 

poverty schools have so many unprepared teachers as to make schools dysfunctional.   

While California State University, Northridge’s intern program has been very 

successful in contributing to the need for qualified special education teachers, there are 

gaps and weaknesses in services.  First, with NCLB legislation, all teachers, including 

special educators, are required to demonstrate subject matter competence in each of the 

academic subject areas they teach.  This project facilitates the preparation of subject 

matter competent secondary special educators through financial and academic support in 

secondary subject matter and pedagogical content knowledge.   
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Second, CSUN’s intern program is designed as a two-year program with interns 

earning a K-12 Education Specialist Preliminary Credential.  However, given the 

demands of working full-time while attending school, many CSUN interns request an 

extension to their 2-year intern credential, completing the program in 2 ½ to 3 years.  To 

promote efforts in completing the program on time, the program is designed to improve 

support and course accessibility.  A cohort of secondary interns progress through the 

program together, completing a sequence of technology-enhanced coursework that 

minimizes campus visits while providing an online environment that promotes mentoring 

and collaboration.   

Preliminary Results of the Program: Cohorts 1 & 2 

Recruitment of Secondary Interns in Mild/Moderate Disabilities  

Applicants for Cohort 2 were selected based on TEC admission criteria with the 

undergraduate GPA averaging 3.38.  Cohort 2 is comprised of 11 interns (1 less than the 

target of 12) with four participants (44%) from a minority background and a significant 

increase from the previous year where only one candidate was from a minority group.  

Ten of the 11 have completed the first semester successfully (mean GPA of 3.46 in 

coursework), a program retention rate of 91%.   

Six of the 12 interns recruited for Cohort 1 are continuing in the program, a 

program retention rate of 50% (2 withdrew after semester 1 and 4 after semester 2).  

Their mean GPA earned after a year and a half in the program is a 3.79.  Of these six, 5 

have passed a single subject matter exam, with interns rating discussion/support provided 

for the exam “high” (first semester 4.5 and second semester 5.0) on a 5 point scale (1 = 

not helpful to 5 = every helpful).  Of the 6 students in cohort one, 4 have passed the 
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single subject Language Arts exam, 1 passed the single subject History exam, and 1 

passed 2 of the 3 subtests of the History exam.   

Prepare Highly Qualified Secondary Special Educators 

 A team of nine TEC faculty members continued to meet in 2008-09 to discuss teaching 

strategies and their use of technology in courses.  In the fall semester, faculty learned about 

various ways of structuring communication in the online environment and (synchronous chat 

rooms, break-out rooms in a web conferencing environment, and asynchronous threaded 

discussions) and shared their teaching experiences in the technology enhanced courses.  In 

the spring semester, faculty learned about setting up a Second Life environment as an 

instructional tool and faculty shared ways in which they conduct assessment in the online 

environment.  Over the course of the two years TEC faculty have met together six times, and 

are increasingly using online components in their classroom.  All TEC courses are 

implemented completely or partially online. 

 At the end of each semester in year 1, the first TEC Cohort completed a program 

evaluation that asked questions on program satisfaction and content related to the specific 

project emphasis and classroom and program support/supervision. Ratings were strong, 

ranging from 4.0 to 5.0 on a 5-point scale (1 = not helpful to 5 = very helpful) and included 

an overall program rating (4.75, first semester and 4.80, 2nd semester) and program content 

related to the specific project emphasis (teaching in diverse urban secondary schools, serving 

English learners, and developing inclusive practices, range from 4.0-4.80).  All 16 TEC 

participants have met performance criteria; cohort 1 has completed four semesters as 

expected and earned a mean GPA in TEC courses of 3.79; cohort 2 has completed two 
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semesters of courses with a mean GPA of 3.46.  All TEC participants have met required 

competencies on their teaching evaluations and portfolios.  

Enhance Teacher Retention 

  On the survey described above, ratings of TEC Cohort 1 were strong regarding 

classroom support and supervision (range 4.5-5.0); and program advisement and support by 

the cohort (4.67-5.0).   

Increased Proficiency in the Use of Technology Tools 

  On a survey administered at the beginning of the program and after the 1st year, cohorts 

use of technology tools improved over time.  Results on a rating of  1-no experience to 5-

proficient include: (a) level of technology skills: Pre 2.5, Midpt 3.7, (b) use of WebCT: Pre 

2.7, Midpt 4, (c) access and download course content: Pre 3.1, Midpt 4, (d) use of 

webconferencing: Pre 1, Midpt 3.1, (e) blogging/threaded discussions: Pre 2.2, Midpt 3.2, (f) 

real-time chat: Pre 2.2, Midpt 3.5, and (g) online quizzes: Pre 2.2, Midpt 3.7.  

Comments from Cohorts About the Program   

 Strengths of the program noted by the cohorts include: lots of collaboration and use of 

technology, work with cohorts in different classes, flexibility and personal attention, 

scheduling advantages, improved proficiency with technology, accessibility to technology, 

collaboration with professors to improve technological skills, flexibility of cohort supervisor, 

and when professors are willing to collaborate and use the technology the classes are far 

more beneficial and comprehensive.  Weaknesses of the program noted by the cohorts 

include: not all teachers are equally proficient in all aspects of technology and not a clearly 

defined pace of the required classes. 
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Table 1 
Demographic Background 

 
 Cohort 1 Cohort 2 
Number Recruited 12 11 
Number Retained 6 (50%) 10 (91%) 
Minority Representation 1 (8%) 4 (36%) 
Male 6 (50%) 4 (36%) 
Female 6 (50%) 7 (64%) 
Mean Undergrad GPA 3.10 3.38 
Age 35-44 6 (50%) 4 (44%) 
Age 25-34 3 (25%)  4 (44%) 
45+ 2 (17%) 1 (11%) 
Under 25 1 (8%) 0 (0%) 
Multiple Subject CSET at 
entry 

7 (70%) 9 (90%) 

Single Subject CSET at 
entry 

2 (20%) 1 (10%) 

Subject matter program at 
entry 

1 (10%) 0 (0%) 

Mean GPA in TEC Program 3.79 3.46 
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An Analysis of Attribute Mastery via Cognitive Diagnostic Modeling:  
A Comparison of Massachusetts, Minnesota, and the US National Average via 

TIMSS 2007 4th Grade Mathematics 
 

Young-Sun Lee & Yoon Soo Park 
Teachers College, Columbia University 

 
In mathematics education, researchers evaluate student achievement as well as 

their mastery of curricular instruction through international comparative studies. In 
particular, the Trend in International Mathematics and Science Study (TIMSS) operates 
on a 4-year cycle administered by the International Association for the Evaluation of 
Educational Achievement (IEA) since 1995 and generates reliable and timely data on US 
students’ achievement from an international context. The significance of such 
information is the possibility to better understand students’ progress as well to provide 
feedback for future improvement in areas that need further instruction. 

An important distinction in TIMSS 2007 from its predecessors is its revival of 
two American states, Massachusetts and Minnesota, as benchmark participants. 
Educational researchers often regard the overall American mathematics education as 
mediocre and not excelling its international peers (AFT, 1999). However, TIMSS 2007 
showed otherwise; students from both Massachusetts and Minnesota placed well in the 
international mathematics and science categories. Massachusetts ranked 4th and 
Minnesota ranked 6th in the 4th grade mathematics assessments (see Table 1), where the 
United States ranked 13th, demonstrating an overall improvement in their performance 
since 1995–the average scaled score for the US in 1995 was 518, and in 2007,it increased 
to 529, a statistically significant within-country improvement. This result is also true in 
their performance in science and also in 8th grade performance.   

Although various studies have scrutinized the TIMSS (Olson, Martin, & Mullis, 
2009) using methods that employ classical item analysis (CTT) and item response theory 
(IRT), there has been a general concern within the mathematics education community 
that the information garnered through the TIMSS is not directly applicable at the 
classroom level (Holliday & Holliday, 2003; Wang, 2001). To overcome this limitation, 
Lee, Choi, and Park (2009) proposed employing the cognitive diagnostic modeling 
(CDM) approach, which examined specific fine-grained attributes or skills necessary to 
solve a particular item. The purpose of this study is to extend this specific aim—to 
employ the CDM approach using the deterministic, inputs, noisy, “and” gate (DINA; 
Junker & Sijtsma, 2001) framework to identify item characteristics in terms of fine-
grained attributes. Furthermore, this study examines students’ mastery of attributes and 
whether they are able to judiciously utilize them well in an exam setting. In the CDM 
context, when students master an attribute and still incorrectly solves an item, the student 
is known to have slipped; on the other hand, if a student has not mastered an attribute, yet 
gets the item correct, the student has guessed. However, both guessing and slipping 
provide rich information for mathematics practitioners that can be applied directly to 
classroom setting. If we can identify a specific area where a student tends to guess and 
slip, additional practice and understanding may improve their performance. This is the 
motivational basis of CDM modeling and the aim of this study—to determine specific 
areas that students need to master more thoroughly so that they can apply their 
knowledge to items in assessment and successfully solve them.  
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Table 1. Mean Proficiency Statistics for the TIMSS 2007 4th Grade Participants 
 

 Country Sample 
Size 

Mean 
Proficiency

Standard 
Deviation 

Jackknife 
Sampling 

Error 

Overall 
Standard 

Error 
1 Hong Kong SAR 3,791 606.80 67.13 3.43 3.58 
2 Singapore 5,041 599.41 84.15 3.72 3.74 
3 Chinese Taipei 4,131 575.82 69.23 1.63 1.73 
4 Massachusetts, USA* 1,747 572.48 69.77 3.47 3.51 
5 Japan 4,487 568.16 76.08 2.09 2.12 
6 Minnesota, USA* 1,846 554.12 77.71 5.82 5.86 
7 Kazakhstan 3,990 549.35 83.81 7.12 7.15 
8 Russian Federation 4,464 544.05 83.37 4.91 4.91 
9 England 4,316 541.47 86.04 2.86 2.88 
10 Latvia 3,908 537.20 71.90 2.09 2.31 
11 Netherlands 3,349 534.95 61.35 2.13 2.15 
12 Lithuania 3,980 529.80 75.76 2.29 2.37 
13 United States 7,896 529.01 75.33 2.40 2.45 
14 Germany 5,200 525.16 68.15 2.22 2.25 
15 Denmark 3,519 523.11 70.84 2.34 2.40 
16 Quebec, Canada* 3,885 519.10 67.35 3.00 3.03 
17 Australia 4,108 516.06 83.31 3.47 3.51 
18 Ontario, Canada* 3,496 511.61 68.00 3.01 3.10 
19 Hungary 4,048 509.72 91.16 3.51 3.55 
20 Italy 4,470 506.75 77.03 3.13 3.14 
21 Austria 4,859 505.39 67.94 1.91 2.01 
22 Alberta, Canada* 4,037 505.32 66.06 2.94 2.95 
23 British Columbia, Canada* 4,153 505.22 71.31 2.54 2.75 
24 Sweden 4,676 502.57 66.48 2.39 2.53 
25 Slovenia 4,351 501.84 71.40 1.63 1.81 
26 Armenia 4,079 499.51 89.52 4.25 4.29 
27 Slovak Republic 4,963 495.98 84.94 4.43 4.47 
28 Scotland 3,929 494.45 78.93 2.18 2.21 
29 New Zealand 4,940 492.48 86.14 2.22 2.31 
30 Czech Republic 4,235 486.40 71.46 2.67 2.78 
31 Norway 4,108 473.22 76.22 2.43 2.54 
32 Ukraine 4,292 469.00 84.48 2.89 2.91 
33 Dubai, UAE* 3,064 444.33 89.60 1.90 2.14 
34 Georgia 4,108 438.46 88.43 4.18 4.21 
35 Iran, Islamic Rep. of 3,833 402.42 83.52 3.62 4.05 
36 Algeria 4,223 377.65 89.56 5.06 5.18 
37 Colombia 4,801 355.45 90.18 4.79 4.97 
38 Morocco 3,894 341.31 95.27 4.51 4.67 
39 El Salvador 4,166 329.91 90.82 3.46 4.10 
40 Tunisia 4,134 327.44 110.81 4.41 4.47 
41 Kuwait 3,803 315.54 99.30 3.41 3.65 
42 Qatar 7,019 296.27 90.07 0.97 1.04 
43 Yemen 5,811 223.68 110.14 5.64 5.97 

Note: *Benchmark Participants, based on TIMSS 2007 Technical Report 
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Data and Q-matrix 25 items from booklet 1 of TIMSS 2007 4th grade mathematics 
data was used to analyze student mastery of 9 specific attributes as prescribed by TIMSS 
(see Table 2). The items were designed to reflect the international mathematics 
curriculum by disseminating surveys to each participating country regarding their 
assessment objectives and whether they aligned with the design implemented by TIMSS. 
In general, the mathematics items were developed with two main dimensions: a content 
and a cognitive dimension. The Number, Geometric Shapes and Measures, and Data 
Display content domains were each targeted to account for 50%, 35%, and 15% of the 
assessment, respectively; the Knowing, Applying, and Reasoning cognitive domains were 
developed to target 40%, 40%, and 20%, respectively. Item developers were assigned to a 
specific content domain so that their question will reflect the area defined by their 
respective content domain.  

 
Table 2. Description of Attributes  

 
Attribute  Description # Times Required 

1 Whole Numbers (Number) 10 
2 Pattern & Relationships (Geometric Shapes and Measures) 1 
3 2- & 3- Dimensional (Geometric Shapes and Measures) 6 
4 Organizing & Representing (Data Display) 4 
5 Fractions and Decimals (Number) 3 
6 Location and Movements (Geometric Shapes and Measures) 1 
7 Knowing  7 
8 Reasoning 9 
9 Applying 9 

Note:   (1) Attributes 1 to 6 are topic areas from Content Domains (Number, Geometric 
Shapes and Measures, and Data Display) 

(2) Attributes 7, 8, 9 are taken from Cognitive Domains  
 
 Using the specific framework allotted by the TIMSS Item Development Team, the 
Q-Matrix (Embretson, 1984; Tatsuoka, 1985) developed for this study followed their 
classifications (see Table 3). A Q-Matrix is a table of indicator variables that displays the 
list of attributes required to solve the item correctly. If we let  be examinee i ’s 
response for item 

ijX

j , such that  and } ..., ,2 ,1{ Ii = } J..., ,2 ,1{j = , and let }{ iki αα =  be a 
vector of examinee ’s skills for attribute k , such that i } K..., ,2 ,1{k = , then this resulting 
vector becomes binary with values “0” and “1,” indicating the absence or the presence of 
the attribute, respectively. The DINA model requires such information to match the skills 
with the students’ responses. The DINA model calculates the probability that examinee i  
solves item j  correctly given the skills vector iα  as 
 

ijij
jjiijij sgXPP ηηαα )1()|1()( 1 −=== − . 

 
 In the DINA framework, the slip parameter is defined as ( 0 |j ij ijs P X 1)η= = =

)

 
and the guessing parameter is defined as 0|1( === ijijj XPg η  for item j . Students’ 
responses to the 25 items were used to estimate DINA parameters and classify each 
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student as having mastered or not mastered the th attribute according to the estimated 
posterior probability of the 9 attributes.  

k

 
Table 3. TIMSS 2007 4th Grade Mathematics Q-Matrix 

 

Item # Attribute 
1 2 3 4 5 6 7 8 9 

1 1 0 0 0 0 0 1 0 0 
2 1 0 0 0 0 0 0 1 0 
3 1 0 0 0 0 0 0 1 0 
4 0 1 0 0 0 0 0 1 0 
5 1 0 0 0 0 0 0 1 0 
6 1 0 0 0 0 0 0 1 0 
7 1 0 0 0 0 0 0 0 1 
8 1 0 0 0 0 0 0 0 1 
9 0 0 1 0 0 0 1 0 0 
10 0 0 0 1 0 0 0 0 1 
11 0 0 0 1 0 0 0 1 0 
12 1 0 0 0 0 0 1 0 0 
13 1 0 0 0 0 0 0 0 1 
14 1 0 0 0 0 0 1 0 0 
15 0 0 0 0 1 0 1 0 0 
16 0 0 0 0 1 0 1 0 0 
17 0 0 0 0 1 0 0 0 1 
18 0 0 1 0 0 0 0 0 1 
19 0 0 1 0 0 0 0 0 1 
20 0 0 1 0 0 0 0 0 1 
21 0 0 1 0 0 0 0 1 0 
22 0 0 1 0 0 0 0 1 0 
23 0 0 0 0 0 1 1 0 0 
24 0 0 0 1 0 0 0 0 1 
25 0 0 0 1 0 0 0 1 0 

 
Results Due to space constraints, this proceeding presents the results of three 
multiple choice items to demonstrate the effectiveness of CDM modeling approach to 
identify student mastery of domain-specific skills. Examples 1 to 3 present the results of 
these three items. These three were selected on the basis of DINA item parameters 
(Figures 1 and 2) and IRT item difficulty (Figure 3) (Olson, Martin, & Mullis, 2009). 
More detailed comprehensive results including the DINA parameter estimates and 
mastery prevalence of each attribute for Massachusetts, Minnesota, and the Unites States 
National average data will be presented in the full paper.   

Interestingly, Figures 1 and 2 show that the both DINA item guessing and item 
slippage are different, whereas Figure 3 shows that the items have similar IRT 
discrimination and guessing, only differing in item difficulty. The examples were chosen 
to highlight the differences in probabilities of response patterns conditioning on attribute 
mastery. 
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Figure 1. Plot of DINA Item Guessing   
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Note: Example 1, 2, and 3 correspond to Items 12, 18, and 23, respectively. 

 
 

Figure 2. Plot of DINA Item Slip 
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Note: Example 1, 2, and 3 correspond to Items 12, 18, and 23, respectively. 
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Figure 3. 3-PL Item Characteristic Curves for 3 Multiple-Choice Items 
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Note: Y-axis is the probability of getting the item correct, and x-axis is ability (θ). 

 
 

In light of these conditions, the results present an interesting outcome. In Example 
1 (Item 12), the conditional probabilities of selecting the correct response is high 
regardless of attribute mastery, because this is an easy item (from both high DINA 
guessing and IRT item difficulty). However, in Example 2 (Item 18), the conditional 
probabilities change—students that mastered the required attributes choose the correct 
response higher and so do their alternative choices, even if they got the wrong answer. 
Responses B and D were the top alternatives, and those that mastered the attribute yet got 
the item incorrect seemed to select D, whereas those that did not master the attributes 
selected B. This is because choice D requires knowledge of areas, which usually 
surpasses the knowledge of perimeters, perhaps implying that they have not mastered the 
distinction between the two. However, students that selected option B just added the two 
lengths and did not go as far to understand the concept of perimeters. Example 3 (Item 
23) illustrates the effectiveness of CDM (especially DINA) approach, because it clearly 
shows that it is the mastery of both attributes that allows a student to answer the problem 
correctly.  
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Example 1. Item 12 
 

In which of the following are the numbers arranged from LARGEST to SMALLEST? 
 

A. 36, 43, 66, 87 
 
B. 66, 43, 36, 87 
 
C. 87, 66, 36, 43 
 
D. 87, 66, 43, 36 

 
Answer: D 
 
IRT Parameters (SE) 

Slope (aj) Location (bj) Guessing (cj) 

0.862 (0.067) -0.538 (0.098) 0.189 (0.039) 

 
Item 12 Response Not Mastered Mastered Total 

USA*** 

A 12.36 4.88 8.42 
B 1.93 0.00 0.92 
C 5.02 1.39 3.11 
D 80.69 93.73 87.55 

Massachusetts 

A 18.42 8.75 11.86 
B 0.00 0.00 0.00 
C 7.89 2.50 4.24 
D 73.68 88.75 83.90 

Minnesota 

A 19.67 17.39 18.46 
B 1.64 0.00 0.77 
C 4.92 1.45 3.08 
D 73.77 81.16 77.69 

 
Note:  (1) Each cell contains column percents (conditional probability) 
 (2) *: p<0.05, **: p<0.01, ***: p<0.001 
 (3) Statistical significance represents differences between columns ( 2χ  test) 
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Figure 4. Conditional Probability of Item 12 by Mastery Classification 
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Note: The answer is D. 
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Example 2: Item 18 

 
What is the perimeter of this rectangle? 

 
A.   7 cm 

 
B. 10 cm 

 
C. 20 cm 

 
D. 21 cm 

 
Answer: C 
 
IRT Parameters (SE) 

Slope (aj) Location (bj) Guessing (cj) 

0.877 (0.074) 0.182 (0.067) 0.160 (0.026) 

 
Item 18 Response Not Mastered Mastered Total 

USA*** 

A 3.77 0.38 2.07 
B 26.42 6.39 16.38 
C 58.87 79.70 69.30 
D 10.94 13.53 12.24 

Massachusetts 

A 2.33 0.00 0.86 
B 11.63 6.85 8.62 
C 65.12 82.19 75.86 
D 20.93 10.96 14.66 

Minnesota* 

A 1.82 0.00 0.79 
B 14.55 2.78 7.87 
C 56.36 79.17 69.29 
D 27.27 18.06 22.05 

 
Note:  (1) Each cell contains column percents (conditional probability) 
 (2) *: p<0.05, **: p<0.01, ***: p<0.001 
 (3) Statistical significance represents differences between columns ( 2χ  test) 
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Figure 5. Conditional Probability of Item 18 by Mastery Classification 
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Note: The answer is C. 
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Example 3. Item 23  

 
 

The shape above is rotated by 90o clockwise. Which shape is the result? 

 
 
Answer: C 
 
IRT Parameters (SE) 

Slope (aj) Location (bj) Guessing (cj) 

0.807 (0.102) 1.174 (0.080) 0.155 (0.021) 

 
Item 23 Response Not Mastered Mastered Total 

USA*** 

A 22.81 0.00 15.73 
B 40.63 0.00 28.02 
C 0.00 100.00 31.03 
D 36.56 0.00 25.22 

Massachusetts*** 

A 16.67 0.00 9.28 
B 33.33 0.00 18.56 
C 0.00 100.00 44.33 
D 50.00 0.00 27.84 

Minnesota*** 

A 35.48 0.00 19.82 
B 32.26 0.00 18.02 
C 0.00 100.00 44.14 
D 32.26 0.00 18.02 

 
Note:  (1) Each cell contains column percents (conditional probability) 
 (2) *: p<0.05, **: p<0.01, ***: p<0.001 
 (3) Statistical significance represents differences between columns ( 2χ  test) 
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Figure 6. Conditional Probability of Item 23 by Mastery Classification 
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Conclusion In short, the CDM approach to analyze student attribute mastery provides 
a greater wealth of information than the traditional CTT and IRT methods, which simply 
ranks students in a latent trait continuum. The attractiveness of the method demonstrated 
in this study should be explored further in other analyses; it is the ability to trigger 
attribute-specific information to instructors that can be used directly in classrooms, which 
signifies its importance in the educational setting. 
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An International Comparison of Multidimensional Clustering of 8th Grade 
Mathematics Skills in TIMSS 2003  

 
 

Yoon Soo Park, Young-Sun Lee 
Teachers College, Columbia University 

 & 
Kyong Mi Choi 

University of Iowa 
 

Abstract 
 
 Multidimensional Scaling and Clustering (MDS) methods provide useful 
visualization to explore similarities and dissimilarities in data. In particular, clustering 
and similarity trees are effective techniques to group related objects and can be 
implemented to assess how individuals think of psychological concepts. This study used 
the Extended Similarity Trees (Corter & Tversky, 1986) method to cluster and 
graphically illustrate the hierarchical and overlapping nature of fine-grained attributes 
required to solve a mathematics item. In particular, 43 items from the TIMSS 2003 8th 
grade mathematics exam were used to generate a list of skills or attributes that constitute 
a Q-Matrix (Embretson, 1984; Tatsuoka, 1985). Using a joint additive method to 
combine a country’s performance with the Q-Matrix, we analyzed the Extended 
Similarity Trees of Korea, U.S., and Bahrain, which were high, average, and lower-
performing countries for TIMSS 2003, respectively. Results showed that the clustering 
and overlapping structure of Bahrain was more complexly associated with other attributes 
than the U.S., which had attributes that were more independent; in addition, the U.S. had 
a more complex structure than Korea. In general, we found that the structure of attributes 
in higher-performing countries were more distinct than others, implying a firmer 
understanding of the specific skill that is required in the problem; lower-performing 
countries had greater associations with other attributes, which may indicate an uncertain 
grasp of the particular skill. Rather than relying solely on the overall or the domain scaled 
scores for interpreting performance, examining cluster structures can serve to be a useful 
method to provide direct feedback to teachers and educational researchers on areas that 
may need further instruction.  
 
 
 
 
 
Keywords: TIMSS, Q-Matrix, Extended Similarity Trees, Multidimensional Scaling 
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Introduction 

International assessments provide insights into a country’s mathematics 

performance and evidence for researchers and policymakers to use its findings for 

additional analyses and studies (Ferrini-Mundy & Schmidt, 2005; Lemke et al., 2004). 

One such examination is the Trends in Mathematics and Science Study (TIMSS), which 

has been conducted since 1995 with 53-participating countries in the 2003 administration. 

The TIMSS 2003 was the third-round of data collected by the IEA (International 

Association for the Evaluation of Educational Achievement), which began its first 

collection in the 1994-95 TIMSS. It was originally termed the Third International 

Mathematics and Science Study, and later renamed to its current state.  

Comparative assessments such as the TIMSS allow not only a better 

understanding of a nation’s relative standing in the mathematics performance from an 

international context; it also provides feedback to educators so that it can be reflected to 

improve their education system (Cai & Silver, 1995). However, most researchers have 

relied upon using the overall average scaled scores of each country or the scores of 

content and cognitive domains classified by TIMSS to analyze a country’s performance. 

As such, despite the complexity and the richness of the data collected, the TIMSS 

received criticism for lacking educational significance that can be directly implemented 

to improve student performance at the classroom level. Furthermore, researchers have 

noted that it was also inconsiderate of cultural contexts that may also mediate student 

performance (Holliday & Holliday, 2003; Wang, 2001). To this end, this study attempted 

to surpass the sole use of raw scores to analyze student performance. Rather, the goal of 
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this study lied in using scores as a means to assess the association of skills necessary to 

solve a specific item.  

Mathematics items in the TIMSS are designed to classify each question into 

content (e.g., Number & Operations, Algebra, Geometry, Measurement, and Data 

Analysis & Probability) and cognitive domains (e.g., Knowing Facts and Procedures, 

Using Concepts, Solving Routine Problems, and Reasoning), providing researchers 

information about the type of item that is given to the examinees. Therefore, it is of 

interest to investigate whether there are cluster differences in the domains and more 

specifically, what relationship these domains have with one another. These domains can 

be respecified using a Q-Matrix (Embretson, 1984; Tatsuoka, 1985), which identifies 

fine-grained attributes that are required to solve a particular item correctly.  

Clustering and similarity trees are useful techniques used to group related objects 

and can be implemented to assess how students from a particular country considers these 

attributes. The Extended Similarity Trees (Corter & Tversky, 1986) is a clustering 

method that graphically shows the hierarchical structure of the attributes as well as 

overlapping properties that are present for objects with varying roots. In this study, 

TIMSS 2003 8th grade mathematics is used to identify attributes that can be clustered via 

the extended similarity tree to analyze the following: (1) what types of attribute clusters 

do students have when solving mathematics questions, (2) how do these clusters differ 

among high, average, and lower-performing countries, and (3) do countries with high 

overall scores have a certain pattern of attribute clustering that is different from countries 

with low performance. To achieve these goals, three countries were selected from their 

overall average scaled score, namely South Korea (ranked 2nd), U.S.A. (ranked 15th) and 
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Bahrain (ranked 37th); they represent countries with high, average, and low performance 

to examine how these students perceive and process the attributes that are prescribed in 

the Q-Matrix. By examining the cluster structure of these three countries, it would be 

possible to discover how students from a certain country perceives such fine-grained 

attributes, which can be used to direct classroom instruction to improve student 

performance.   

 

Methods 

Q-Matrix The Q-matrix is a table of skills that indicates whether an item requires a 

specific attribute. The Q-matrix for this study has 43 items and 12 attributes, which was 

derived using the National Council of Teachers for Mathematics’ Principles and 

Standards for School Mathematics (NCTM, 2000). Using the list of attributes required to 

solve the item correctly, the standards were modified to complement the TIMSS 2003. 

The Q-Matrix has five components with various subcomponents under each category. 

The five main components (i.e., content domains) were predetermined by TIMSS and are 

as follows: Number & Operations (NO), Algebra (A), Geometry (G), Measurement (M), 

and Data Analysis & Probability (DP). Descriptions and explanations for its 

subcategories are provided in Table 1 of the Appendix. For example, a problem in the 

TIMSS 2003 asked the following: 

The numbers in the sequence 7, 11, 15, 19, 23, … increase by four. The 
numbers in the sequence 1, 10, 19, 28, 37, … increase by nine. The 
number 19 is in both sequences. If the two sequences are continued, what 
is the next number that is in BOTH the first and the second sequences? 
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The answer is 55. Since the first sequence increases by 4 and the second by 9, their 

product summed to 19 yields 55. To solve this problem, a student needs the following 

attributes: (1) Understand numbers, ways of representing numbers, relationships among 

numbers, and number systems, (2) Compute fluently and make reasonable estimates, and 

(3) Understand patterns, relations, and functions. The first two attributes are from the N 

& O category, and the third is from A. Hence, this problem assumed that a student who is 

able to solve this problem correctly mastered all three attributes. 

 Table 2 in the Appendix also shows the actual Q-Matrix used for the current 

analysis. Only 43 items were used in the Q-Matrix, since they were the only items 

released to the public, obtainable through the Boston College TIMSS website (TIMSS, 

2005). The Q-Matrix was scored independently by three math educators and 

professionals with over college-level mathematics training and experience in the field. 

The scoring of the three Q-Matrices was combined to form the matrix used for this study 

through a discussion and consensus format. The value of the Q-Matrix is the clear 

breakdown of the fine-grained attributes; in other words, it can provide a list of skills 

necessary to solve a problem correctly. The validity of the Q-Matrix rests on the content 

mastery and experience of the coders that develop the Q-Matrix. The Q-Matrix forms the 

building block of this analysis and its accuracy holds the validity of the findings of this 

analysis. There are other methods in measurement and psychometrics that implement the 

Q-Matrix, namely Cognitive Diagnostic Modeling. Although the approach discussed here 

is related, it is different in that we are measuring the clustering and association of skills, 

not their prevalence.  
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Extended Similarities Tree The main analysis of this study rests in the Extended 

Similarity Trees algorithm, which can be divided into three parts (Corter & Tversky, 

1986): (1) Obtaining best-fit additive tree, (2) Estimating measure of each possible 

marked feature and selecting the optimal set, and (3) Simultaneously estimating all model 

parameters using least squares method. The first method transforms data to satisfy the 

metric axioms. Then, the neighbor score matrix is calculated and joined to elements that 

are mutual nearest-neighbors (MNN), which satisfies the following equation: 

If ),max( ikcc ikij ≠∀=  and ),max( jkcjkc ji ≠∀=   

Then ji,  is MNN 

This process is looped until all possible combinations are exhausted. The next process 

eliminates measure of the possible marked feature and picks the best group using the 

following equation: 

∑ −−+=
Q

A uyduxduydvxd
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This equation allows both the elimination of redundant features and clique selection of 

pair-wise features. Finally, the least-squares method is used to estimate the parameters.   

The advantage of using the Extended Similarity Trees model over hierarchical or 

addtree models is that it allows the graphical representation of overlapping or non-nested 

features. Furthermore, it allows the illustration of both common features as well as 

unique features. These strengths make the Extended Similarity Trees model ideal (Corter 

& Tversky, 1986). In our case, we deal with attributes used to solve mathematics 

problems, which are cognitive features that tend to be overlapping features. To estimate 
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various parameters and to graphically represent the tree, the Extree program (Corter, 

1996) was used. 

Data In the TIMSS 2003 8th grade mathematics data, 53 countries participated in the 

study, which included data from over 360,000 students (IEA, 2005). Raw data for the 

analyses was obtained from the Boston College TIMSS website. The raw data was 

converted to SAS data files using a modified SAS macro provided by the website, scored, 

and merged (each country had a separate SAS data file). An additional SAS macro was 

created to eliminate all other items except the 43 disclosed items. A list of the 43 items is 

identified in Table 2 in the Appendix.  

 From the raw data, three countries were selected based on their overall 

performance, representing high-, average-, and low-performing countries, Korea, U.S.A., 

and Bahrain, respectively. Table 3 shows the average mathematics scale scores by 

country and presents the reasoning behind this choice. Table 3 shows 25 randomly 

sampled countries from the total participating countries in the TIMSS 2003. These 25 

countries were predetermined and selected based on the data generated from the SAS 

macro provided by the TIMSS database at Boston College. From the list, Korea tops the 

scores, and the United States ranks 10th. Bahrain ranked 22nd in this list, and the 

justification for choosing Bahrain was due to the computational capacity to create 

dissimilarity matrices. In the case of the remaining countries that ranked below Bahrain, 

the attribute associations that were used to develop the dissimilarity matrix became very 

small, perhaps due to the low number of correctly answered items using a particular 

attribute. For example, the raw data showed that Botswana’s students had very low 

correct answers for items that required attribute number 8.  
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Following the data cleaning process, the raw data was “associated” with the Q-

Matrix using a joint additive model developed by the authors. The algorithm for this 

association used the matrix product of the Q-Matrix and the raw data, which in turn, 

produced a table of summed correct items based on the 12 attributes described in the Q-

Matrix. This additive structure enabled a well-balanced system of correctly-answered 

items to be represented in the Q-Matrix. Following the development of this new matrix, a 

proximity matrix of dissimilarities was created using Euclidean distances, which is the 

default choice of distance measure for most MDS analyses. This was created using the 

matrix dissimilarity command in Stata (Stata Corp, 2008) that allows a flexible syntax to 

create and modify different types of similarities and dissimilarities matrices.  

Using the general procedure described, a dissimilarities matrix was created for 

Korea, U.S.A., and Bahrain. In addition, a dissimilarities matrix was created using all 

participating countries. Here, 25 randomly selected countries were used to create the final 

dissimilarity matrix due to the overflow of matrix size and computational power. The 

randomness of the sample should allow for overall generalizability of the clustering 

structure. The four dissimilarities matrices (Tables 4 and 5) were entered into the 

EXTREE program (Corter, 1996), a Pascal-based software, to reconfigure and generate 

the Extended Similarities Tree to be used for this analysis.   

 

Results and Discussion 

Table 3 presents the average scaled scores of the 25 countries used in this study, 

which shows a wide distribution of scores. The lowest-performing country, Botswana, 

scored 366 points, which is 100 points below the international average, and 223 points 
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below the number-one-ranked Korea. The average scaled scores of the three countries 

chosen were 589, 504, and 401, representing the high-, average-, and low-performing 

countries. Following the procedure outlined in the methods section, the raw data was 

transformed into dissimilarities and fit into the Extended Similarity Trees algorithm. 

However, prior to entering the data into the Extree program, the matrices were fit using 

ordinary MDS procedures—classical, modern, and nonmetric MDS algorithms. This was 

done to demonstrate the utility of fitting the Extended Similarities when compared to 

other MDS methods.  

Figure 1 presents the graphical output generated from the ordinary MDS method. 

Here, only the dissimilarity matrix for all 25 countries is presented, as the output for other 

matrices showed identical results. Figure 1 shows that aside from attributes 1 and 3, all 

other attributes are clustered. Furthermore, it is hard to interpret the output that surpasses 

this simple observation. The reason for including Figure 1 is to create a motivation for 

conducting the Extended Similarity Tree analysis, which proves to have better 

interpretational value for the attributes presented in the Q-Matrix.  

In fact, the Extended Similarity Tree shows good fit as shown in Table 6, which 

presents the fit statistics of the 4 dissimilarity matrices. The results show stress values 

less than the accepted 0.1 cutoff with r-squared values that are all over 99 percent. 

Therefore, the clustering structure seemed to explain the data well. Figures 2 to 5 

illustrate the clustering structure of Korea, Bahrain, the U.S., and average estimate of the 

25 participating countries. From all four diagrams, it is clear that attributes 1 and 3 are 

linked and far apart from the others as previously shown by ordinary MDS analyses. 

However, this provides further information regarding the hierarchy and overlapping 
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structures of the attributes. Each figure contains two components—the dendogram that 

represents the hierarchical nature of the attributes and a matrix to the right that groups 

overlapping features.  

Figures 2 and 3 are placed side to side to juxtapose one overlapping attribute in 

Korea to the five overlapping attributes in Bahrain; furthermore, Korea only had two 

hierarchical clusters, whereas Bahrain had five. The prevalence of clusters is a 

characteristic of the low-performing countries and is confirmed again when observing the 

structure of the U.S., which has three overlapping attributes and only two hierarchical 

clusters. In lower-performing countries, students may have not fully mastered the 

attributes well enough to distinguish one from another; they may confuse the structure 

with a different skill, which may lead them to incorrectly answer the item, perhaps by 

guessing or slipping. The noticeable difference in Bahrain is also the overlapping cluster 

between attributes 4, 5, 6, 12, and 8, which are understanding patterns, use algebraic 

symbols, use mathematical models, understand probability, and use spatial relationships, 

respectively. Although it makes sense that attributes 4 and 5 algebraic attributes are 

related, it seems odd that attributes 12 and 8 are also nested within this overlapping 

cluster. Perhaps this idiosyncrasy is one reason students were confused with probability 

and geometry items in Bahrain. Another peculiar overlapping attribute in Bahrain is the 

cluster between attributes 1, 3, and 9. Although it makes sense that attributes 1 and 3 are 

linked, it seems unlikely that attribute 9 from the geometry domain should be included in 

a numbers and operations domain. In short, the low-performing country has clusters both 

hierarchical and overlapping that do not meet the system of attributes normally 
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associated; it also does not match the framework of the Q-Matrix presented in this study 

as well.  

Other than differences in structure, there were also similarities. For example, all 

three countries showed a clustering between attributes 1, 2, and 3, which conform to the 

numbers and operations domain. Both Korea and the U.S. have these attributes as 

overlapping attributes, whereas Bahrain structures them as hierarchical skills. An 

interesting finding between Figures 3 and 4 is the remarkable similarity between the 

structures of the U.S. and the world. Almost all hierarchical and overlapping features are 

replicated in both figures. Perhaps one explanation to the resemblance of the two figures 

is the dominance of American education in the world. There are numerous American 

textbooks and study materials in English today that teach the same educational system. 

Checking the Extended Similarity Tree in other countries, no other nation has a stronger 

resemblance than the U.S. as presented here. It may be interesting to see the progression 

of the clustering structure from the TIMSS 1999 to the more recent examinations to see 

whether there is a gradual change between the two or whether the cluster structure of the 

world is become American. 

Although preliminary, the results of this study show the efficacy of using raw data 

to cluster the Q-Matrix. As discussed, attributes that are clustered or skills that are linked 

for obscure reasons should be revisited by mathematics educators and educational 

researchers to verify whether there must be a curricular effort to train students to master 

the specific skills. Furthermore, psychological perceptions of the students can be revealed 

using this method with is not available in other techniques even in the cognitive 

diagnostic modeling approach. 
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Conclusion 

 The purpose of this study was to identify which clusters students use when 

solving the TIMSS 8th grade mathematics questions. A dissimilarity proximity matrix 

was generated using correlations on the accuracy of student response. SAS macro was 

modified to conduct the data cleaning. Based on 43 items and 25 countries represented in 

the study, we found hierarchical clusters and overlapping features that are commonly 

represented in each country. We found that traits that related to numbers and operations 

domains were clustered, while traits necessary for algebraic skills were clustered as well.  

 The study also investigated differences in clustering among high- and low- 

performing countries. For this specific purpose, we found that clustering methods using 

Extended Similarity Trees can be useful to detect areas where low-performing students 

can focus to improve their achievement. The results showed that students from high-

performing countries had a greater understanding of the attributes by allowing these skills 

to be distinct and independent from others, whereas students from low-performing 

countries clustered similar and also unrelated attributes, which indicate and uncertainty 

and a lack of mastery in skills. Utilizing the fine-grained attributes specified from this 

analysis can help improve student performance and serve as a reliable method for 

filtering and providing information to educational researchers and policymakers.  

 

References 

Cai, J., & Silver, E. A. (1995). Solution processes and interpretations of solutions in 
solving a division-with-remainder story problem: Do Chinese and U.S. students 
have similar difficulties? Journal for Research in Mathematics Education, 26, 
491-497. 

 

2010 HICE Proceedings - Page 3569



Corter, J. E., & Tversky, A (1986). Extended similarity Trees. Psychometrika, 51, 429-
451. 

 
Corter, J. E. (1996). An efficient metric combinatorial algorithm for fitting additive trees. 

Multivariate Behavioral Research, 33(2), 249-272. 
 
Embretson, S. (1984). A general latent trait model for response processes. Psychometrika, 

49, 175-186. 
 
Ferrini-Mundy, J., & Schmidt, W. H. (2005). International Comparative Studies in 

Mathematics Education: Opportunities for Collaboration and Challenges for 
Researchers. Journal for Research in Mathematics Education, 36, 164-175. 

 

Holliday, W. G., & Holliday, B. W. (2003). Why Using International Comparative Math 
and Science Achievement Data from TIMSS Is Not Helpful. The Educational 
Forum, 67, 250-258. 

 
IEA (2005). TIMSS 2003 User Guide for the international Database. Chestnut Hill, MA: 

TIMSS & RIRLS International Study Center, Lynch School of Education, Boston 
College. 

 

Lemke, M., Sen, A., Pahlke, E., Partelow, L., Miller, D., Williams, T., Kastberg, D., & 
Jocelyn, L. (2004). International Outcomes of Learning in Mathematics Literacy 
and Problem Solving: PISA 2003 Results From the U.S. Perspective. (NCES 
2005–003). Washington, DC: U.S. Department of Education, National Center for 
Education Statistics. 

 
NCTM (2000). Principles and Standards for School 

Mathematics. http://standards.nctm.org/ 
 
Tatsuoka, K. K. (1985). A probabilistic model for diagnosing misconceptions in the 

pattern classification approach. Journal of Educational Statistics, 12, 55-73.   
 
Tatsuoka, K. K., Corter, J. E., & Tatsuoka, C. (2004).  Patterns of diagnosed 

mathematical content and process skills in TIMSS-R across a sample of twenty 
countries.  American Educational Research Journal, 41(4), 901-926. 

 
TIMSS (2005). TIMSS 2003 User Guide for the International Database, Chestnut Hill: 

IEA. 
 
Wang, J. (2001). TIMSS primary and middle school data: Some technical concerns. 

Educational Researcher, 30, 17-21. 
 
  

2010 HICE Proceedings - Page 3570

http://standards.nctm.org/


Appendix 

Table 1. Attributes adopted from NCTM Principles and Standards to analyze 
performance on mathematics items from the TIMSS (2003) for 8th grade 

 

Strand Attributes # of Times  
Specified 

Number &  

Operations 

(NO) 

1. Understand numbers, ways of representing numbers, 
relationships among numbers, and number systems 

2. Understand meanings of operations and how they relate to 
one another 

3. Compute fluently and make reasonable estimates 

19 
 

9 
 
7 

Algebra  

(A) 

4. Understand patterns, relations, and functions 
5. Represent and analyze mathematical situations and 

structures using algebraic symbols 
6. Use mathematical models to represent, understand, and 

analyze quantitative relationships 

9 

8 

4 

Geometry  

(G) 

7. Analyze characteristics and properties of two- and three-
dimensional geometric shapes and develop mathematical 
arguments about geometric relationships 

8. Specify locations and describe spatial relationships using 
coordinate geometry and other representational systems / 
Apply transformations and use symmetry to analyze 
mathematical situations 

9. Use visualization, spatial reasoning, and geometric 
modeling to solve problems 

10 
 
 

 
5 

 
 

4 

Measurement 

(M)  

10. Understand measurable attributes of objects and the units, 
systems, and processes of measurement / Apply appropriate 
techniques, tools, and formulas to determine measurements 

11. Apply appropriate techniques, tools, and formulas to 
determine measurements 

9 
 
 

5 
 

Data Analysis 
& Probability 

(DP) 

12. Understand and apply basic concepts of probability 2 
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Table 2. The Q-Matrix for the 8th Grade TIMSS Mathematics Test 
      Attribute 

Item Item Strand* 1 2 3 4 5 6 7 8 9 10 11 12 
1 m022008 A 1 0 1 1 0 0 0 0 0 0 0 0 
2 m022012 NO 1 0 0 0 0 0 0 0 0 0 0 0 
3 m022148 M 1 0 1 0 0 0 0 0 0 1 0 0 
4 m022156 NO 0 1 1 0 0 0 0 0 0 1 0 0 
5 m022227a M 0 0 0 0 0 0 1 0 0 0 1 0 
6 m022227b M 0 0 0 0 0 0 1 0 0 1 1 0 
7 m022227c M 0 0 0 0 0 0 1 0 0 0 1 0 
8 m022253 A 0 1 0 1 0 0 0 0 0 0 0 0 
9 m022261a A 0 0 0 1 0 0 1 0 0 0 0 0 

10 m022261b A 0 0 0 1 1 1 0 0 0 0 0 0 
11 m022261c A 0 0 0 1 1 1 0 0 0 0 0 0 
12 m032233 NO 1 0 0 0 1 0 0 0 0 0 0 0 
13 m032743 G 0 0 0 0 0 0 0 1 1 0 0 0 
14 m032744 A 0 0 0 0 0 0 0 1 1 0 0 0 
15 m032745 G 0 0 0 0 0 0 0 1 0 0 0 0 
16 m022002 A 0 0 0 1 1 0 0 0 0 0 0 0 
17 m022010 NO 1 0 0 0 0 0 0 0 0 1 0 0 
18 m022127 NO 1 1 1 0 0 0 0 0 0 1 0 0 
19 m022135 DP 0 0 0 1 0 0 0 0 0 0 0 0 
20 m032447 NO 1 0 0 0 0 0 1 0 0 0 0 0 
21 m032690 NO 1 1 0 0 0 0 0 0 0 0 0 0 
22 m032728 A 0 0 1 1 1 0 0 0 0 0 0 0 
23 m012027 NO 1 0 0 0 0 0 0 0 0 1 0 0 
24 m012030 M 0 0 0 0 0 0 0 0 1 1 0 0 
25 m022142 G 0 0 0 0 0 0 1 0 0 0 0 0 
26 m022252 DP 1 0 0 0 0 0 0 0 0 0 0 1 
27 m032670 NO 1 0 0 0 0 0 0 0 0 0 0 0 
28 m012028 NO 1 1 0 0 0 0 0 0 0 0 0 0 
29 m022004 NO 1 1 0 0 0 0 0 0 0 0 0 0 
30 m022005 M 0 0 0 0 0 0 0 0 0 1 1 0 
31 m022021 M 0 0 1 0 0 0 1 0 0 0 1 0 
32 m022139 NO 1 0 0 0 0 0 0 0 0 0 0 0 
33 m022154 G 0 0 0 0 0 0 1 1 0 0 0 0 
34 m032036 A 0 1 0 0 1 0 0 0 0 0 0 0 
35 m032732 M 0 0 0 0 0 0 1 0 0 1 0 0 
36 m012025 A 0 0 0 0 1 0 0 1 1 0 0 0 
37 m012026 G 0 0 0 0 0 0 1 0 0 0 0 0 
38 m022016 G 0 0 0 0 1 1 0 0 0 0 0 0 
39 m022144 NO 1 0 0 0 0 0 0 0 0 0 0 0 
40 m032609 NO 1 1 1 0 0 0 0 0 0 0 0 0 
41 m032727 NO 1 0 0 0 0 0 0 0 0 0 0 0 
42 m012029 A 1 1 0 1 0 0 0 0 0 0 0 0 
43 m022146 DP 1 0 0 0 0 0 0 0 0 0 0 1 

*: Number & Operations (NO), Algebra (A), Geometry (G), Measurement (M), and Data 
Analysis & Probability (DP) 
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Table 3: Average Mathematics Scale Scores by Country 
 

Rank Country Scaled Score 
1 Korea, Republic of 589 
2 Hong Kong SAR 586 
3 Taiwan 585 
4 Japan 570 
5 Netherlands2 536 
6 Estonia 531 
7 Hungary 529 
8 Malaysia 508 
9 Australia 505 
10 United States 504 
11 Lithuania 502 
12 Italy 484 
13 Bulgaria 476 
14 England 467 
15 International average 466 
16 Moldova, Republic of 460 
17 Cyprus 459 
18 Lebanon 433 
19 Jordan 424 
20 Indonesia 411 
21 Iran, Islamic Republic of 411 
22 Bahrain 401 
23 Palestinian National Authority 390 
24 Chile 387 
25 Botswana 366 

 
Note: Rank #15 represents the international average taken from all the 

participating countries in the TIMSS 2003.  
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Table 4. Dissimilarity Matrices for the High-, Average-, and Low-performing Countries* 
 

Korea A1 A2 A3 A4 A5 A6 A7 A8 A9 A10 A11 A12
A1      
A2 191.12     
A3 124.73 75.22    
A4 226.89 43.70 108.31   
A5 218.96 40.48 101.51 26.26   
A6 261.15 76.35 142.61 42.81 45.89   
A7 187.59 27.87 73.55 48.55 45.81 80.94   
A8 249.10 65.64 131.14 34.07 42.87 29.92 68.70   
A9 219.89 41.11 101.40 27.13 30.64 50.46 42.98 33.96   

A10 222.82 44.64 101.57 30.94 32.60 48.99 50.44 42.11 29.58  
A11 215.29 38.31 95.40 33.26 33.55 56.68 37.64 47.62 27.50 28.09 
A12 263.17 77.50 144.66 43.43 54.29 25.59 81.85 26.41 49.64 50.53 57.60  

 
U.S.A A1 A2 A3 A4 A5 A6 A7 A8 A9 A10 A11 A12

A1      
A2 198.33     
A3 130.94 84.24    
A4 236.34 51.93 116.29   
A5 239.15 55.43 119.80 32.73   
A6 257.23 71.20 137.50 41.36 31.75   
A7 228.02 52.94 112.29 42.73 46.47 52.75   
A8 252.32 68.35 133.05 42.00 43.61 36.20 50.44   
A9 236.56 58.73 115.60 43.54 43.13 44.74 45.48 31.97   

A10 227.86 50.91 105.33 42.65 45.39 49.17 46.83 48.90 41.24  
A11 242.89 62.92 120.59 44.38 44.77 44.45 39.77 47.29 39.80 39.03 
A12 263.16 76.24 144.28 44.54 48.35 34.44 58.60 35.25 48.68 51.64 48.15  

 
Bahrain A1 A2 A3 A4 A5 A6 A7 A8 A9 A10 A11 A12

A1      
A2 80.48     
A3 53.86 42.85    
A4 91.46 27.91 48.28   
A5 92.75 28.20 50.07 19.40   
A6 103.30 34.22 60.56 24.82 19.05   
A7 82.34 26.83 45.76 28.09 28.97 33.25   
A8 92.31 31.66 51.42 26.11 23.55 24.28 25.17   
A9 86.45 32.45 44.31 29.83 27.37 30.91 27.77 18.45   

A10 87.43 27.48 43.02 26.72 26.69 28.85 28.51 26.88 27.06  
A11 91.67 29.05 47.67 26.55 24.92 25.68 27.06 26.05 26.55 21.61 
A12 97.20 31.67 57.21 24.41 25.64 20.33 30.22 25.49 32.09 26.38 25.20  

 
Note: * Korea, U.S.A., and Bahrain, respectively 
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Table 5. Dissimilarity Matrix for TIMSS 2003 Participating Countries* 
 

All A1 A2 A3 A4 A5 A6 A7 A8 A9 A10 A11 A12
A1      
A2 142.91     
A3 90.98 67.01    
A4 172.76 42.06 91.48   
A5 171.08 42.73 90.84 25.71   
A6 188.02 55.92 107.32 33.01 27.37   
A7 153.49 32.43 77.25 38.79 38.84 49.09   
A8 182.68 52.84 102.72 33.29 32.65 26.31 44.30   
A9 164.93 42.40 84.38 37.05 33.55 38.43 34.99 27.19   

A10 153.38 35.55 70.60 39.18 38.56 46.99 37.55 45.15 34.41  
A11 163.68 39.61 82.13 37.15 35.66 41.24 29.68 40.93 31.86 31.58 
A12 186.31 55.16 107.22 32.12 34.42 25.13 48.20 27.37 39.33 45.75 41.38  

Note:  25 participating countries.  
 
 
 

Table 6. Fit Indices for the Extended Similarities Tree 
 

 High Average Low All 
 (Korea) (USA) (Bahrain) 25 Countries 

stress formula 1 0.024 0.021 0.027 0.022 
stress formula 2 0.037 0.033 0.046 0.035 

r(monotonic) squared 0.999 0.999 0.998 0.999 
r-squared (p.v.a.f.) 0.996 0.997 0.994 0.998 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

2010 HICE Proceedings - Page 3575



Figure 1. Classical, Modern, and Nonmetric MDS of the Attributes 
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Note: Classical (top left), Modern (top right), and Nonmetric MDS (bottom) for the 25-

participating countries 
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Figure 2. Extended Similarities Tree Clustering: Korea 
 

    HH--   2  Operations                                                      H 
    |                                                                         . 
    |
----| HH--------------|                                                       . 

                 -------------------------------   1  Represent Numbers  H 

|   --|               -   3  Compute and Make Estimates                       H 
|     |                                                                       . 
|     --   7  Geometric Relationships                                         . 
|                                                                             . 
|--  11  Apply Techniques in Measurement                                      . 
|                                                                             . 
|--   9  Visualization, Spatial Reasoning, and Geometric Modeling             . 
|                                                                             . 
|---   5  Use Algebraic Symbols                                               . 
||                                                                            . 
||--   4  Understand Patterns, Relations, and Functions                       . 
||                                                                            . 
||    ---   8  Spatial Relationships                                          . 
||    |                                                                       . 
|-----| ---   6  Use Mathematical Models                                      . 
|     --|                                                                     . 
|       ----  12  Probability                                                 . 
|                                                                             . 
---  10  Measurement                                                         . 

 
Note: The figures to the right represent the common marked features that overlap 

 
 

Figure 3. Extended Similarities Tree Clustering: Bahrain 
 
 

                  HHH------------------------   1  Represent Numbers  C . . H . 
   CC-------------|                                                   . . . . . 
---|              --   3  Compute and Make Estimates                  C . . . . 
|  |                                                                  . . . . . 
|  ----   2  Operations                                               . . . . . 
|                                                                     . . . . . 
|HH---   7  Geometric Relationships                                   . . . H . 
|                                                                     . . . . . 
|----  10  Measurement                                                . . . . N 
||                                                                    . . . . . 
|----  11  Apply Techniques in Measurement                            . . . . N 
|                                                                     . . . . . 
| -----   4  Understand Patterns, Relations, and Functions            . . E . . 
| |                                                                   . . . . . 
| |DD--   5  Use Algebraic Symbols                                    . D E . . 
|E|                                                                   . . . . . 
| |  DDD--   6  Use Mathematical Models                               . D E . N 
| NN-|                                                                . . . . . 
|    ----  12  Probability                                            . . E . N 
|                                                                     . . . . . 
|  EE--   8  Spatial Relationships                                    . . E . . 
---|                                                                  . . . . . 
   CC--   9  Visualization, Spatial Reasoning, and Geometric Modeling C . . . . 

 
 

Note: The figures to the right represent the common marked features that overlap 
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Figure 4. Extended Similarities Tree Clustering: U.S.A. 
 

                     ----------------------------   1  Represent Numbers  C . . 
       --------------|                                                    . . . 
 CC----|             --   3  Compute and Make Estimates                   C . . 
-|     |                                                                  . . . 
||     --   2  Operations                                                 C . . 
||                                                                        . . . 
|----  10  Measurement                                                    . . . 
|                                                                         . . . 
|C---   7  Geometric Relationships                                        C . . 
|                                                                         . . . 
|---  11  Apply Techniques in Measurement                                 . . . 
|                                                                         . . . 
|--   4  Understand Patterns, Relations, and Functions                    . . . 
|                                                                         . . . 
|H--   5  Use Algebraic Symbols                                           . . H 
|                                                                         . . . 
| DD--   8  Spatial Relationships                                         . D . 
| |                                                                       . . . 
|-|H--   6  Use Mathematical Models                                       . . H 
| |                                                                       . . . 
| -----  12  Probability                                                  . . . 
|                                                                         . . . 
DD--   9  Visualization, Spatial Reasoning, and Geometric Modeling       . D . 

 
Note: The figures to the right represent the common marked features that overlap 

 
 

Figure 5. Extended Similarities Tree Clustering: All Participating Countries 
 

                      ---------------------------   1  Represent Numbers  C . E 
     EE---------------|                                                   . . . 
 CCC-|                -   3  Compute and Make Estimates                   C . E 
-|   |                                                                    . . . 
||   ---   2  Operations                                                  C . . 
||                                                                        . . . 
|EE--  10  Measurement                                                    . . E 
|                                                                         . . . 
|CC--   7  Geometric Relationships                                        C . . 
|                                                                         . . . 
|--  11  Apply Techniques in Measurement                                  . . . 
|                                                                         . . . 
| ----   4  Understand Patterns, Relations, and Functions                 . . . 
| |                                                                       . . . 
| |---   5  Use Algebraic Symbols                                         . . . 
| |                                                                       . . . 
|-|  DDD-   8  Spatial Relationships                                      . D . 
| |  |                                                                    . . . 
| ---|---   6  Use Mathematical Models                                    . . . 
|    |                                                                    . . . 
|    ----  12  Probability                                                . . . 
|                                                                         . . . 
DDD-   9  Visualization, Spatial Reasoning, and Geometric Modeling        . D . 
 
Note:  (1) 25 participating countries.  
  (2) The figures to the right represent the common marked features that overlap. 
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Exploring Young Children’s Usage of Mathematical Strategy: A Comparison between 
American and Korean Kindergarteners 

 
 

This study examines differences in strategies expressed by American and Korean kindergarteners 

when solving mathematics items. The data for this study comes from a cross-sectional 

comparison between three hundred kindergarteners in New York and in Missouri public school 

districts and about one hundred fifty kindergarteners in a metropolitan area in Korea who will be 

administered the mCLASS: Math in Fall 2009. The mCLASS: Math is a cognitive-based 

assessment that consists of the Curriculum-Based Mathematics measures (CBM) and the 

Diagnostic Interview (DI). Here, we focus on the DI to examine differences in fluency and in 

strategy usage for solving mathematical problems between the two countries. The DI assessment 

was composed of addition and subtraction measures each consisting of two modules – small 

numbers and zero principle and an additional same number principle for subtraction.  

 

The DI was administered by asking children to explain their problem-solving approach and an 

alternate strategy. Thus, each student was given ample opportunity to express their thinking 

process. Given the number of strategies recorded for the DI, some categories were collapsed 

within each subtest. For example, with small numbers, the categories were “Derived,” “Mem

“Sensible Strategies (counting, fingers, & chips),” and “Other/Don’t Know/Missi

weighted DI score that accounted for both accuracy and strategy use was calculated and used 

statistical analyses.  

ory,” 

ng.” A 

for 

 

Preliminary results from the American sample showed that the metacognitive rating was a 

significant predictor of performance in addition, but not in subtraction. Their overall 

performance in the subtraction measure was not strong. These findings suggest that prior mastery 

of mathematical content must precede expression of strategies used to solve the problem. These 

results demonstrate an important developmental progression between metacognitive ability and 

mathematical performance. The results from the Korean sample will be compared to the 

American sample and presented in the final paper.  
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Non-Traditional Use of ‘Math-as-Human-Endeavour’: Two Chinese Middle School 

Teachers’ Attempts to Inspire Students’ Curiosity 

Xianyan Jin (Jane)    Ron Tzur 
Monash University   University of Colorado Denver 
 

Introduction 

To further examine the infamous notion of ‘Chinese Learner Paradox’ (Watkins & 

Biggs, 2001), this study addressed the twofold problem of how and why do middle school 

mathematics teachers in China attempt to promote their students’ learning. When it was 

coined, this notion reflected an outsider’s, Western point of view regarding an apparent 

mismatch between superior mathematical accomplishments among Chinese students and the 

traditional, authoritative teaching practices in China. The latter impression for Westerners 

was discerned from the Chinese high regard for teachers as masters of knowledge whose role 

is to impart that knowledge via subjecting their rather passive, obedient students to culturally 

accepted, textbook-following instructional methods. However, recent studies conducted by 

Chinese mathematics educators, often in collaboration with Western colleagues, provided 

compelling findings (e.g., problems/solutions variation) that eschew the Paradox (Gu, Huang, 

& Marton, 2006; Huang & Leung, 2006; Jin Li, 2006; Wong, 2006). The present study 

upheld this latter view, while focusing on Chinese teachers’ (student-centered) perspectives 

regarding the impact that students’ interest and engagement have on their mathematics 

learning. In accordance with those insider studies, we used a Western-born constructivist 

perspective (see below) to argue that Chinese student outcomes are nurtured by practices that 

seem to match a Western view of non-traditional teaching. 

Conceptual Framework 

The constructivist theory of learning grew out of Piaget’s (1970, 1971, 1985) seminal 

work. Within this framework, advancing to novel (to the learner) mathematical ideas is 

thought of as continual transformations in learners’ available conceptions, through reflection 

on goal-directed, problem-solving activities (Steffe, 1990, 2002; Steffe & Tzur, 1994; von 

Glasersfeld, 1995). This view was recently expanded into a framework that combines a 

mechanism of learning a new mathematical conception—reflection on activity-effect 

relationship—with a tightly linked teaching cycle that supports such learning (Simon & Tzur, 

2004; Simon, Tzur, Heinz, & Kinzel, 2004; Tzur, 2007, 2008, accepted for publication; Tzur 

& Simon, 2004; Tzur, Xin, Si, Woodward, & Jin, 2009). In a nutshell, this framework 
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postulates that forming a new mathematical concept commences with a learner’s assimilation 

of a problem into the situation part of her assimilatory (existing) schemes. That part triggers 

the learner’s goal, which calls up a mental activity (with or without observable actions) for 

accomplishing that goal (anticipated effect). The brain monitors and compares the accruing 

effects the learner notices of her activity against the anticipated effect (her goal/interest) and 

records differences the learner experiences as a perturbation. This first type of reflection 

(anticipated vs. actual effects) may yield a second type, in which the brain compares across 

mental records of activity-effect patterns and establishes an invariant relationship that the 

learner both anticipates and can justify. Accordingly, a conception-based perspective of 

teaching (Heinz, Kinzel, Simon, & Tzur, 2000; Simon, Tzur, Heinz, Kinzel, & Smith, 2000; 

Tzur, 2008; Tzur, Simon, Heinz, & Kinzel, 2001) consists of: (1) analyzing student available 

conceptions (particularly goals they can set and activities they are likely to carry out), (2) 

selecting/designing goal-directed, mathematician-like tasks/activities that fit within those 

available conceptions and are likely to transform them, (3) orienting students’ noticing of 

differences between their anticipated and actual effects, and (4) interjecting prompts that 

orient reflection across mental records of experience (of activity linked to its effect) to 

‘cement’ the newly formed, anticipated relationship (invariant patterns). 

Method 

This paper reports on part of a study with 11 Grade-7 teachers in two schools in two 

different cities in China. We employed the Account of Practice (AOP) methodology (Simon 

& Tzur, 1999), which emphasizes the need to link between a teacher’s practice and her/or his 

pedagogical perspective(s). To this end, a set of videotaped observations of at least two 

consecutive lessons is interspersed with interviews before and after each lesson so that the 

teacher’s thinking (planning a lesson, reflecting on it) is tightly linked to her or his observable 

actions. That is, an AOP is designed to promote a reflective mode of data collection via 

rapport-establishing and harmonious teacher-researcher interactions.  

We conducted one such set with each of two Grade-7 mathematics teachers who teach 

at the same middle school in a multi-million residents city in China. Data consisted of 5 

videotapes per teacher (2 lessons, 3 interviews), all transcribed and translated to English by 

the first author, and field notes taken separately by each researcher before, during, and after 

each lesson. A qualitative, grounded-theory methodology (Glaser & Strauss, 1967; Strauss & 

Corbin, 1994) was used for analysis, consisting of an iterative process of coding raw data, 

searching for distinctive features within a case, identifying cross-case 

2010 HICE Proceedings - Page 3582



commonalities/differences, and scrutinizing the data line-by-line for confirming or 

disconfirming evidence. Results of this analysis are presented below. 

Results 

The data analyzed in this section pertain to an instructional unit on trinomial factoring 

that appears in the Chinese national curriculum. Teacher A (9 years of teaching experience), 

proceeding from students’ available understandings that (a+b)1=a+b and (a+b)2=a2+2ab+b2 

(written on the board prior to lesson start), intended for his students to figure out a coefficient 

pattern for (a+b)n. He asked students to find (a+b)3 via (a+b)(a+b)2 and wrote their responses 

on the left side of the board. He then asked them to find (a+b)4 via multiplying (a+b) by their 

outcome for (a+b)3. For each of these steps, he wrote on the right side of the board the 

corresponding row in the Western-known Pascale triangle (e.g., 1-1, 1-2-1, 1-3-3-1, 1-4-6-4-

1). In China, he told them, it is called the Yang-Hui Triangle after the Chinese mathematician 

who found it. Finally, he engaged students in a small-group task of figuring out the numerical 

pattern and expansion for (a+b)5. When asked, during the second interview (following the 

first class observation) why did he take precious instructional time for this activity, Teacher 

A explained:  

I want them to get to know the history of mathematics, and the achievement 

of mathematics in China … I think it is mainly motivating their interests. For 

those who like digging deeper, they will continue exploring... Interest is the 

key for learning. If they are interested, they will take the initiative for 

learning, and they are willing to spend more time and energy. 

We further asked if he expected students to fully understand the mathematical justification 

for the pattern. He said ‘No’ and, after demonstrating his own, mathematically deep 

understanding, clarified that it is expected of students much later in high school. 

From a constructivist (Western) point of view, teacher A’s work highlighted three 

critical aspects of his non-traditional practice. First, consistent with the research literature on 

Chinese teachers’ content knowledge for teaching (Jianhua Li, 2006; Ma, 1999), he used his 

own understanding of (a) the mathematical pattern and (b) its later place within the high 

school scope-and-sequence to inform his selection and use of an activity that fits within 

students’ existing mathematics (assimilatory schemes). Second, consistent with recent studies 

of Chinese teaching, particularly the notion of ‘linking the new to the old’ via variation (Gu, 

et al., 2006), he insightfully crafted the lesson plan (e.g., writing the known (a+b)1 and (a+b)2 

2010 HICE Proceedings - Page 3583



expressions) so that students’ assimilatory conceptions were brought forth and then 

transformed into the intended conception (an anticipated, justifiable pattern for coefficients). 

Third, he focused on the fundamental role that students’ goals serve in their learning. Using 

adolescents’ tendency to identify with human heroes, particularly from their own cultural 

group (here – a Chinese mathematician), he attempted to inspire their curiosity and interest in 

the human endeavor by which an important mathematical pattern was recognized. That is, 

Teacher A enabled students’ mathematician-like construction of the pattern by and for 

themselves. Whereas the two first aspects are well documented, we believe that the third one 

(Chinese teacher’s attention to students’ goals) is a novel contribution to the field.  

The same three aspects were apparent in Teacher B’s (8 years of teaching experience) 

use of an outside-the-textbook, small-group project. Each group of 4 students was asked to 

search the web and freely choose a mathematician who made an important discovery, learn 

about the mathematician’s life and contributions, and share their findings with the class 

during a 15-minute presentation. The lesson we observed within the unit on factoring 

trinomials was opened by two girls from a group of four that chose to work on Pythagoras 

and his famous, right-triangle, a2+b2=c2 theorem. Strikingly, while teacher B stood utterly 

silent at the back of the class, the students were given full responsibility for teaching their 

peers. Toward the end of their presentation, as he concluded that the theorem and its proof 

were insufficiently introduced, he approached the board and quietly drew a diagram that, he 

said in the interview, could assist students in making sense of the theorem. When the group 

completed the presentation he added his own explanation of the theorem. When asked, during 

the third interview (after the second class observation) why did he take precious instructional 

time for this extra curricular group activity, Teacher B explained: 

I feel mathematics is cultural … by knowing a mathematician [students can] 

know the mathematics culture. … One of my primary purposes is to expose 

them to something new; they were not required to fully understand this… 

[However,] at least for the presenting group of students, they must have 

spent some time doing the investigation and learning something from it, 

while others can learn from the [group’s] presentation…  It is easier to 

inspire or trigger students’ interests by introducing the development and 

main features of this subject using history… [Besides classroom teaching] 

another way is to make students interested [so] they can learn by self-

teaching. 
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 In addition to the three aspects identified in teacher A’s lessons, teacher B’s practice 

included three that further set him apart as a non-traditional teacher. First, he introduced this 

small-group project to supplement the national curriculum as a means to inspire students’ 

curiosity and engagement. Second, he left to the students the choice of mathematician in an 

attempt to promote their interest and engagement in the mathematics learning process. Within 

our framework, his practice stressed the constructive role that students’ search for an answer 

to a question (perturbation), via linking math ideas to the person who created them, may play 

in students’ learning of those ideas. Third, he clearly let the students assume the main 

responsibility for teaching their peers, while closely monitoring their work and elaborating on 

it where the students’ mathematics could not support the intended learning. In so doing, 

teacher B greatly contributed to students taking ownership of their own learning without 

lapsing into the trap (‘constructivists advocate letting students learn math completely on their 

own’) into which opponents of constructivism frequently fall (Simon, 1995, 2006). 

Discussion 

 This study provides further evidence to previous research that eschewed the Chinese 

Learner Paradox (Huang & Leung, 2006; Jin Li, 2006; Wong, 2006). Both teachers were 

found to use non-traditional pedagogies, with teacher B extending the mathematics taught 

beyond the standard curriculum. Most importantly, adhering to a view of mathematics as a 

human endeavor—both exposed their students to individual mathematicians’ ideas as a 

means to inspire students’ interest and, in turn, render students’ goals a driving force in their 

learning. That is, these Chinese teachers were anything but ‘authoritatively teaching by the 

book to passive students’. Rather, via focusing on real persons in the history of mathematics, 

both teachers centered on students’ curiosity and engagement while employing the Chinese 

culturally rooted pedagogy of bridging (proceeding) from students’ extant conceptions to the 

intended mathematical ideas the teacher deems important. From our constructivist framework, 

we conceive of the Chinese bridging approach as consistent with the core principle of 

assimilation (Piaget, 1970, 1971; von Glasersfeld, 1995) and as a means to nurture 

perturbation (curiosity) and reflection Type 1 (actual effect vs. anticipated goal) in the 

students. 

In this sense, this study demonstrates how the Western-born reflection on activity-

effect relationship framework (Simon, et al., 2004; Tzur, 2008; Tzur & Simon, 2004) could 

be used to dig beneath the surface of observable Chinese teacher behaviors. In particular, the 

study sheds light on a threefold, value-adding combination of pedagogical features that was 
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common to all eleven (11) Chinese teachers we observed: (a) paying close attention to 

student motivation/goals, (b) capitalizing on a teacher’s strong content knowledge, and (c) 

implementing a constructivist-corroborated bridging (assimilation-focused) approach to 

afford students’ conceptual progress. Indeed, this combination did not preclude teachers’ 

idiosyncratic practice. Although both teachers A and B were working as very close partners 

within the same school, they employed different levels of (a) student freedom and 

responsibility in the exploration of math ideas, (b) teacher interventions, and (c) deviation 

from the nationally mandated curriculum. We maintain that the threefold pedagogy afforded 

such teacher creativity via their ever-present attempt to select/adjust particular ways for 

engendering both student goals and the activities they carry out to accomplish those goals. To 

inspire their respective students’ curiosity and learning of consequential mathematics, each 

teacher maintained a ‘personal touch’ in how mathematics and humans who created it were 

brought to life. 
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ABSTRACT 

There are various anecdotal evidences, and a considerable number of studies done on the risk of 
musculoskeletal injury related to non evidence based patient handling in most specialty areas of nursing.  
No studies related to impact of methods of instruction on evidence-based safe patient handling techniques 
have on knowledge and reduction of musculoskeletal injuries among nurses have been conducted.   
Evidence-based safe patient handling techniques have become a major trend in nursing profession to 
increase patient safety and minimize the risk of injuries among nurses.  The purpose of this study was 
to evaluate the impact of two educational methods on evidence-based safe patient handling on 
knowledge and reduction of musculoskeletal injuries among nurses. Application of the Health 
Belief Model (HBM) was utilized to evaluate the health behaviors of nurses regarding evidence-
based safe patient handling. Nurses' attitudes and beliefs about patient handling, and the culture into 
which new nurses are socialized, may play a significant role in hindering changes in patient handling 
practice.  An interactive educational program addressing the subject of safe patient handling was 
designed for the study participants to develop a better understanding of the patient handling 
techniques. The study was an evaluative design that assessed outcomes of two methods of teaching 
evidence-based safe patient handling. The target population consisted of all full time registered nurses 
employed on the clinical units of St. Mary’s Hospital in Decatur, Illinois. The nurses on each of the 
clinical units were randomly selected and assigned to the two educational methods.  The sample size 
represents a response rate of 69.8% for the study. The study evaluated the effectiveness of the training on 
the 185 registered nurses who voluntarily agreed to participate in this study and work on the clinical units 
of the hospital. Four research questions were addressed. The first question investigated the effect 
of evidence-based safe patient handling instruction on reduction of the number of 
musculoskeletal injuries incident reports from nurses 6 months post training as compared to 6 
months before training. The second question investigated the type of educational program that 
would be the most successful in increasing the knowledge of evidence-based safe patient 
handling. The third question evaluated the significant increase in knowledge of evidence-based 
safe patient handling after the workplace training program. The fourth question investigated if 
the participants report more success in implementing evidence-based practice guidelines 6 
months after an educational program. The questions were examined using mixed factorial 
ANOVA, with repeated measures on pretest/posttest. This finding implies that the impact of injury 
sustained by nurses can lead to adverse cost for the organization. The cost can be in form of increased 
absenteeism, high turnover, burnout, retention rate, and recruitment. The study demonstrated that 
structuring an educational program  using technique that cater to multiple learning styles will help the 
nurses to retain the information and strengthen understanding. This will eventually result in million dollar 
potential savings annually by the organization, reduce loss of Staff, reduce replacement worker costs, 
prevent injuries resulting in permanent work restrictions/higher settlements, and allow safer work 
environment for all staff.  
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Abstract 

Powerpoint presentations have long been a staple in college classrooms, but research 

is mixed on their support for learning. The purpose of this paper is to explore visual 

knowledge representation designs to promote meaning-making for postsecondary students. 

These students frequently have low background knowledge in college course content making 

it difficult for them to conceptualize course content from textual, bullet point presentations. 

The visual knowledge representation designs are grounded in learning theory and are intended 

to anchor content for students by allowing students to see relationships, connections, and 

networks in information, analyze information, and/or create mental models of content.  
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Introduction and Literature Review 

Although, today’s postsecondary learning environments are increasing mediated 

through a wide array of technology, lecture continues to be the preferred pedagogy in college 

classrooms and PowerPoint the default method of integrating technology into instruction 

(Hoyt & Perera, 2000, Wilson & Holst, 2007). The demand for technology-enhanced learning 

environments is expected to continue its substantial growth over the next decade (Debevec, 

Shih, & Kashyap, 2006). Powerpoint was originally developed for succinct, focused business 

presentations; but quickly transitioned to college campuses as faculty discovered its efficiency 

in delivering large amounts of information in a short period of time. While creating 

presentations requires moderate levels of skill and time, many faculty are faced with 

competing demands for meeting college expectations for research and service (National 

Research Council, 2002). Creativity in creating presentations is sacrificed for transcribing 

lecture notes into bulleted text. 

Numerous studies have explored student attitudes towards the use of PowerPoint 

presentation software in postsecondary education finding that students believe that lectures 

mediated by PowerPoint presentations enhance their classroom experience. Szabo and 

Hastings (2000) found that Powerpoint presentations increased interest in the subject matter. 

Studies comparing two sections of a course with and without PowerPoint found that students 

prefer lecture presented with PowerPoint (Frey & Birnbaum, 2002, Susskind, 2005). Susskind 

(2005) also found that students believe that presentations enabled them to take better notes 

and that notes are more organized, easier to understand and more useful when studying for 

tests. Students in Atkins-Sayres, Hopkins, Mohundro and Sayres (1998) study believed that 

presentations enhanced the instructor’s delivery of the content and added to their credibility. 

According to the students in Apperson, Laws and Scepansky’s (2006) study, instructors 
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exhibited more positive behaviors seemingly unrelated to the use of technology, such as 

providing helpful feedback in a timely fashion  

However, reports of student learning in postsecondary lecture environments mediated 

by PowerPoint presentations are mixed. Several studies found that PowerPoint presentations 

did improve student learning (ChanLin, 1998, Lowry, 1999, Szabo & Hastings, 2000, exp 2). 

Kask (2000) found differences for females, but not for males. Other reports such as Carrell 

and Menzel (2001) found short term learning was significantly higher, but no effect was 

found for long term learning. In other studies, no effect was found for PowerPoint 

presentations (Daniels, 1999, Kunkel, 2004, Rankin & Hoaas, 2001, Susskind, 2005, Szabo & 

Hastings, 2000, exp, 1 & 3).  

Tufte (2003) argues that PowerPoint is a linear, passive medium that constrains 

intellectual discourse and emphasizes form over content. From Tufte’s perspective, complex 

ideas are oversimplified and truncated into textual bullet points hindering serious analysis. 

Too often, “PowerPoint presentations can be long linear sequences of slides, each containing 

lists of bullet points that the lecturer works through in a pedestrian fashion” (Morton, 2009. 

p.69). Ayres & Sweller (2005) contend that PowerPoint presentations, particularly slides 

overloaded with text, have a negative impact on learning due to a split-attention effect. 

According to these researchers, the learner processes information through a dual channel 

system of visual and auditory inputs. The learner responds first to the visual stimuli of the 

onscreen slide and attempts to read the text. Once the learner has made sense of the text, the 

learner then attends to the aural stimuli of the lecture. The slight lapse in time between the 

visual and aural stimuli makes integration of the multiple modes of information more difficult 

for the learner. (Sweller, 2007). 
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While a picture may be worth a thousand words, misplaced or misused graphics in 

PowerPoint presentations may be worth a lot less. Many instructors add graphics to their 

slides to add interest to their Powerpoint presentations. However, these graphics may impede 

learning by overloading an already crowded slide, distracting the learner through unneeded 

animation, or creating dissonance by their irrelevance. As in the textual example above, 

learning may be confounded by the Split-Attention Effect when a graphic is placed on a slide 

already crowded with text. In this case, the learner’s attention is divided between making 

sense of the graphic, the text and the aural stimuli from the lecture. Animations may also 

confound learning due to the Coherence Principle (Mayer, 2001) which posits that learners 

grasp information best when extraneous words, pictures, and sounds not directly relevant to 

the goals of instruction are removed. Adding an animation to a slide may add interest, but 

unless the animation is germane to the content of the slide as in demonstrating a process, it 

will serve as a distraction. The relevance of the graphics to the presentation also contributes to 

the learning. Bartsch and Cobern (2003) found that students’ recall and recognition for 

information was worse when irrelevant graphics were placed on slides.  

A well placed visual in a lecture, however, can be the difference between students 

making meaning from the lecture and leaving the lecture puzzled, confused, and 

overwhelmed. Paivio (2006) maintains in his Dual Coding theory that human cognition has 

two interconnected systems that process knowledge simultaneously in working memory, a 

nonverbal system and a verbal system. Paivio (1986) emphasizes: 

Human cognition is unique in that it has become specialized for dealing 

simultaneously with language and with nonverbal objects and events. Moreover, the 

language system is peculiar in that it deals directly with linguistic input and output (in 
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the form of speech or writing) while at the same time serving a symbolic function with 

respect to nonverbal objects, events, and behaviors. Any representational theory must 

accommodate this dual functionality. (p 53).  

The verbal system processes and stores linguistic information, whereas the nonverbal system 

processes and stores images and pictorial information. Data from “both visual and verbal 

systems are used to organize incoming information into knowledge that can be acted upon, 

stored, and retrieved for subsequent use” (Ben-Shaul, 2008, p.59). Numerous studies 

demonstrate the importance of supportive images in retrieving stored information for learners 

(Clark & Paivio, 1991, Mayer & Anderson, 1992, Mayer and Sims, 1994, Paivio, 1971, 

1991).                                                           

Knowledge Representation Designs 

When most instructors think of images, graphics, or pictures, however, they are 

referencing the images stored in the clip art tool in PowerPoint or other graphic programs. 

The purpose of this paper is to explore alternative visual knowledge representations for 

Powerpoint that meet the criteria of relevance as well as allow students to see relationships, 

connections, and networks in information, analyze information, and/or create mental models 

of content. The tools to create these knowledge representations are found on the web, in 

commercial software, in Powerpoint diagram tools, or in Powerpoint draw tools. The 

knowledge representation designs include: 1) Wordles, 2) Bubble charts, 3) Venn Diagrams, 

4) Flow charts, 5) Pyramids, 6) Concept maps, 7)Timelines, 8) Differing viewpoints, 9) 

Interactive graphs, and 10) Sports analogies.  

Wordles 
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 Wordles are “visual presentations of a set of words, typically a set of tags, in which 

attributes of the text such as size, weight or colour can be used to represent features  

 (e.g., frequency) of the associated terms” (Halvey and Keane, 2007, para 1). Wordles allow 

viewers to see how frequently words appear in a given text with the size of a word 

proportional to the number of times that word is used in the text. The example in Figure 1 is a 

wordle of Dewey’s (1897) pedagogic creed. It was created by copying and pasting the 

Dewey’s text into the wordle website, choosing a color scheme, and choosing an orientation 

(half horizontal, half vertical). In the initial wordle, the word believe appeared prominently 

and was deleted in order to give preference to key principles and ideas such as his belief: that 

learning is a social activity that takes place in the context of a social environment, his focus 

on the child, his belief in the importance of experiential learning, the need to allow curriculum 

to follow the interests of the child. This wordle could be used in introducing Dewey and 

asking students to make predictions of his key ideas. Hayes (2008) suggests that instructor 

Figure 1. Wordle of Dewey’s Pedagogical Creed 
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created wordles could also be used for compare/contrast and summarizing. Software to make 

wordles is freely available on the Internet at sites such as Wordle.net (http://www.wordle.net). 

Bubble Charts 

Although bubble charts have been available through Excel 2003 and 2007, newer tools 

on the Internet such as Many Eyes (http://manyeyes.alphawork.ibm.com/manyeyes ) enable 

the instructor to quickly create bubble charts. Bubble charts are similar to other charts in 

ordering data on the XY axis with the addition of another data series represented by the 

position and size of the bubble element. Values are represented by the position of the bubble 

on the XY axis and the size of the bubble with larger values found in the larger, higher 

bubbles. Bubble charts are useful for analyzing data sets where there are dozens to hundreds 

of values or where values differ by several orders of magnitude. In the example in Figure 2, 

United States census data from 2008 on the educational attainment of Hispanics of any race is 

reported. This slide could be used in an introduction to teaching class where after an 

examination of the slide, students would be asked to hypothesize why there are so many exit 

points for Hispanics from the educational system at the K-12 level. 
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Figure 2. Bubble chart of Hispanic Educational Attainment 

 

Venn Diagrams  

Venn Diagrams are a staple in K-12 instructional settings where teachers and students 

want to compare and contrast qualities of two or three items, concepts or procedures 

(Chapman & King, 2009). An advantage of using a diagram is “that it concisely stores 

information, explicitly represents the relations among the elements of the diagram, and it 

supports a lot of perceptual inferences that are easy for humans”(Anderson, Meyer, Olivier, 

2002, p.316). Venn diagrams are widely used in K-12 education making them easily 

incorporated in the postsecondary classroom. Tools for creating Venn Diagrams are available 

in the Powerpoint diagram tool as well as software such as Inspiration. The example in Figure 

3 was drawn from an elementary assessment and evaluation course module on standardized 
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testing for students with special needs. Small groups of students were given copies of the 

elementary reading released Texas Assessment of Knowledge and Skills and Texas 

Assessment of Knowledge and Skills Modified exams, the standardized tests for Texas public 

education, and were told to compare the format of the two exams. The instructor paused the 

lecture during this activity. Afterwards, each group reported on the similarities and 

differences they found in the format of the two tests and their results were recorded in the 

Venn Diagram on the slide. A revised Powerpoint was posted to the course site in Blackboard 

and made available to the students. 

Figure 3. Venn diagram comparing TAKS with TAKS Modified. 
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Pyramid Diagrams 

Pyramid diagrams are also very familiar to postsecondary students through the Food 

Guide Pyramid introduced by the United States Department of Agriculture in1992. The intent 

of this pyramid was to “visually represent the variety, moderation and proportionality needed 

for a healthful diet” (Insel, Turner, & Ross, 2006).Pyramid diagrams enable students to 

quickly grasp hierarchies or the proportion of parts to a whole (Rickaby, 2007) Typically 

items with greater frequency or less importance are located on the bottom tiers with items of 

lesser frequency or greater importance located on the top of the tiers (Matthews & Matthews, 

2007). Several examples of pyramid diagrams are found in the literature including Bloom’s 

Taxonomy (Davis, Sumara, Luce-Kapler, 2000, p. 128) where Knowledge is located on the 

lowest level and Evaluation is located on the highest level indicating increasing levels of 

complexity in thought, the Learning Pyramid (Petty, 2004, p. 139) where Listening is on the 

lowest  level and Teaching is on the highest level indicating increasing levels of cognitive 

demand, Continuum for Educational Services Pyramid (Mangal, 2007, p. 36) with the regular 

classroom located at the broadest level and residential facilities located at the least level 

indicating increasing degree of exceptionality, increasing degree of restrictive environment, 

and increasing cost of services and Dale’s Cone of Experience (Dale, 1969) showing learning 

experiences from Least Abstract to Most Abstract. The example pyramid found in Figure 4 

was also drawn from the elementary assessment and evaluation course module on 

standardized testing for students with special needs. The purpose of this slide was to help 

students understand Texas Education Agency‘s suggested percentages of students who would 

be taking each form of the test. Although Powerpoint does enable quick placement of 

pyramids through the diagram tool, the uneven levels of this pyramid necessitated using the 
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draw tool. After three triangles (one large and two small) were created, the smaller two 

triangles were adjusted and superimposed over the largest triangle. After reviewing the 

pyramid diagram with students, students were asked to hypothesize why they thought the 

Texas Education Agency set the levels at the illustrated points. 

Figure 4. TAKS Test Takers in Texas Pyramid 

 

Flowcharts 

Oftentimes, instructors will need to teach their students the steps to a process or a 

procedure that must be followed. In order to be successful, students must have a good 

understanding of the conceptual knowledge underlying the task, a good grasp of the task to be 

done, as well as the individual steps that are involved (Michael & Modell, 2003, Sousa, 

2003). A graphic representation of the process or the procedure will enhance learning and 
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decision-making. Flowcharts have been long been used in engineering, business, and 

computer science to represent the flow through a system and can be adapted to other 

disciplines to facilitate student thinking. Flow charts are diagrams that consist of rectangular 

boxes representing actions and diamond-shaped boxes representing decision points connected 

with yes and no flow lines. Flow charts can be created in Powerpoint using the Draw tool or 

in Inspiration and imported into Powerpoint. The sample Flow chart in Figure 5 below was 

for a social studies methods class who were writing Directed Instruction lesson plans. The 

conceptual knowledge for this lesson was provided during the lesson on writing a directed 

lesson plan. Providing the flow chart created a clear path through the process and established 

clear expectations for students. Critical points that trigger problems such as students 

forgetting to make sure that their assessments matched their objectives were identified and 

made explicit enabling students to address these. Flow charts requiring more detail could be 

broken up into separate slides with each slide detailing a part of the process.  

Concept Maps 

According to Lawless, Smee and O’Shea, (1998) concept maps are a “simple, yet 

powerful way in which to generate sort, arrange, and rearrange any set of elements, i.e. ideas, 

concepts, events, statements or procedures in a visually explicit manner” (p.219). Jonassen 

and Grabowski (1993) assert that concept mapping enables the structure of knowledge to 

become explicit and that a concept map “visually describes the relationships between ideas in 

a knowledge domain” (p.433). Ausubel’s (1978) Assimilation Theory provides the theoretical 

framework for concept mapping where he maintains that meaningful learning is the result of 

the interaction between newly acquired information with previously learned cognitive 

structures.  
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Figure 5. Flow chart of writing a lesson plan for a social studies methods course 

 

Ausubel further asserts learning is the result of assimilation of new concepts and propositions 

into existing concept propositional frameworks held by the learner. Novak and Gowin (1984) 

drew on Ausubel’s theory and pioneered concept mapping as an educational tool developed 

“specifically to tap into a learner’s cognitive structure and to externalize, for both the learner 

and the teacher to see, what the learner already knows” (p. 40).Concept maps are composed of 

nodes (concepts and ideas) in geometric shapes or pictures with links showing relationships 

between them. Typical concept maps include sequential or chain maps, hierarchical maps, 

spider maps, and cyclical maps (Ng & Hanewald, 2010). Concept maps can illustrate 

relationships between key ideas, function as a visual roadmap through content, or serve as a 

schematic to review learning (Novak & Gorwin, 1984). Concept maps can easily be created 
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using commercial software such as Inspiration, Kidspiration, Smartdraw, or Cmap. The 

sample concept map shown in Figure 6 is taken from the elementary assessment and 

evaluation course and was created to enable students to understand the dimensions of the 

concept of reliability. It was created in Inspiration, saved as a jpeg and imported onto the 

Powerpoint slide. 

Figure 6. Concept map showing types of reliability. 

 

Timeline 

Timelines are “graphical representations of key events within a particular historical 

period, often consisting of illustrative visual material accompanied by written commentary, 

arranged chronologically” (timeline, n.d.) and are used by instructors who want their students 

to develop an understanding of the chronology of events. Timelines are believed to trace back 
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to Jacques Barbeau-Dubourg who created the Carte Chronographique, an annotated chart of 

history from creation to the 1750s on a 54 foot scroll (Ferguson, 1991). The flow of historical 

events through time can be an abstract concept, but timelines promote learner understanding 

by visualizing for students a concrete, sequential layout of events. Judicious use of timelines 

allows students to gain perspectives of cause and effect relationships or patterns of events. 

Timelines can be created using the draw tools in Powerpoint, commercial software such as 

Timeliner and Smartdraw or from Web 2.0 applications such as Dipity 

(http://www.dipity.com ) and Capzles (http://www.capzles.com/ ). Timelines can also be 

created in Excel and copied and pasted into PowerPoint. Alternatively, there are Powerpoint 

timeline templates that are available for sale and download. The sample Powerpoint shown in 

Figure 7 is drawn from a Social Studies Methods course module on teaching history. In a 

discussion about using timelines in the classroom, students were directed to look at the 

amount of time that elapsed from the organization of the National Association for the 

Advancement of Colored People to the signing of the Civil Rights Act. Students shared that 

they had not considered how long the process had been and expressed surprise at the great 

length of time.  
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Figure 7. Timeline of the Civil Rights movement. 

 

Differing Viewpoints 

A critical thinking process that is essential for 21st century learners is the ability to 

view a model, theory or proposition from differing viewpoints. As we shift from an industrial 

society to a knowledge society, it will be crucial that students adopt a critical stance towards 

information whereby “they question it and hold up the claims and evidence to critical analysis 

and examination” (Goldman, 2006, p. 242). Further, in an interconnected world where 

boundaries among countries, peoples, and nationalities have become blurred and diverse 

voices are acknowledged, it will be important for students to be able to comprehend differing 

points of view. Students with a critical perspective “consider multiple views concurrently as 

they seek to gain a richer and more complete understanding of the issue at hand” (Lewison & 
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Leland, 2002, p. 110). In recent years, however, standardized testing in public education has 

focused on “one right answer” with questions that have unambiguously correct solutions and 

bear little resemblance to problems that occupy people in the real world (Kohn, 2003). 

Instructors who want to enable students to develop a critical perspective and view models, 

theories, or propositions from or differing viewpoints may choose to use a diagram that 

“weighs the evidence.” Figures 8 and 9 illustrate a comparison of the perspectives of 

Behaviorism and Constructivism using a diagram created from a graphic in Powerpoint clip 

art. Figure 8 shows a scale as the basic framework and Figure 9 shows the two perspectives. 

Figure 8. Differing viewpoints framework 
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Figure 9. Differing viewpoints, completed 

 

Interactive charts 

Formative assessment of student understanding in a large lecture class is often 

problematic. Even if the instructor uses effective questioning strategies, only a few students 

usually respond and it is difficult to determine if their understanding is representative of the 

class as a whole. Some institutions use student response systems, also known as Audience 

Response Systems, Classroom Response Systems and “clickers,” as a strategy to promote 

feedback and student engagement. According to Roschelle, Penuel and Abrahamson (2004) 

student response systems are a type of classroom network which “uses specific software 

designed to enhance communication between teacher and students” (p.51). In classrooms 

using these systems, instructors pose a multiple choice question on a Powerpoint slide and 
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students respond using a handheld response device. Answers are aggregated in seconds by the 

system, usually in the form of a Powerpoint type bar graph, and can be examined by the 

whole class. Student response systems can be used to achieve a variety of goals in the 

classroom including 1) improve class attendance and preparation, 2) promote comprehension, 

3) create active participation, 4) increase peer or collaborative learning, 5) enhance learning 

and enrollment retention, and 6) result in greater student satisfaction (Lowery, 2005). Bruff 

(n.d.) suggests that student response systems can be used for the following types of questions: 

Recall questions   Questions about facts, concepts, or techniques relevant to 

the class 

Conceptual questions Assess student understanding of important concepts 

Application questions Ask students to apply their understanding to particular 

situations and contexts 

Critical Thinking questions These questions are drawn from the upper levels of 

Bloom’s Taxonomy 

Student perspective questions Ask students to share their opinions, experiences or 

demographic information 

Confidence questions Students are asked to rate their confidence with regard to 

class content 

Monitoring questions   Questions designed to provide instructors with 

information regarding pending assignments or how 

students are approaching the learning process 

Classroom experiments Students are asked to hypothesize about a classroom 

experiment 
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Although numerous systems are available for purchase (Bruff, 2005), some instructors are 

choosing to subscribe to online tools such as Poll Everywhere.com 

(http://www.polleverywhere.com ) that make use of texting tools in student cell phones The 

sample chart provided below was drawn from the assessment and evaluation class course 

module on affective assessment. The question was posed to introduce the concept of efficacy. 

The instructor subscribed to an online polling service and students responded with their cell 

phones. 

Figure 10. Student response system interactive graph 

 

Sports Analogies 

Students often find learning new material in college to be an especially challenging 

endeavor when they may have little prior knowledge of the content. Oftentimes, instructors 
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will use analogies to clarify difficult and abstract ideas. An analogy projects knowledge of a 

familiar domain onto an unfamiliar one to highlight some form of similarity (Clement & 

Gentner, 1991). Creating connections between the old and the new familiarizes the content for 

the learner (Reigeluth & Stein, 1983). Analogies are particularly effective if the analogy fits 

well and the points of correspondence are mapped (Dominowski, 2002). Using analogies 

enhance student cognitive learning by “1) promoting more elaborative encoding processes 

(i.e., analogies provide a framework for organizing the knowledge to be learned) and 2) … 

making the target information more concrete (Bernardo as cited in Bustos, Malolos, Ramirez, 

Ramos, and Bustos-Orosa p. 175). Analogies are deeply embedded in education as illustrated 

by teachers using a pie to teach fractions or comparing the brain to a computer. The 

Powerpoint slide below in Figure 11 was drawn from an elementary assessment and 

evaluation course module on standardized testing. An analogy is drawn between running the 

bases in baseball and preparing to talk with parents about a student’s standardized test scores. 

A base hit is the teacher familiarizing him/herself with the meaning of the scores in the test 

report and a homerun is collecting samples of student work that demonstrate key findings 

from the standardized test. Each of the text fields was animated so that they appeared as hits 

during a game of baseball. Analogy slides could be created for other sports such as football 

and basketball. 

Conclusion 

It was the purpose of this paper to explore a variety of visual knowledge 

representation designs for Powerpoint that would promote student learning. Paivio’s theory of 

dual coding suggests that learners are better able to retain and recall information that is 

presented both visually and orally. Simply adding clip art and animations to a presentation 
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adds interest, but may not enhance student learning. These designs create frameworks for 

meaningfully anchoring information for learners. Many of the designs also enable instructors 

to move beyond static presentations and to engage students in discussions about concepts. 

More research will be needed to determine how effective these design frameworks are in 

enabling student learning and student satisfaction with these types of Powerpoint slides. 

Figure 11. Baseball analogy 
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Abstract 
 
This study explores the impacts of a targeted literacy training program added to a successful peer 
instruction model for high school biology classes. The researchers designed the intervention 
based upon feedback from teachers and students who had participated in the Peer Enabled 
Restructured Classroom (PERC) program, a part of the Mathematics and Science Partnership in 
New York City. These program participants identified specific needs of English Language 
Learners (ELLS) who, although succeeding more than in traditional classes, might be better 
served in PERC classes if their peer instructors had relevant expertise. The intervention involves 
weekly training for the peer instructors by the researchers, rotating through eight different 
literacy skill areas across the academic year. The study examines the research questions: 1) What 
must peer instructors know in order to be successful at helping other students learn? and 2) How 
can peer instructors effectively support the learning of ELL students? 
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Research Objectives 
 

English Language Learners (ELLs) are the fastest growing demographic population in 
US schools (Hoffman & Sable, 2006), and according to the census data in 2004-2005 
approximately 5.1 million or 10.5 percent of the US student population are English Language 
Learners, or ELLs (Boyson & Short, 2003; Kindler, 2002; Short & Fitzsimmons, 2007). 
According to a study published in 2009 by the American Institutes for Research (AIR) and 
WestEd, during the 2004–05 school year, there were over 5 million ELLs in our nation’s schools, 
an increase of   65% from the 1993–94 school year (Parrish et al., 2006). Spanish was the most 
common primary language spoken by ELLs, and about 70% percent of ELLs were native 
Spanish speakers (Capps, Fix, Murray, Ost, Passel, & Herwantoro, 2005). The New York City 
(NYC) Department of Education has reported the following statistics on the number of ELLs in 
NYC public schools (Office of English Language Learners, 2008, 2009; Acompore, 2008).  

o In 2008, both ELL and former ELLs accounted for 26% (n=1,190,186) of the student 
population in New York City public schools. 

o In the 2007-2008 there were 129,004 General Education ELLs along with 19,397 special 
education ELLs. These students accounted for 14.1% of the total student population.  

o During this time period 41,061 ELLs were enrolled in grades 9-12 (28%). 
o Long-Term ELLs (LTEs) accounted for 14% of all ELLs. LTEs are those students who 

have completed at least six years of ELL services in NYC schools. The majority of LTEs 
(56%) are enrolled in grades 9-12. Most LTEs speak Spanish (83%). ELL students with 
Interrupted Formal Education (SIFE) accounted for 10.5% of all ELLs. Of the new SIFE 
students, the highest number and percentage (1320 or 38%) entered in grades 9 and 10 
with a majority speaking Spanish (56.6%). Half of all Spanish dominant SIFE ELLs are 
from the Dominican Republic.  

 
These statistics demonstrate the prevalence of ELLs in US schools, particularly in urban 

centers. However, high school graduation rates and college entrance lag significantly for most 
ELLs (Cadiero-Kaplan, 2004, Callahan & Gándara, 2004). In New York City, ELL graduation 
rates were 31.6% in 2003 and 30.8% in 2007 (Office of English Language Learners, 2009). Low 
level academic literacy is revealed in annual scores from the National Assessment for 
Educational Progress (NAEP). In 2005, only 4% of eighth-grade ELLs and 20% of students 
classified as ‘formerly ELL’ scored at the proficient or advanced levels on the reading portion 
(Perie, Grigg, & Donahue, 2005). In 2008, 42% of NYC 8th grade ELLs passed their state Math 
exam. Of this 42%, the lowest percentage of pass rate by language spoken was that of Spanish 
speakers at 33% (Office of English Language Learners, 2009, p 18). However, when the data is 
disaggregated for special needs or SIFE, the overall pass rate on the 8th grade state math exam 
for general education ELL students was 53% (Office of English Language Learners, 2009, p 19). 
Either way, ELLs are entering high school with significantly lower academic performance levels 
than are their native English counterparts. As a result, to help ELLs process the complex, 
academically challenging materials of secondary school, cognitive and metacognitive strategies 
must be explicitly taught in the content classroom. In order to meet these demonstrated needs, 
the NYC Office of English Language Learners has developed a range of recommendations for 
high schools serving ELLs including professional development for content teachers, small group 
work during content classes, and imbedding literacy strategies into content courses, particularly 
focusing on vocabulary development (Office of English Language Learners, 2008). 
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The research objectives of this study are to explore ways to help ELLs process the complex, 
academically challenging materials of secondary school, using cognitive and metacognitive 
strategies in the content classroom.  This study is being conducted within a larger project that 
fundamentally alters the traditional, teacher-centered learning environment prevalent in urban 
classroom across the nation. The central learning experience in participating classrooms consists 
of small group learning experiences led by peer instructors. Growing out of a pilot study in the 
spring of 2009, the current study examines this program’s potential to maximize ELL content 
learning.  The research questions are: 

  
• What must peer instructors know in order to be successful at helping other students learn?  
• How can peer instructors effectively support the learning of ELL students? 

 
Background 

 
Funded through a Mathematics and Science Partnership grant from the National Science 

Foundation, science and education faculty, teachers and high school students in New York City 
have collaborated to develop a highly successful instructional model for mathematics and science 
classrooms serving at risk students. In the Peer Enabled Restructured Classroom (PERC) 
students work in groups lead by a Teaching Assistant Scholar (TA Scholar) who guides the 
group activity, scaffolds learning of new concepts, and assesses student understanding. The TA 
Scholars must have passed the course and the state Regents exam in the relevant subject area, but 
do not need to have achieved an advanced score or be eligible for honors classes. The model 
initially was developed in a summer school for students who had not passed their state Regents 
exam during the academic year. Both test scores and qualitative studies of student and TA 
Scholar affective responses to the program suggest a highly successful model (Gerena & Keiler, 
2009a; Gerena & Keiler, 2009b; Keiler, in press). The extremely high pass rates for this 
program, doubling or tripling standard city summer school pass rates, led to the adoption of the 
model for the academic year. In 2008-2009, participating classes had 20% more students pass the 
exams than control classrooms. While these results have showed great promise for extending the 
model to additional schools and classrooms, the research team continues to explore ways to 
improve its application and explore ways teachers and peer instructors need to be supported 
during its implementation. 

This study grew out of pilot work and preliminary observations during the summer of 
2008 and the 2008-2009 academic year.  Transitioning the PERC model from a summer revision 
program to a school year initial experience offered many challenges and opportunities during this 
period. These included the requirement of using high school students as TA Scholars, rather than 
college students. This decision was made in order ensure daily support in the classrooms, which 
was not feasible for college students’ schedules. The model of using high school students as the 
TA Scholars allowed for creation of a separate course to facilitate their experience. During the 
summer of 2008, three Living Environment (biology) teachers worked together to develop this 
course for the peer instructors, creating a set of lesson plans for the year. The course introduced 
some pedagogical skills in the first segment, but quickly moved away from this focus to 
enriching the students’ understanding of biological content. The TA Scholars were earning a 
science credit for the course, making it seem important to spend the majority of the students’ 
time learning new content.  However, observations of this 2008-2009 inaugural peer instructor 
course suggested that most class time was spent on immediate preparation for the next PERC 
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lesson, which was confirmed in teacher interviews. When asked about the differences between 
the high school TA Scholars during the school year and the college students who staffed the 
summer programs, teachers immediately spoke of the difference in content knowledge expertise 
and confidence. This perception led teachers to estimate that they spent 60-90% of their TA 
Scholars class on reviewing and preparing the content for the PERC class.  This was far from the 
original plan of the TA Scholars course and left the teachers wishing that they could achieve a 
broader range of pedagogical objectives with their peer instructors. 

Previous studies of the PERC program have documented the lack of awareness of which 
students in the program were ELL or Former ELL students (Gerena & Keiler, 2009a; Gerena & 
Keiler; Keiler, in press) let alone what kinds of supports were required by these students. During 
interviews and surveys, teachers expressed a desire to provide their peer instructors with more 
targeted pedagogical tools to support the PERC students, particularly ELLs. During a feedback 
session, TA Scholars reported that one of their most significant frustrations involved working 
with ELL students who did not speak the TA Scholar’s native language. In response, Dr. Gerena 
began teaching research-based literacy interventions to a group of TA Scholars with one Living 
Environment teacher during spring of 2009. What was learned from this pilot study and research 
about other aspects of the program (Gerena & Keiler, 2009a; Gerena & Keiler, 2009b; Keiler, in 
press) shaped the current exploration of peer instructors and ELL students. 

 
Literature Review 

 
Language aquisition 
 ELLs in the content classroom must have a full linguistic portfolio to be able to access 
the academically challenging content and language of the subject matter. Many times long term 
ELLs (LT-ELLs) and newly reclassified Former ELLs (F-ELLs) are mistakenly assessed as 
having mastered the complex language of cognitive thought. In the classic literature of basic 
interpersonal communication skills (BICS) or social language, versus cognitive academic 
language proficiency (CALP), experts in the field of second language acquisition (Balderrama & 
Diaz-Rico, 2006; Chamot, & O'Malley, 1994; Cummins, 1981,1994; Curtin, 2009; Echevarria, 
Short, & Vogt, 2008; Faltis & Coulter, 2008; Genesee, Lindholm-Leary, Saunders, & Christian, 
2006; Reiss, 2008; Thomas & Collier, 2002) argue that social language is simply the language of 
everyday conversations supported with contextual clues while academic language is the language 
of school and is usually developed through literacy. Both aspects of language are necessary for 
social and academic success but without the development of cognitive academic language, 
success in school will be limited. Students who have mastered BICS but not CALP may seem 
fluent in the language but will struggle with difficult or dense subject matter. CALP is not 
usually developed outside of the educational context and so it is imperative that students who 
have mastered BICS are not left unsupported when trying to negotiate the language of learning.  
 Social language or BICS is easier to master and is acquired through interaction with peers 
and adults, both in and out of school. It is developed using face-to-face interaction in social 
settings, and is usually acquired within two years.  CALP, on the other hand is more difficult to 
master. It is the language of school and usually tied to abstract concepts and decontextualized 
thought processes and abstract language skills. CALP is acquired through literacy and literacy 
related skills, and developed through reading comprehension and writing, and fosters the 
development of higher level thinking skills. This academic cognitive language could take from 4 
to 10 years to fully develop, depending on a student’s previous schooling and literacy 
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development.  Content area teachers at the middle and high school levels need to be sure that 
ELLs are developing cognitive academic language and specific literacy skills in order to be 
successful in the secondary content area classroom. 
  
Learning from peers 

While the in-class peer instructor model is a novel approach to classroom instruction, 
research on the experiences of more traditional tutoring relationships is relevant to the current 
study. For example, research has shown that both tutors and tutees in experimental groups 
exhibit higher critical thinking (Shamir, Zion, & Ornit-Spector, 2008). It also reveals that 
learning from “near-peers” (Lockspeiser, O’Sullivan, Teherani & Muller, 2008) is valuable since 
the tutors have recently studied the material and have struggled with it themselves. Roscoe and 
Chi (2008) report that peer tutoring has found that students sometimes benefit academically from 
tutoring other students. Additionally, peer tutoring programs in math have demonstrated that peer 
tutoring can be effective for African American, other minority students and White students who 
participate as tutors, as tutees, or both (Robinson, Schofield & Steers-Wentzell, 2005).  Stoddart, 
Pinal, Latzke, and Canaday (2002) go further to state that: “The integration of authentic hands-on 
inquiry with linguistic and metacognitive analysis serves to promote the development of higher 
order thinking skills” (p683). 
 
Literacy Strategies 

Highly developed literacy strategies in an academically challenging subject such as 
biology are critical to student success. We have seen how Cognitive Academic Language 
Proficiency (CALP) skills are requisite for students to be able to read and process information 
(Cummins, 1981, 1994).  Student literacy levels must be developed in the content area to assure 
access to the conceptual and analytical skills required to achieve at a high level in the content 
classroom. Unfortunately ELL students lag far behind native English speakers in their 
development of literacy skills and the gap between ELLs and non-ELLs has been a consistent 
cause for concern (Koelsch, 2006, Ruiz-de-Velasco & Fix, 2000; Snow, 2002; Snow & 
Biancarosa, 2003). While this may be cause for concern for all ELLs, the Hispanic ELLs are the 
least prepared in literacy and have the lowest high school graduation rates of all ELLs (Ruiz-de-
Velasco & Fix, 2000). As researchers seek information on the causes of and remedies to these 
dismal statistics, several areas of intervention have been recommended. Content area teachers 
must infuse literacy skills into the content curriculum by tapping into students’ prior knowledge, 
modeling and demonstrating how to make inferences, develop text level literacy skills, and 
integrate metacognitive and cognitive skills to develop both vocabulary and expository text 
awareness (Lesaux, Koda, Siegel, & Shanahan, 2006). It is believed that providing ELLs with 
rich literacy skills and strategies will improve educational outcomes, and increase high school 
graduation rates (Lesaux & Geva, 2006). In fact, more successful high schools have been 
identified as those where teachers work collaboratively, meet regularly and engage their students 
in high level literacy activities. Teachers in these schools appreciate the importance of 
professional development and search for connections across curriculum lines (Langer, 2009). In 
a report prepared by the National High School Center (2009) it was revealed that “the 
importance of teaching literacy across the curriculum in the high school grades was identified as 
a priority in schools that had better-than-average performance among ELLs” (p5).   
 The ability to improve student learning in this way must come from a better prepared 
educational community. Teachers must infuse these literacy skills in their content classrooms 
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and to do so successfully they must receive quality ongoing professional development to 
improve literacy skills in their ELL student population (Walqui 2001; Walqui, van Lier, & 
Koelsch, forthcoming). Heller and Greenleaf (2007) state it succinctly and unconditionally: 
“Perhaps the greatest challenge of all has to do with the scarcity of ongoing high quality 
professional development for teachers. In spite of the many workshops and textbooks dedicated 
to literacy across the curriculum, and in spite of the single pre-service course required in most 
states, few of the nations secondary school teachers have had meaningful opportunities to learn 
about the reading and writing practices that go on in their own content areas” (p18). 
 Strategy development to improve literacy among adolescent ELLs has been identified as 
a critical area of need and a precursor to improved educational outcomes. In grades 6-12 students 
must be able to read, discuss and write in the subject area they are studying. High school teachers 
must therefore become literacy teachers; in effect they must provide their students with strategies 
to negotiate the content reading material. This may be a new role for high school teachers who 
traditionally see themselves as experts in the content and not in reading. As a result, teachers 
need to be retrained to understand the value of literacy strategies and to provide students with 
opportunities to use strategies in the content classroom. Content areas teachers must take on the 
role of literacy teachers because increasing literacy skills will improve ELLs academic success 
(Koelsch, 2006; Leasaux, & Geva, 2006; Walqui, 2000, 2001). 
 What then should high school biology teachers and tutors focus on to provide ELLs with 
literacy skills? Short and Fitzsimmons (2007) describe the challenges and solutions of providing 
literacy skills to adolescent ELLs. They report on a successful high school that incorporated a 
variety of literacy strategies such as anticipatory activities, shared reading or read-aloud 
activities, structured note-taking, graphic organizers, vocabulary instruction, writing to learn 
prompts, and reciprocal teaching addition to questioning techniques as part of the overall 
classroom structure to help improve ELL literacy skills. Approaches to improve literacy in ELLs 
include explicitly teaching reading comprehension strategies, such as making inferences, 
predicting, summarizing, previewing, reviewing, comparing contrasting, analyzing, note taking, 
clarifying, interpreting, understanding relationships, identifying main idea, connecting themes, 
ideas and concepts, and linking to previous knowledge (Bernhardt, 2005; Denti & Guerin, 2004; 
Garcia & Godina, 2004).  If students are literate in their home language, these strategies may not 
have to be explicitly re-taught as it is widely held that comprehension and literacy skills  may be  
transferred from the first language to English reading with guidance from a skilled literacy 
teacher (August, 2002; Riches & Genesee, 2006). But if students are not fluent readers in their 
home language, these strategies will have to be explicitly taught in the second language and 
applied consistently.   
 Another area that needs to be explicitly developed in ELLs is vocabulary. In order for 
high school students to access the high level content they must have approximately a vocabulary 
of 50,000 words (Graves, 2006).  ELLs are under increasing pressure to acquire this vocabulary 
knowledge in a relatively short amount of time. Strategies to increase vocabulary include a wide 
variety of graphic organizers, use of visuals and demonstrations, use of cognates, use of affixes 
and prefixes for word identification and meaning, use of context clues, understanding words with 
multiple meanings, idiomatic and metaphorical expressions, and specific content related words. 
This vocabulary growth must be expressly and explicitly taught to ELLs in the content area 
classroom as well as the English classroom (August, 2003; Echevarria, Vogt, & Short, 2004; 
Graves, 2006).  
 

2010 HICE Proceedings - Page 3627



Tutor Training 
Educators have developed and assessed wide range of programs that draw on some form 

of tutoring. The peer instruction model of the current program does not exactly match these other 
programs, particularly since traditional tutoring models focus on correcting deficits while the 
academic year model in the PERC program involves initial instruction. However, the way in 
which successful tutoring programs have prepared their tutors bears on the current study. 
Gilbertson, Witt, Singletary, and VanDerHeyden (2007) argue that the integrity of intervention 
implementation has a major impact on the effectiveness of the intervention, which has 
implications for training before and during implementation. Barroffio, Nenda, Perrier and Vu 
(2007) developed and tested an intervention in response to poor student evaluations about the 
quality of tutor feedback. Their study demonstrated some effectiveness of targeted instruction for 
tutors based upon a specific, identifiable need, especially for tutors who were generally 
considered effective. Shamir, Zion, and Ornit-Spector (2008) documented significantly higher 
gains for students who had a tutor with training as opposed to a tutor who implemented an 
intervention without training. However, the response to training of the adult medical students in 
the former study or successful elementary students’ responses in the latter may be different than 
responses of the adolescents with marginal academic success in the current study. Wright and 
Cleary (2006) developed a training program consisting of four 40-minute sessions to prepare 
elementary school tutors to support a reading program for younger, special needs students. While 
they documented improvements in reading fluency by tutors and tutees, they suggest, “Future 
studies examining cross-age peer tutoring should collect teacher and student feedback about the 
acceptability of the training, progress monitoring, and intervention components of this 
intervention. These acceptability data could then be used to shape the program to increase its 
attractiveness to consumers in school settings.” (Wright & Cleary, 2006, 104). The current study 
collects this type of data in addition to the changes in content understanding by the participants. 
In their review of the literature, Stenhoff and Lignguaris/Kraft (2007) claim, “It appears that 
training tutors on how to implement instruction produces a large effect on tutee outcomes. 
Additional research is needed, however, to explore several factors regarding peer tutoring in 
general education classes and with secondary students with culturally diverse backgrounds” (p8). 
Similarly, after reviewing the literature, Heron, Villareal, Yao, Christianson and Heron (2006) 
advocate for further research into tutor training. The current study is an effort to address these 
gaps in the literature. 
 

Methodology 
 

This study examines the process and impacts of an intervention to improve content learning 
by ELL students through enhanced literacy skills. A university faculty member who is an expert 
in Living Environment curriculum (Dr. Keiler) is working with and supporting the teacher and 
the TA Scholars in the academic content. A university faculty member who is an expert in 
English Language Learner (ELL) development (Dr. Gerena) is a co-investigator in the project to 
assure that ELL pedagogy and linguistic needs are met. Workshops, seminars and weekly visits 
from the university faculty members are providing pedagogical, linguistic, instructional and 
academic support to the teacher and the TA Scholars. Both researchers focus on delivering the 
strategies and learning tools to help TA Scholars be successful at helping other students learn 
and effectively support the learning of ELL students in addition to their role as researchers in the 
project. 
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Pilot Study 

During the pilot study phase of the project the researchers worked with the teacher and the 
TA Scholars in the PERC classroom and offered assistance in planning lessons for at risk 
students in the class, both mainstream and ELL, with the focus on instructing TA Scholars in 
content and pedagogy. The teacher could not assume that the TA Scholars had the knowledge, 
skills and dispositions to teach high level, complex content. The TA Scholars, who were high 
school students themselves, needed to be carefully monitored to assure that the learning 
environment remained focused and in control, on task, pedagogically sound and content 
accurate. Teacher not only pretaught and pre-assessed the content that the TA Scholars would be 
covering in class, but they also trained the TA Scholars in effective teaching pedagogy, strategies 
and ways of learning. This was especially true for at risk English Language Learner.  

During the pilot study, the teacher and TA Scholars focused on developing targeted 
pedagogical tools to support their students, particularly with ELL students. As a result, Dr. 
Gerena began to teach research-based literacy interventions to a group of peer instructors with 
one LE teacher.  Strategies included concept definition maps, vocabulary graphic organizers and 
a text deconstruction strategy known as Questions Answer Response (QAR).  

The various data sets, including interviews, focus groups, and classroom observations, were 
analyzed and interpreted to develop findings, themes, and suggestions, following Kruger and 
Casey (2009) and Yin (2009). Thorough reiterative readings, patterns emerged from the data sets 
that provided insights about the processes occurring the classroom (Huberman & Miles, 1994).  
 
Continuing Research 

This project is continuing in full measure during the 2009-2010 academic year. The 
researchers are working with one Living Environment teacher who teaches in an urban high 
school serving struggling, at risk students, both mainstream and ELLs. The school is a small, 
theme-based school. The teacher has two PERC classes and one TA Scholars class, plus other 
classes not related to the program.  

A preliminary survey was developed and implemented at the first teacher and TA 
Scholars meeting in order to determine both the teachers’ and TA Scholars’ experience and 
expertise in working with ELL students and literacy strategies, as well as their own language 
backgrounds,  (see Appendix A). Data was collected from all the teachers and TA Scholars 
participating in the PERC program during the 2009-2010 academic year in order to contextualize 
the data from the study participants. Schools not participating in this literacy intervention will be 
used as controls throughout the study.  

Each week we are meeting with the teacher and his TA Scholars during their class to 
provide professional development concerning using literacy strategies to enhance content 
learning, particularly by ELL students. Each month a different area of literacy is the focus of the 
professional development. The eight strategy areas are: 1) vocabulary building/concept definition 
mapping, 2) pre-viewing/reviewing text, 3) summarizing, 4) comprehension/ inferring/analyzing, 
5) main idea/predicting/visualizing, 6) reciprocal teaching, 7) learning logs and self assessments, 
and 8) graphic organizers. During planning periods, the teacher is introduced to multiple specific 
strategies within each area so that he can develop a complete literacy ‘tool kit’ to implement 
throughout his careers. In collaboration with Dr. Keiler, the teacher evaluates the literacy 
strategies for appropriate matches with the content being taught each month. Dr. Gerena and the 
teachers then train the TA Scholars in using the selected strategies, with particular attention to 
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how to use the strategies with ELL students. Based upon feedback from the pilot study teacher 
about minimizing the number of specific strategies in order to enable the tutors to master 
implementation, new strategies are introduced when the TA Scholars are proficient in using the 
previous strategy.  

During PERC classes each week, data is collected through classroom observations and 
collection of students work samples. Additionally, the teacher and TA Scholars, as well as their 
students, are being interviewed monthly to ascertain their perceptions of the success of the 
literacy strategy implementation program. Ultimately, the impact of the program will be 
measured based upon the performance of the ELLs and other students in their coursework and 
state Regents exam. These performances will be compared to those of students in PERC classes 
that are not receiving the literacy intervention.  
 

Discussion of Expected Outcomes and Preliminary Findings 
 

Pilot study 
Integral to this project is the introduction and teaching of cognitive and metacognitive 

learning strategies to Teaching Assistant Scholars and PERC students, and by extension, the 
participating teachers. During the pilot, literacy strategies were incorporated into the content 
teaching.  These strategies were introduced, modeled, demonstrated, monitored and observed by 
both investigators. Observational and qualitative data was collected during the pilot study 
through field observations and weekly meetings with teacher and TA Scholars. Quantitative data 
was collected through surveys of the teacher, TA Scholars and students, as well as test scores and 
grades.  

This teacher reported that the TA Scholars and PERC students were successful using 
vocabulary-based tools and reading comprehension strategies during the PERC classes. During a 
TA Scholars class observation, Dr. Keiler recorded a negotiation between the teacher and TA 
Scholars resulting in an effective modification of one vocabulary tool based upon TA Scholars’ 
observations from the previous day. The conversation appeared to deepen the TA Scholars’ 
understanding of the concept being studied, provide feedback about student understanding to the 
teacher, and prepare both teacher and TA Scholars for the up-coming lesson, achieving many 
goals of the TA Scholars class. Dr. Gerena, in questioning the TA Scholars during their 
collaborative class with the teacher, found that the graphic organizer strategy that had been 
implemented the previous two weeks was generally considered by the TA Scholars to be an 
effective learning tool, especially with the ELL students. TA Scholars stated that the PERC 
students learned the vocabulary better, and that it was not time consuming to use the graphic 
organizer. Statements from TA Scholars included: “They (vocabulary maps) help explain the 
words they (the PERC students) have to learn” and “It is helpful for them to see words and 
meanings.” On the time issue it was stated that, “It only took a few minutes once they (the PERC 
students) understood what to do.” However, the teacher reported that not all TA Scholars used 
the tools regularly with their students, raising the questions of who should be making such 
implementation decisions. 

Preliminary findings suggest potential for the literacy interventions to have a positive 
impact on student content learning as well as raising questions for further exploration. Use of the 
concept definition map and the QAR literacy strategy were in the beginning stages when the 
pilot study was terminated at the end of the academic semester. The teacher and the TA Scholars 
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reported that these strategies were beginning to show effective student outcomes, such as greater 
ability to read questions and the ability to organize high level content material.  
 
2009-2010 Academic year- preliminary data 

Ten of the 12 Living Environment TA Scholars at the study school to complete the 
survey indicated that they grew up speaking a language other than English, with seven claiming 
oral and written literacy skills in that other language. Eight TA Scholars indicated Spanish as 
their primary language, one Albanian, and one Urdu.  

On this preliminary survey, the TA Scholars were asked about their experiences, beliefs 
and comfort levels concerning learning math and science with literacy pedagogies and ELL 
students. All but two of the TA Scholars indicated some experience using reading skills to learn 
math and science themselves, and all claimed to believe that reading would help their students 
learn content. However, only four of these respondents indicated that at this point they were 
comfortable using literacy to teach math and science, the lowest level of agreement for all the 
statements. While all but one TA Scholar believed that they were capable of working with ELL 
students, four did not believe that their students would be successful passing the state exam. This 
data suggests that the TA Scholars, based upon their experiences and attitudes, need to and are 
prepared to learn literacy-based pedagogy to help their ELL students to master science content. 

  
Survey responses: experiences and attitudes 
 Strongly 

Agree
Agree Neutral Disagree Strongly 

Disagree
I have experience using reading skills 
to learn math and science. 

5 5 1 1 0 

Reading skills will help the students in 
my group learn math and science. 

6 6 0 0 0 

I am comfortable teaching reading 
skills to my English Language Learners 
in my content area teaching. 

1 4 6 0 0 

I am comfortable in my ability to teach 
science and math to English Language 
Learners. 

2 9 1 0 0 

My English Language Learner students 
can pass the Regents Exam at the 
minimum score of 65. 

4 4 3 1 0 

 
On the preliminary survey, the TA Scholars from the study school reported widely 

varying experience with the different areas of literacy strategies. Most or all TA Scholars 
reported that they have used pre-viewing, summarizing, inferring, and predicting. Approximately 
half the TA Scholars reported having used reciprocal teaching and graphic organizers, while only 
one third had used mapping techniques or learning logs. This data about the TA Scholar’s 
experiences will help shape the professional development for the tutors. 
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Survey Responses: Experience with Literacy Strategies  
Strategy Vocab/ 

Content 
Definition 
Maps 

Pre-
viewing 

Summarizing Inferring Predicting Reciprocal 
Teaching 

Graphic 
Organizers

Learning 
Logs 

# TAS 
used 

4 11 12 11 10 8 6 3 

 
Educational or Scientific Importance of the Study 

 
Literacy skills and learning strategies must be developed if ELLs are to be successful in the 

secondary science classroom. While there is general agreement that ELLS share many 
characteristics with struggling native English readers (Ruiz-de-Velasco & Fix, 2000; Short & 
Fitzsimmons, 2007), there are language specific areas that delay ELLs in the literacy process.  
Multiple meanings of academic vocabulary and terminology, lack of culturally acquired prior 
knowledge, low levels of oral language proficiency that impedes comprehension of the written 
text, all affect ELLs in the content classroom. Content-area literacy, which includes vocabulary 
development, activating background knowledge, specific literacy comprehension skills (main 
idea, prediction, inference, etc), and text awareness (text organization, key concepts, expository 
text structure, etc) are essential for adolescent ELLs who lack reading strategies in their native 
language (Meltzer& Hamann, 2005; Short & Fitzsimmons, 2007). This study explores ways that 
content area teachers can provide language in context, modeling, critical thinking and reasoning 
activities, exposure to scientific text structures, and active student involvement in processing 
text. Along with these strategies, active participation and interactive collaborative learning are 
indispensable if ELLs are to be provided with an equitable and comprehensible education in the 
secondary content classroom (Jamestown Reading Navigator, 2007; Meltzer & Hamann, 2005, 
2004; Peregoy & Boyle, 2000, 2008). “The integration of authentic hands-on inquiry with 
linguistic and metacognitive analysis serves to promote the development of higher order thinking 
skills” recommended by Stoddart, Pinal, Latzke, and Canaday (2002, p 683) is integral to the 
structure of the PERC classroom. This study demonstrates ways that a focus on literacy can be 
imbedded into such active learning experiences. 
 

2010 HICE Proceedings - Page 3632



References 
 

Acompore , J. (2008). New York City English Language Learner (ELL) enrollment data: School 
Year 2007-08. Brooklyn/Queens Regional Bilingual/ESL Technical Assistance Center. 
Long Island University, Brooklyn, NY. 

Amaral, O. M., Garrison, L., &  Klentschy, M. (2002). Helping English learners increase 
achievement through inquiry-based science instruction. Bilingual Research Journal, 
26(2), 213–239. 

August, D. (2002). Transitional programs for English language learners: Contextual factors and 
effective programming (Report No. 58). Baltimore, MD: Center for Research on the 
Education of Students Placed At Risk. 

August, D. (2003). Supporting the development of English literacy in English language learners: 
Key issues and promising practices. Baltimore, MD: Center for Research on the 
Education of Students Placed At Risk. 

Balderrama, M. V., & Diaz-Rico, L. T. (2006). Promoting academic achievement for English 
Learners (chapter 7). In Teaching performance expectations for educating English 
Learners (pp. 172-176; 178-184). Upper Saddle River, New Jersey: Pearson. 

Baroffio, A., Nendaz, M.R., Perrier, A. & Vu, N.V. (2007). Tutor training, evaluation criteria 
and teaching environment influene students’ rating of tutor feedback in problem-based 
learning. Advances in Health Sciences Education, 12., 427-439.   

Bernhardt, E. (2005). Progress and procrastination in second language reading. Annual Review of 
Applied Linguistics, 25, 133–150. 

Boyson, B. A., & Short, D. J. (2003). Secondary school newcomer programs in the United States 
(Research Report 12). Santa Cruz, CA, and Washington, DC: Center for Research on 
Education Diversity & Excellence 

Callahan, R., & Gándara, P. (2004). On nobody’s agenda: Improving English-language learners’ 
access to higher education. In M. Sadowski (Ed.), Teaching immigrant and second 
language students: Strategies for success (pp.107–127). Cambridge, MA: Harvard 
Education Press. 

Cadiero-Kaplan, K. (2004). The literacy curriculum and bilingual education: A critical 
examination. New York: Peter Lang. 

Capps, R., Fix, M., Murray, J., Ost, J., Passel, J. S., & Herwantoro, S. (2005). The new 
democracy of America’s schools. Immigration and the No Child Left Behind Act. 
Washington, DC: Urban Institute. Retrieved July 28, 2009, from 
http://www.urban.org/UploadedPDF/311230_new_demography.pdf  

Carlo, M.S., August, D., McLaughlin, B., Snow, C.E., Dressler, C., Lippman, D.N., Lively, T.J., 
& White, C.E. (2004). Closing the gap: Addressing the vocabulary needs of English-
language learners in bilingual and mainstream classrooms. Reading Research Quarterly, 
39(2),188–215. 

Chamot, A. U., & O'Malley, J. M. (1994). The CALLA handbook: Implementing the cognitive 
academic language learning approach. New York: Addison-Wesley. 

Cummins, J. (1994). Primary language instruction and the education of language minority 
students. In C. F. Leyba (Ed.), Schooling and language minority students: A theoretical 
framework. Second Edition. Los Angeles: CSULA. 

Cummins, J. (1981). The role of primary language development in promoting educational 
success for language minority students. In Schooling and language minority students: A 

2010 HICE Proceedings - Page 3633



theoretical framework (pp. 3-49). Office of Bilingual Bicultural Education, California 
State Department of Education, Sacramento. Los Angeles: Evaluation, Dissemination and 
Assessment Center, California State University.  

Curtin, E. M. (2009). Teaching English Language Learners in the content areas Language Arts, 
Social Studies, Math and Science. In Practical Strategies for teaching English Language 
Learners (pp. 141-174). Upper Saddle River, New Jersey: Pearson.  

Denti, L., & Guerin, G. (2004). Confronting the problem of poor literacy: Recognition and 
action. Reading & Writing Quarterly, 20, 133–22. 

Echevarria, J.,Vogt, M. E., & Short, D. (2004). Making content comprehensible for English 
learners: The SIOP model. 2nd Edition. Boston, MA: Pearson/Allyn & Bacon. 

Echevarria, J., Short, D. & Vogt, M., (2008). Implementing the SIOP model through effective 
professional development and coaching. Boston, MA: Allyn & Bacon. 

Faltis, C. J., & Coulter, C. A. (2008).Teaching and learning math for English Learners. In 
Teaching English Learners and immigrant students in secondary schools (pp. 94-112). 
Upper Saddle River, New Jersey: Pearson.  

Fradd, S.H.& Lee, O. (1999). Teacher’s roles in promoting science inquiry with students from 
diverse language backgrounds. Educational Researcher, August–September, 14–20, 42. 

Garcia, G. E., & Godina, H. (2004). Addressing the literacy needs of adolescent English 
language learners. In T. Jetton & J. Dole (Eds.), Adolescent literacy: Research and 
practice (pp. 304–320).New York: The Guildford Press. 

Genesee, F., Lindholm-Leary, K., Saunders, B., &, Christian, D. (2006). Educating English 
Language Learners. MA. Cambridge University Press.  

Gerena, L. & Keiler, L. (2009a). Peer tutoring and academic success; The Personal Assistance 
Learning (PAL) classroom in MSPinNYC. Proceedings of the International Conference on 
Education and New Learning Technologies of The International Association for Technology, 
Education and Development (IATED). Barcelona, Spain. 
http://www.iated.org/edulearn09/publications. 

Gerena, L. & Keiler, L. (2009b). Using peer tutors with at risk high school English Language 
Learners: A case study of the effectiveness of Personal Assisted Learning (PAL) in a 
special MSPinNYC summer course. Proceedings of the International Conference of 
Education, Research and Innovation (ICERI 2009). Madrid, Spain. 
http://www.iated.org/iceri2009/ 

Glibertson, D. Witt, J.C., Singletary, L.L., & VanDerHeyden, A. (2007). Supporting teacher use 
of interventions: Effects of response dependent performance feedback on teacher 
implementation of a math intervention. Journal of Behavioral Education, 16, 311-326. 

Graves, M. (2006). The vocabulary book: Learning and instruction. New York: Teachers 
College, Columbia University 

Hart, J.E. & Okhee, L. (2003). Teacher professional development to improve the science and 
literacy achievement of English Language Learners. Bilingual Research Journal, 27(3), 
475-501,541. 

Heller, R. & Greenleaf, C. (2007).  Literacy instruction in the content areas: Getting to the core 
of middle and high school improvement.  Alliance for Excellent Education. Retrieved 
August 1, 2009 from: http://www.all4ed.org/files/LitCon.pdf. 

Heron, T., Villareal, D., Yao, M. Christianson, R.J., & Heron, K. (2006). Peer tutoring systems: 
Applications in classroom and specialized environments. Reading & Writing Quarterly, 
22, 27-45. 

2010 HICE Proceedings - Page 3634

http://www.iated.org/edulearn09/publications
http://www.all4ed.org/files/LitCon.pdf


Hoffman, L., & Sable, J. (2006). Public elementary and secondary students, staff, schools, and 
school districts: School year 2003–04 (NCES 2006-307). Washington, DC: US 
Department of Education, National Center for Education Statistics. 

Jamestown Reading Navigator (2008). How Jamestown Reading Navigator TM supports 
research-based instruction for struggling adolescent readers: English Language 
Learners. New York: Interactive Educational Systems Design, Inc. Glencoe-/McGraw 
Hill. Retrieved on July 15, 2009 from 
http://www.readingnavigator.com/mkt/assets/english_language_learners_071808.pdf 

Keiler, L. (in press) Elements of success: What an effective summer school program can teach 
educators about science teaching and learning. The Urban Review. 

Kindler, A. (2002). Survey of the states' limited English proficient students and available 
educational programs and services: 2000–2001 summary report. Washington, DC: 
National Clearinghouse for English Language Acquisition. 

Koelsch, N. (2006).  Improving literacy outcomes for English Language Learners in high school: 
Considerations for states and districts in developing a coherent policy framework. 
Retrieved August 1, 2009 from 
http://www.betterhighschools.com/docs/NHSC_ImprovingLiteracy_010907.pdf 

Krueger, R. A. & Casey, M. (2009). Focus groups: A practical guide for applied research. 
Fourth Edition Thousand Oaks, CA: Sage.  

Langer, J.  (2009). Contexts for adolescent literacy. In L. Christenbury, R. Bomer, & P. 
Smagorinsky (Eds). Handbook of Adolescent Literacy Research.  

Langer, J. (2002). Effective literacy instruction: Building successful reading and writing 
programs. Urbana, IL: National Council of Teachers of English. 

Leasaux, N., & Geva, E. (2006). Synthesis: Development of literacy in language-minority 
students. In D. August & T. Shanahan (Eds.), Developing literacy in second-language 
learners. Report of the National Literacy Panel on Language-Minority Children and 
Youth. Mahwah, NJ: Lawrence Erlbaum Associates. 

Lesaux, N. with Koda, K., Siegel, L., & Shanahan, T. (2006). Development of literacy. In D. 
August & T. Shanahan (Eds.). Developing literacy in second-language learners. Report 
of the National Literacy Panel on Language-Minority Children and Youth. Mahwah, NJ: 
Lawrence Erlbaum Associates. 

Lockspeiser, T.A, O’Sullivan, P., Teherani, A., & Muller, J. (2008) Understanding the 
experience of being taught by peers: The value of social and cognitive congruence. 
Advances in Health Sciences Education, 13, 361–372. 

Meltzer, J., & Hamann, E. T. (2005). Meeting the literacy development needs of adolescent 
English language learners through content-area learning: Part two: Focus on classroom 
teaching and learning strategies. Providence, RI: The Education Alliance at Brown 
University. Retrieved July 13, 2009, from 
http://www.alliance.brown.edu/pubs/adlit/adell_litdv1.pdf. 

Meltzer, J., & Hamann, E. T. (2004). Meeting the literacy development needs of adolescent 
English language learners through content area learning: Part one: Focus on motivation 
and engagement. Providence, RI: The Education Alliance at Brown University. Retrieved 
July 13, 2009, from http://www.alliance.brown.edu/pubs/adlit/adell_litdv1.pdf. 

National High School Center. (2009).  Educating English Language Learners at the high school 
level: A coherent approach to district- and school-level support. Retrieved on August 1, 

2010 HICE Proceedings - Page 3635

http://www.readingnavigator.com/mkt/assets/english_language_learners_071808.pdf
http://www.betterhighschools.com/docs/NHSC_ImprovingLiteracy_010907.pdf
http://www.alliance.brown.edu/pubs/adlit/adell_litdv1.pdf
http://www.alliance.brown.edu/pubs/adlit/adell_litdv1.pdf


2009 from 
http://www.betterhighschools.org/docs/EducatingELLsattheHSLevel_042209.pdf 

Office of English Language Learners (2008). Designing better high schools for ELLs: Research 
summary. New York: Department of Education. Downloaded August 1, 2009 from 
http://schools.nyc.gov/NR/rdonlyres/E5BF4C47-6C62-4D67-8449-
6AC894F3E0A4/39554/HSResearchSummary_2008_FINALReadOnly.pdf  

Office of English Language Learners (2009). Diverse learners on the road to success: The 
performance of New York City’s English Language Learners. New York City: 
Department of Education. Downloaded August 1, 2009 from 
http://print.nycenet.edu/NR/rdonlyres/3B377E6B-5E22-4E63-A4DA-
2B7FD14E5D62/57000/ELLPerformanceReport2009.pdf 

Parrish, T. B., Merickel, A., Perez, M., Linquanti, R., Socias, M., Spain, A., et al. (2006). Effects 
of the implementation of Proposition 227 on the education of English learners, K–12: 
Findings from a 5-year evaluation (Final report for AB 56 and AB 1116, submitted to the 
California Department of Education). Palo Alto, CA: American Institutes for Research.  

Peregoy, S. F., & Boyle, O. F. (2000). English learners reading English: What we know, what we 
need to know. Theory Into Practice, 39(4), 237–247. 

Peregoy, S. & Boyle, O. (2008). Reading, writing and learning in ESL. Fifth Edition. New York: 
Longman. 

Perie, M., Grigg,W. S., & Donahue, P. L. (2005). The Nation’s Report Card: Reading 2005 
(NCES 2006-451). U.S. Department of Education, Institute of Education Sciences, 
National Center for Education Statistics. Washington, DC: U.S. Government Printing 
Office. 

Riches, C., & Genesee, F. (2006). Literacy: Crosslinguistic & crossmodal issues. In F. Genesee, 
K.Lindholm-Leary, W. Saunders, & D. Christian (Eds.), Educating English language 
learners: A synthesis of research evidence. New York: Cambridge University Press. 

Reiss, J. (2008). 102 content strategies for English Language Learners: Teaching for academic 
success in grades 3-12. NY: Allyn & Bacon. 

Robinson, D. R., Schofield, W. J., & Steers-Wentzell, K.L. (2005).  Peer and cross-age tutoring 
in math: Outcomes and their design implications. Educational Psychology Review, 17(4), 
327-362.  

Rollnick, M. (2000). Current issues and perspectives on second language learning of science. 
Studies in Science Education, 35, 93–122. 

Roscoe, R.D.  & Chi, M.T.H (2008). Tutor learning: The role of explaining and responding 
to questions. Instructional  Science, 36, 321–350. 

Ruiz-de-Velasco, J., & Fix, M. (2000). Overlooked and underserved: Immigrant student in U.S. 
secondary schools. Washington, DC: The Urban Institute. Retrieved July 13, 2009, from 
http://www.urban.org/pdfs/overlooked.pdf. 

Shamir, A., Zion, M., & Ornit-Spector, L. (2008).  Peer tutoring, metacognitive processes and 
multimedia problem-based learning: The effect of mediation training on critical thinking. 
Journal of Science Education and Technology, 17, 384–398. 

Short, D. J., & Fitzsimmons, S. (2007). Double the work: Challenges and solutions to acquiring 
language and academic literacy for adolescent English Language Learners. Report to 
Carnegie Corporation of New York. New York: Alliance for Excellent Education. 

Snow, C. E. (2002). Reading for understanding. Toward an R&D program in reading: The 
report of the Rand Reading Study Group. Washington, DC: RAND. 

2010 HICE Proceedings - Page 3636

http://www.betterhighschools.org/docs/EducatingELLsattheHSLevel_042209.pdf
http://www.urban.org/pdfs/overlooked.pdf


Snow, C., & Biancarosa, G. (2003). Adolescent literacy and the achievement gap: What do we 
know and where do we go from here. New York: Carnegie Corporation of New York. 

Stenhoff, D. & Lignugaris/Kraft, B. (2007). A review of the effects of peer tutoring on students 
with mild disabilities in secondary settings. Exceptional Children, 74(1), 8-30. 

Stoddart, T., Pinal, A., Latzke, M., & Canaday, D. (2002). Integrating inquiry science and 
language development for English Language Learners. Journal of Research in Science 
Teaching, 39(8), 664–687. 

Thomas, W.  & Collier, V. (2002). Final report: A national study of school effectiveness for 
language minority students’ long-term academic achievement. Alexandria, VA: CAL. 

Walqui, A. (2000). Access and engagement: Program design and instructional approaches for 
immigrant students in secondary schools. McHenry, IL: Delta Systems for the Center of 
Applied Linguistics. 

Walqui, A. (2001). Accomplished teaching with English learners: A conceptualization of teacher 
expertise. The Multilingual Educator, 2(2), 51-56. 

Walqui, A., van Lier, L., & Koelsch, N. (forthcoming). The ELL promise: English language 
learners inside and outside our classrooms. San Francisco, CA: WestEd. 

Wright, J. & Cleary, K.S. (2006). Kids in the tutor seat: Building schools’ capacity to help 
struggling readers through a cross-age peer-tutoring program. Psychology in the Schools, 
43(1), 99-107. 

Yin, R.K. (2009). Case study research: Design and methods. Fourth edition. Thousand Oaks, 
CA: Sage. 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 

2010 HICE Proceedings - Page 3637



Teacher Survey- October 3rd 
 

Name:          School:  
Subject Teaching:  Math   or Science 
 
What training and/or experience do you have working with ELL students? 
 
 
Circle the answer that best shows your level of agreement with each statement. 

1. Using literacy strategies with my students is a focus of my instruction. 
Strongly Agree Agree  Neutral Disagree Strongly Disagree 
 

2. Reading skills will help the students in my group learn math and science. 
Strongly Agree Agree  Neutral Disagree Strongly Disagree 
 

3. I am comfortable using literacy strategies for my English Language Learners in my 
content area teaching. 
Strongly Agree Agree  Neutral Disagree Strongly Disagree 

 
4. I am comfortable in my ability to teach science and math to English Language Learners. 

Strongly Agree Agree  Neutral Disagree Strongly Disagree 
 

5. My English Language Learner students can pass the Regents Exam at the minimum score 
of 65. 
Strongly Agree Agree         Neutral        Disagree Strongly Disagree 

 
Rate your confidence level in using each of the literacy strategies below  

Strategy I am aware of 
this strategy 

Use 
frequently 

Use 
occasionally 

Use  
rarely 

Never 
used 

Vocabulary Building/ Concept 
Definition Mapping 

     

Pre-viewing/Reviewing Text Structures 
(skimming, scanning, selective 
attention, etc) 

     

Summarizing (GIST, Post-its, 2 column 
notes, Notes in the margin, etc) 

     

Comprehension (QAR, SQ3R, SQRC, 
etc)  

 
 

    

Main Idea (CLOZE, PAR, RRCS, etc)   
 

    

Graphic Organizers      
Reciprocal Teaching      
Learning /Student Self Assessment  
Logs  

     

 
Thank you!!! 
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Support for ELL biology students 

 19

Teacher Assistant Scholars Survey- October 3rd 
 

My Teacher’s Name:    My School: 
 
Subject Area:  Math   or  Science 
 
Did you grow up speaking a language other than English? Yes No    
 If you answered Yes, which language?   ___________________________  
 Do you read and/or write this language?  ___________________________ 
 
Were you ever in a school ELL or ESL program?  Yes No 
 If Yes, how many years?    ____________    
 Which years in schools? (e.g. 2nd & 3rd grade)  ____________      
 
Circle the answer that best shows your level of agreement with each statement. 

6. I have experience using reading skills to learn math and science. 
Strongly Agree Agree  Neutral Disagree Strongly Disagree 
 

7. Reading skills will help the students in my group learn math and science. 
Strongly Agree Agree  Neutral Disagree Strongly Disagree 
 

8. I am comfortable teaching reading skills to my English Language Learners in my content 
area teaching. 
Strongly Agree Agree  Neutral Disagree Strongly Disagree 

 
9. I am comfortable in my ability to teach science and math to English Language Learners. 

Strongly Agree Agree  Neutral Disagree Strongly Disagree 
 

10. My English Language Learner students can pass the Regents Exam at the minimum score 
of 65. 
Strongly Agree Agree         Neutral        Disagree Strongly Disagree 

 
11. Check each of the following reading skills that you have used or would like to use. 

 
Strategy  I have used  

this strategy 
 I think I would want to use 

this strategy in tutoring 
Vocabulary Maps   
Concept Definition Mapping   
Pre-viewing   
Summarizing   
Inferring   
Predicting   
Reciprocal Teaching   
Graphic Organizers   
Learning Logs   

Thank You!!!!! 
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Format: Paper Session 
 
Authors: Christiana Kumalasari, MD, MEd.* 
  Ph.D Candidate 
  School of Information Science & Learning Technologies 
  303 Townsend Hall 
  University of Missouri, Columbia, MO 65211  

ckef7@mail.missouri.edu 
 
Nicole Fearing, MD. 
Medical Director of the Clinical Simulation Center 
Assistant Professor 
General Surgery Department 
422 McHaney Hall  
University of Missouri, Columbia, MO 65212 
fearingn@health.missouri.edu 
 
Julie Caplow, Ph.D. 
Associate Professor 
School of Information Science & Learning Technologies 

  303 Townsend Hall 
  University of Missouri, Columbia, MO 65211  
  caplowj@missouri.edu 
 
Abstract: The purpose of this study was to examine medical residents’ perception of their 

learning processes after participation in simulation-based training followed by a 
reflection session. Eight first-year surgical residents participated in this study. The 
survey was administered prior their participation in the simulation training, and 
individual interview was conducted to all of participants after simulation training 
and reflection session have completed. Results of this study indicated the ability 
to perform reflection after simulation training encouraged medical residents to 
associate their previous experiences with current situation as well as enhanced 
their understanding about the case problem. Thus, it also persuaded them to think 
deeply about a plan for future actions if they should ever face similar situation. 

                                                 
* Correspondence should be addressed to Christiana Kumalasari, 303 Townsend Hall, School of Information Science 
& Learning Technologies, University of Missouri, Columbia, MO 65211. Email: ckef7@mail.missouri.edu. 
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Reflective Practice on Medical Simulation-Based Training 
 
 
Background 
 
 In the past decade, medical educators have integrated simulations into the medical 
curriculum. Simulations are designed to imitate some or all characteristics of a task (e.g., an 
emergency situation), and it allows medical educators to add complexity to these tasks. The 
realism of cases and situations that are presented during simulations can positively affect medical 
students’ and residents’ understandings about case problems as well as enhance their clinical 
skills and performance (Kneebone, 2003). Through the use of simulations, medical students and 
residents have the opportunity to engage in hands-on experiences and practice a set of specific 
knowledge and skills without potentially endangering patients (Kneebone, 2003; Ziv et al., 
2003). Kneebone (2003) stressed that the use of simulations can be customized to meet the needs 
of individual medical students and residents so that they can practice specific parts of a 
procedure or the whole procedure as often as necessary in a safe environment. Thus, they can 
learn from their own mistakes and learn intervention strategies for similar situations in the future. 
Maran and Glavin (2003) maintained that simulations are not intended to replace learning 
process in clinical environments involving real patients; however, they can enhance preparation 
of medical students and residents before they apply their knowledge and skills to real patients.  

Even though having the opportunity to learn through simulations is necessary in medical 
education, Schön (1983, 1987) believed that learning itself could not take a place without the 
ability to engage in reflection. The ability to engage in reflection after a simulation can 
encourage medical students and residents to draw upon their prior knowledge, skills and 
experiences, associate them with the current situation, and then determine the effectiveness of 
their actions and areas of needed improvement. Schön identified two types of reflection: 
reflection-in-action and reflection-on-action. Reflecting-in-action is a process whereby 
practitioners think about what they are doing while they are performing the action. Reflecting-
on-action is a process whereby practitioners reflect on strategies and actions that have been made 
and determine the efficacy of their actions and areas that need development or improvement. In 
other words, according to Schon the ability to both reflect-in-action and on-action is essential for  
practitioners to gain a better understanding of a problem by identifying the reasons for their 
decisions, constructing new understandings, and developing alternative or new strategies for 
their future actions. 

An interest in the process of reflective practice has resulted in researchers and 
practitioners investigating the concept and exploring ways to implement reflective practice in 
various professional areas such as medicine and education.  Despite this interest, there have been 
limited empirical studies about the implementation of reflective practice following medical 
simulations. Therefore, this study focused on how simulation coupled with a reflective practice 
process might influence medical residents’ perceptions of their learning and ability to perform 
targeted tasks.  

 
Purpose of the Study 
 
 The purpose of this study was to examine: (1) how first-year medical residents associated 
their prior knowledge, skills and experiences with their thoughts and actions related to a 
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simulation, (2) their perceptions of learning after participating in a simulation followed by a 
reflection session, and (3) how they related their thoughts and actions regarding the simulation to 
similar situations that they might encounter in future clinical situations. 
 
Method 
 
Setting 
 A post-operative MI (myocardial infarction) simulation was conducted at a Clinical 
Simulation center at a Midwestern Research University with a School of Medicine. A full-size 
mannequin supported by wireless computer software (Gaumard) was used for the simulation. 
The mannequin can be programmed to generate observable vital signs such as a chest movement 
with respiration and palpable pulse. The setting of the room in which the simulation took place 
was similar to a real patient room. In order to ensure as much realism as possible, two ICU 
(Intensive Care Unit) nurses were the nurses for the simulation.  A standardized patient acted as 
another patient in the same room, and a trained actor played the role of the patient’s family 
member. The patient was the mannequin. The simulation was videotaped and the videotape was 
used for the reflection session following the simulation. 
 
Data Collected 

There were four types of data were collected for this study: (1) a survey of perceived 
readiness to perform certain clinical procedures; (2) observation field notes from both the 
simulation and reflection sessions; (3) individual interviews with all of participants; and (4) 
video-taped recordings of the simulation.  

 
Participants and Context of Study 
 Eight first-year medical residents participated in the simulation. They were assigned to 
one of two groups with four participants in each group. Prior to participating in a simulation, 
each participant was asked to complete of survey that addressed their perceptions about their 
level of readiness and need for supervision to perform certain procedures. Each group 
participated in the same simulation which required them to respond to a post-operative MI 
(myocardial infarction) that they were expected to manage as they would if it were an actual 
patient situation. The simulation session was video-taped and one of the study investigators also 
observed each simulation.  After completing the simulation, each group immediately participated 
in a reflection session. A physician facilitated the reflection session and during the reflection 
session, the residents had the opportunity to reflect on their thoughts and actions during 
simulation, as well as receive feedback from other experienced practitioners (e.g., the clinical 
surgical facilitators and nurses). Individual interviews were conducted by one of the study 
investigators with each resident upon completion of the reflection sessions and each interview 
was video-taped. 
 
Data Analysis 

The survey results were analyzed using SPSS 17.0 for descriptive statistics. The 
interview responses; and simulations and reflection sessions discussions were transcribed 
verbatim.  Content analysis was conducted on the interview, simulation, reflection session, and 
observation field note data; and then categorized into themes based on phrases that had similar 
patterns or ideas.   
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Findings 
 
 The results of this study are presented and grouped by study research questions.  Results 
from the survey are integrated with the observation, videotape, and interview findings each of the 
research questions. 
 
Research Question 1: How first-year medical residents associated their previous knowledge, 
skills and experiences with their thoughts and actions related to a simulation? 
 

During the individual interview, each participant was asked what, if any, prior 
knowledge, skills and experiences that drew upon as they were participating in the simulation. 
Given that the majority of participants had recently completed an ACLS (Advanced Cardiac Life 
Support) course, it was not surprising that they identified similarities between what they had 
learned in the ACLS and what they learned in the simulation. These findings were also supported 
by the survey results that showed 37.5% of the participants perceived themselves able to develop 
treatment plans for a patient with an acute MI with direct supervision, and 75% of them believed 
that they were capable to lead the ACLS with direct supervision from an attending physician. 
 

Dr. Larsen: It is pretty much similar with the protocol for ACLS that we learned last Saturday; one of them 
was a patient coding. 

 
Dr. Earls: I thought all of us just finished ACLS five days ago. It was still fresh in my mind about drug 

skills and how to perform CPR. 
 
Some of them also referred to their previous experiences as medical students. 
 

Dr. Earls: As a medical student, I watched chest compressions and did a couple codes on a written format. 
 

Dr. Flaming: I learned some of basic things before, like checking the pulse, looking for respiration, and 
then trying to figure out what the next step to do. Sometimes, it was hard to remember something 
back on algorithm, but it was always ABC: airway, breathing, and then circulation. 

 
Some of the residents discussed how the simulation presented a more realistic experience 

than other prior experience they had had in medical school, or ACLS. 
 
Dr. Larsen: This simulation is more realistic than what I learned in the classroom before.  

It is more realistic than what I learned in ACLS. 
 
Dr. Jordan: It is realistic. In ACLS, we did not learn how to deal with the family and  

another patient in the room. We worked under pressure on this simulation training compared to 
ACLS class. We had to think under pressure. It was also more nerve wracking since attending was 
there and watching. 

 
Dr. Earls: There is a marked difference between the ACLS course and what we have in  

this simulation when it comes to the equipment and mannequin. In ACLS, we had all the 
equipment ready for us; but in this simulation, we did not know where the mask was, and we had 
to wait for the crash cart to come. As far as a mannequin, this simulation was more realistic than 
what we had in ACLS since it had pulse, and it was breathing. In ACLS, we only used a partial 
mannequin, and we pretended to give the oxygen, and pretended to check the pulse without feeling 
the pulse. 
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Research Question 2: What are medical residents’ perceptions of learning after participating in 
a simulation followed by a reflection session? 
 

The findings that showed medical residents’ perceptions of learning after participating in 
a simulation followed by a reflection section are classified into eight themes: (1) hands-on 
experiences; (2) learning and practicing in a safe environment; (3) time management and 
teamwork; (4) communication with other members and knowing when to seek a consult; (5) 
thinking processes while performing the simulation; (6) reflecting processes after the simulation; 
(7) overall understanding of the simulated case; and  (8) benefits of having both simulation and 
reflection sessions.  

 
Hands-on experience. After finishing the simulation training, participants realized how 

much they learned from the simulation, especially the ability to get hands-on experiences with an 
acute MI patient. The room setting was similar to patient room, and the presence of nurses, a 
family member, and another patient in the room increased their sense of the realism of the 
simulation. 

 
Dr. Baker: You can sit in the classroom, be taught and read a book; it tells you everything, but it does not 

tell you when you are right there. This simulation is the closest that you can do. You do something 
similar without do it to the real people. It will prepare you better when it happens. For example, 
you just learned in the classroom, and then you went out and did a real code. I do not think you 
know what is going on and how things work; this simulation is helping you to see how it works. 
You cannot learn this hands-on experience from the book. 

 
Dr. Fisher: In the simulation environment, you are in active practice those skills. You have never known 

exactly if you can do something or able to do it. The simulation scenario like this is extremely 
useful since in the real life, it is going to be higher energy and higher pressure environment. Yeah 
… hands-on experience is more than anything. 

 
Dr. Earls: … and the family member, I did not know what to do. My initial reaction was to keep her out of 

the room, but nobody did that, and I did not want to shout to her. I did not consider myself know 
what to do in that situation. Having this simulation experience may help me in the future. 

 
Learning and practicing in a safe environment. Participants recognized the benefit of 

simulations allowing them to practice their skills in the safe environment, and learn from their 
own mistakes. 

 
Dr. Jordan: You can screw up and kill the patient without hurting anyone. If I am doing a mistake, I will 

learn and know what to do. The simulation allows you to do that without someone over your 
shoulder keep looking at and monitoring you “wait don’t do that because you might hurt 
someone”. If you make a mistake, you will do it to mannequin. 

 
Dr. Lambert: It is a lot of easier to learn and mess up on the dummy, especially if you can learn from your 

mistakes. However, it is better to make mistakes in the simulation rather than in the real life.  
 
 Time management and teamwork. While watching the videotape that showed the 
activities during simulation session, medical residents recognized the importance of time 
management since time went very fast and every minute counted. Furthermore, they indicated 
that teamwork and the ability to delegate some of the work to other team members was necessary 
in dealing with the situation.  
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Dr. Flaming: It was good to see the actual time to get there. How fast you want to be on the ball; because in 

your mind, you were trying to get everything situated. It showed visual presentation on how much 
time was passing without realizing. 

 
Dr. Larsen: As a team leader, I was more dealing with MI patient that I focused on; and toward the end, I 

did not see the EKG result. I relied on other interns interpretations. 
 
Dr. Baker: We have just met before we start doing anything. I checked the breath sounds, and Dr. Flaming 

checked the pulse. Even though we did not have ambu bag that time, we just started do chest 
compressions. 

  
Communication with other team members and knowing when to seek a consult. Since all 

of the four residents in the group worked as a team, communication was seen as an important 
aspect to achieve a positive outcome. Two-way communication among team members and the 
ability to acknowledge what they were doing was necessary. Interestingly, although 87.5% 
responded on the survey indicated that they felt capable of collaborating and communicating 
with other team members without supervision and 75% of participants considered themselves 
know when to seek a consult, the findings on the simulation did not support these perspectives. 
During the simulation activities, there were some communication problems among team 
members. Hence, the ability to speak up and verbalize their thoughts to other members, including 
the need of calling chief resident or attending physician was crucial in this simulation, but did 
not occur. 

 
Dr. Carter: Two-way communication is very important. Communication with other team members, 

communication with nurses, and making sure other team members know what he or she is doing. 
 

Dr. Flaming: We learned how to communicate with nurses, especially when they want to have back and 
forth dialogue. If you say something to them, they will repeat it back to acknowledge what they 
do. That was a good reminder. 

 
Dr. Earls: While doing the simulation, in my mind I want to call chief resident, or attending physician, but 

in a reality I did not verbalize it and said “call chief resident” or “call attending”. So verbalizing 
what you thought is very important; voicing things aloud instead of just thinking.  

 
 Thinking processes while performing the simulation. During interview, a couple of 
residents shared their thought processes while performing the action during simulation session. 
 

Dr. Earls: Even though I was a recorder, I still need to figure out what was going on in troubleshooting. I 
found myself along with Dr. Larsen’s doing; thinking what was going wrong and how you could 
fix it. 

 
Dr. Baker: I was watching and listening to what others doing while running the code. In the mean time, I 

was thinking and refreshing my memory what I can do in this situation. 
 

Reflecting processes after the simulation. Reflection-on-action occurred after simulation 
activity was completed. During this session, medical residents reflected on their actions during 
simulation session, discussed the simulation with their peers, and received feedback from 
experienced practitioners (e.g., clinical surgical facilitators and nurses). By participating in the 
reflection session, these residents learned which actions were effective according to experienced 
practitioners and which actions to discard as ineffective achieving desirable results. 
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Dr. Lambert: Reflection and feedback is always good after running the code. What was good, what you 

should continue to do, and what you could have done better.  
 
Dr. Fisher: This reflection session is crucial because you may recall some other activity that had occurred 

during the events, and something that you could have done better. 
 

Overall understanding of the simulated case. The ability to perform reflection following 
the simulation helped the residents understand the overall case. Because what they were thinking 
while doing the simulation might have been different than  what the clinical facilitators, nurses 
and other residents were thinking, the reflection session provided the opportunity for each 
resident to share his or her thoughts, compare them with those of the facilitators, nurse, and other 
residents’  and explore better way to response to the situation. 

 
Dr. Earls: What I thought and what the team leader thought is not always the same with what everybody 

thought. For example, we all had made a decision from the monitor that found v-fib [ventricular 
fibrillation], and we shocked him as an appropriate treatment for it. However, from reflection 
session, the facilitator and nurses thought it was asystole, and they thought we shocked asystole; 
but we thought we shocked v-fib. 

 
Dr. Jordan: This case is well thought. There was not asystole, and there were some EKG activities on the 

monitor, so we shocked a patient; but in the scenario, it had different impressions. We learned not 
to shock asystole, but from what we saw on the monitor, it was not asystole. This reflection 
session allows us to get a better understanding about the case. The simulation case should be 
asystole, and we are not supposed to shock asystole. 

  
Benefits of having both simulation and reflection sessions. All of residents agreed that 

participating in both simulation and reflection sessions were great learning experiences. 
Opportunities to participate in both of the sessions enhanced their perceptions of their skills in 
facing similar cases in the future.  

 
Dr. Fisher: If you only watch on the video conferencing, and let someone else running the code, you can 

learn something just from sitting and watching; but if you are in the content of scenario itself, plus 
sitting down, do some reflections and visualize again through video tape, you get two learning 
opportunities. That is the main issue; you can get double, triple, or more learning opportunities 
from doing one scene. This reflection session is especially beneficial to bring up everything to 
maximize learning experiences as much as possible. 

 
Dr. Earls: Just simulation itself would be helpful, but not near as much as having both. We had through the 

simulation, and then sit around the table with knowledgeable individuals who told us what went 
well and what did not go well. Learning experience is going to stop without the ability to do 
reflection.  

 
Research Question 3: How do medical residents relate their thoughts and actions regarding the 
simulation to similar situations that they might encounter in future clinical situations? 
 

The opportunities to participate in simulation and reflection experiences are invaluable 
for medical residents. These experiences influenced their thought processes in anticipating 
similar clinical situations in the future, including the need to define their roles and act quickly; 
focus on a specific task, and know more about patient’s history and available equipment. 
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 Defining  roles and acting quickly. After completing the simulation and reflection 
sessions, medical residents learned how important it is to define the roles of each responder, take 
a lead, and act quickly since every minute counted.  
 

Dr. Earls: I think just because we were so close with ACLS, we just scattered into our position by location. 
When Dr. Larsen stepped up, we all understood that she was a leader. Dr. Lambert grabbed the 
bag and started bagging, and Dr. Jordan started doing chest compressions. I was in the middle of 
the group a little bit, and then took the role of a recorder, which I should do it immediately. Once 
we were doing the simulation, it was okay as a group, but it took a while to get into delineated 
roles. We can obviously do better in the future. 

 
Dr. Flaming: We learned different way to assign people if you do not know their name, like “you are going 

to be my mednurse [medication nurse]”, or “you are going to be the first person in the team”. In 
that way, everybody knows what they do. 

 
 Focus on a specific task. Some of the residents point out the importance of focusing on 
doing a specific task instead of doing multiple activities at the same time since it creates 
distractions and difficulty in maintaining their concentration. 
 

Dr. Baker: If I am in charge doing chest compressions, make sure I only do chest compressions, and not 
other things. 

  
Dr. Carter: Next time, I try not to do different things at the same time, and I must focus on one task. Just do 

one task, so you do not lose your concentration. 
 
 Know more about patient history and available equipment.  Residents discussed the 
importance of knowing the patient’s history and feeling familiar with the equipment available for 
use in enhancing performance in the simulation, and in anticipated future real-life situations. 
 

Dr. Jordan: Make sure we know everything about the patient, and remember about everything like the 
EKG. We can talk to the patient’s wife or ask the nurse if there is EKG result. 

 
Dr. Fisher: This was a different setting and different environment for us, and I knew we would be in a real 

life too. I was unfamiliar with where my equipment was, and what was available in the room. It 
would be nice to try ahead as much as possible, recognize what equipment I have immediately, 
and what I need to ask for. That is one thing needs to do better in the next time. 

 
Discussion 
 

The simulation used in this study was designed to prepare first year medical residents to 
handle acute MI, and experience the types of things they might encounter in a patient’s room, 
such as a concerned family member and another patient in the room. According to Institute of 
Medicine (Kohn, Corrigan, & Donaldson, 2000), every year approximately 44,000 to 98,000 
people in the United States die in the hospital as a result of medical errors. These errors are often 
caused by work overload, poor communication skills, and flawed information and decision-
making.  Indeed, many hospital deaths are unpreventable due to the patient’s condition, but many 
are preventable by addressing causes of errors.  One way to reduce errors is to provide 
opportunities for medical practitioners including residents to practice their knowledge and skills 
in a safe environment that does not endanger an actual patient. Through the use of simulations, 
medical residents can be exposed to and engage in hands-on experience and practice their 
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knowledge and skills without potentially harming the patients (Kneebone, 2003; Ziv et al., 
2003).  

Learning professional skills in handling emergency situations (e.g., acute MI) requires 
medical professionals to act quickly to manage the situation. Prior knowledge, skills and 
experiences influence how they proceed in managing the situation. Interview results indicated 
that most of the residents who participated in this study drew upon prior experiences such as the 
ability to do chest compressions, administer medicines, and deal with similar cases when taking 
the ACLS course when they responded to the simulation. These prior experiences shaped their 
thoughts while they were dealing with the patient in the simulation. These findings are supported 
by the survey that showed 75% of participants felt they are able to lead ACLS in a Code Blue 
situation with direct attending supervision, and 37.5% of participants believed that they are able 
to develop treatment plans for patient with acute MI with direct attending supervision.  

All of participants agreed that participating in a simulation was more realistic than their 
prior experiences. They indicated that the room setting, the ability of mannequin to breath and 
talk, the equipment used (e.g., crash cart), and the presence of a family member and another 
patient in the room imitated a real life situation. Kneebone (2003) asserted that the realism of the 
situation presented during a simulation influenced medical residents learning processes as well as 
increased their skills. After participating in this simulation, medical residents realized the 
difficulties in managing a case because of the real life scenario as compared to what they had 
previously learned in the classroom. Weller et al. (2004) discussed the value of simulations in  
not only allowing practitioners to gain hands-on experience, but also in allowing them to practice 
working under pressure while engaging in the simulation as well as working effectively with 
other team members. Although the survey results indicated 87.5% of participants felt they were 
able to collaborate with other team members without supervision, and 75% of them considered 
themselves able to communicate with others about when to seek a consult, the findings of this 
study did not support that. During the simulation, the medical residents had some difficulties in 
communicating and verbalizing what they thought to the nurses and other team members. They 
tended to be silent instead of speaking up and sharing their opinions. The findings of this study 
demonstrate the importance of having hands-on experiences when learning and practicing 
needed knowledge and skills. The ability to practice newly acquired skills in a simulation can 
help prepare residents, as novice professionals, perform when confronted with the need to 
respond to a real patient. 

 Even though majority of residents who participated in this study had prior experiences in 
managing MI cases in the ACLS training, they valued the opportunity to participate in the hands-
on experiences provided by simulation because of the realism of the context, patient complaint, 
and available equipment. The participants  pointed out the importance of having hands-on-
experiences indicating that it did not matter how much they learned while they were in the 
classroom or through observations,  the ability to do the simulation allowed them to practice 
what they had learned and observed in a safe environment.  Thus, it helped prepare them to 
respond effectively to a similar real situation. In addition, the simulation elements that cannot be 
adequately responded to based on static knowledge by including the presence of another patient 
and a family member. This added complexity and unpredictability to the scenario presented in 
the simulation that can closely resemble what a physician might confront in a real life situation. 
As a results, participants in the simulation learned not only how to work on the code situation, 
but also how to deal with other patients and family members in the room. Simulations provide 
the opportunity to practice multiple tasks in a safe environment,  
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In this study, each group of medical residents participated in the reflection session right 
after simulation session was completed. During the reflection session, they were able to engage 
in self-reflection, peer evaluation, and group discussion, as well as receive feedback from 
experienced practitioners. The findings showed the perceived effectiveness of having a reflection 
session right after simulation experiences. All of residents agreed that the reflection session 
allowed them to critique what they had done, identify which of their actions were effective and 
which ones needed improvement. Rudolph et al. (2006) stated that prior knowledge, skills and 
experiences lead to an initial understanding and assumptions about how to solve clinical 
problems. Then, reflection leads to the evaluation of initial understandings and assumptions, and 
the subsequent development of new understandings and strategies to achieve better results when 
future similar clinical situations are encountered. Flanagan et al. (2004) confirmed that the 
feedback from facilitators can increase residents’ understandings of cases as well as their ability 
to manage complicated situations. The medical residents participants in this study indicated that 
while the simulation was a great experience for them to practice their knowledge and skills in a 
safe environment, they may have not  known if they made a mistake (and hence, might make a 
similar mistake in the future) without the opportunity to engage in reflection. The participants’ 
perspectives support Mamede and Schmidt (2004) who stated that medical practitioners who 
engaged in reflection could serve patients better than those who did not.   

Schön (1983, 1987) maintained that learning from experiences is more effective if it is 
followed reflection. The opportunity to engage in a reflection session after a simulation was seen 
by the participants in this study as an opportunity related prior experiences to aspects of the 
simulation, analyze and evaluate their thought processes during the simulation, and identify what 
they did during simulation to improve their future performance in similar clinical situation. The 
results indicated that medical residents learned valuable information from having hands-on 
experience in dealing with acute-MI patient in a more realistic environment as well as ability to 
perform reflection and receive feedback from experienced practitioners. From these experiences, 
they learned about the importance of defining the roles, take a lead, and act quickly. 
Furthermore, some of residents stated that in the future, they would focus on one specific task 
instead of trying to do more than one task at the same time. The ability to understand about 
patient’s history better, familiarity with the environment and equipment is crucial to enhance 
residents’ performance. The results of the study indicate that a simulation followed by a 
reflection session can help participants gain new insights, understanding, and extrapolate from 
future effective courses of action  

 
Conclusion 
 

The medical residents who participated in this study indicated that they valued the 
opportunity to practice their knowledge and skills in a safe environment without endangering 
patients. Furthermore, the realism of simulation and the opportunity to engage in reflection also 
enriched their learning experiences. A couple of the residents discussed their thought processes 
while they were performing simulation. Schön defined this as reflection-in-action. These two 
residents stated that they were aware of their thinking as they engaged in simulation. They tried 
to recall their prior knowledge, skills and experiences, and implement them as they were 
handling the simulation case. Unlike the reflection-in-action that occurred while residents 
performed the action, reflection-on-action occurs after the action was completed. The ability to 
do self-reflection, peer evaluation, group discussion, and receive feedback from experienced 
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practitioners enhanced their learning experiences. Medical residents were able to articulate what 
they learned about what went well during simulation, and what could have been done better 
Furthermore, the ability to engage in  reflection-on-action also allowed them to associate their 
prior knowledge, skills and experiences with the simulation situation, discharge their ineffective 
actions and retain their effective actions to achieve desirable results. Thus, these simulation and 
reflection experiences will prepare them better if they face similar clinical situations in the 
future. 
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A focus on identity has great potential for expanding our understanding of teacher 

learning within teacher education. However, there are challenges within the literature that 

bear further unpacking and expansion. In this paper I begin by reviewing current work on 

teacher identity within the field of teacher education. As two recent reports highlight 

(Cochran-Smith & Zeichner, 2005; Darling-Hammond & Bransford, 2005), there is a 

need for scholarship in teacher education that seeks to communicate across theoretical 

boundaries to build on previous knowledge. While work has been conducted within the 

social sciences to better understand how individuals form identities (e.g. Davies, 1989; 

Hall, 1996; Weedon, 1997; Wetherell & Edley, 1999), how does this work influence our 

understanding of the process of constructing a teaching identity? And, what do the 

theoretical resources presented in this work contribute to teacher education’s 

understanding of learning to teach?  

Acknowledging that teacher identity influences the practice of teaching rests on a 

particular epistemological stance, which asserts that knowledge is not something existing 

outside individuals waiting to be discovered. Rather, knowledge is dialogical—“what 

people produce in and with discourse in response to problems” (Petrosky, 1994). Viewing 

knowledge as constructed through interaction in different contexts makes clear the fact 

that the individuals (and their identities) involved impact the process. The knowledge that 

can be constructed, by whom and for whom, depends on the individuals involved. 

However, in any given situation, different individuals influence the process to different 

degrees. Within schools, the role of the teacher is inscribed with a certain amount of 

power giving teachers institutional authority to position students within particular learner 

identities. As such, the ways teachers position themselves within teacher identities has 
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real consequences for both teachers and students. This view of knowledge means that 

preservice teachers need to learn more than methods, activities and techniques. They 

must also learn to assess the discourses they are drawing on and how those discourses 

affect the process of teaching and learning.  

This vision of learning to teach emphasizes a process, what Deborah Britzman 

(2003) calls “becoming” as opposed to simply “being” a teacher. Britzman argues that 

more functionalist versions of teacher learning and induction do not take into 

consideration the complexities of the learning process. She describes the process of 

becoming a teacher as dialogic—where preservice teachers’ identities are changed and so 

are the contexts they enter. “Learning to teach—like teaching itself—is always the 

process of becoming: a time of formation and transformation, of scrutiny into what one is 

doing, and who one can become” (Britzman, 2003, pg. 31). In this very real sense, 

learning to teach means adopting a teaching identity. Drawing on discursive and situated 

approaches to identity construction has the potential to expand our understanding of the 

process of learning to teach.  

The Importance of Identity in Teacher Education 

Although teacher education has begun studying teachers’ professional identities, 

there are several challenges that must be addressed in order to move the scholarship 

forward in productive ways. It is important that research in teacher education be clear 

about the theoretical and intellectual underpinnings of the terminology on which it draws. 

Without this clarity it can be difficult to communicate across disciplines and discourse 

communities.1 Although identity is a difficult and contested concept within the social 

                                            
1 The challenges presented by the concept of “identity” are similar to the difficulties experienced by Lesley 
Rex and others (1998) when analyzing the use of the term “context” in literacy studies.  
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sciences, some research in teacher education has not engaged this literature as fully as it 

could. To build a base of knowledge regarding how individuals become teachers, and for 

communicating with those outside the research community such as policy makers and 

practicing teachers, this clarity of terminology is necessary.  

Within the following section, I begin with a review of the teacher education 

research regarding teacher identities. The use of the concept “identity” within teacher 

education literature tends to fall into five categories: (1) studies of particular interventions 

within a single class or program; (2) studies documenting or listing possible factors 

influencing the development of teaching identities; (3) teachers’ views on identity; (4) 

studies of multicultural education issues; and (5) more theoretical pieces exploring the 

meaning and/or nature of teaching identities.  

In conducting a review of the literature, I first conducted a search for studies 

using the terms “teacher identity,” “identity and teaching,” “professional identity” and 

“professional teaching identity.” I also broadened my search to include different 

approaches to teacher learning and thinking. This search resulted in literature from the 

narrative tradition, teacher development, and teacher beliefs. I looked primarily for 

studies conducted within teacher education or with beginning teachers since I was 

interested in how the formation or development of teaching identities has been 

approached. Although some of the studies are conducted with experienced teachers, I 

include them here because the authors described implications for teacher education based 

on their results or because they illuminated specific aspects of the conception of teacher 

identities within educational research.  

Identity Work in Teacher Education 
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Specific Interventions in Teacher Education 

Many studies within teacher education using the concept of professional identity 

describe specific interventions in single courses or in a single teacher education program.  

Although most of these studies are qualitative case studies of a small number of 

preservice teachers, there are a few studies with larger data sets. I describe each briefly 

below.  

Interventions in a single class. 

Several studies advocating attention to matters of teacher identity look at the use 

of particular tools used in classrooms to surface the teacher identities of preservice 

teachers. For example, in a case study of two student teachers, Janis Antonek, Dawn 

McCormick & Richard Donato (1997) argue that these student teachers used their 

teaching portfolios to construct unique professional identities for themselves. Using a 

Vygotskian theoretical frame, the authors trace the autobiographies of the two student 

teachers visible in the portfolios. The focus in this study is on portfolios as a mediational 

tool linking the theory of teacher development and the practice of portfolio construction. 

The authors argue that artifacts such as portfolios function in more complex ways than 

previously thought.  

Utilizing a different approach, Dennis Sumara and Rebecca Luce-Kapler (1996) 

detail an activity they developed for a class of preservice English teachers to illustrate the 

multiple and potentially contradictory conceptions of the process of becoming a teacher. 

The authors did not want to present a seamless version of what it means to become a 

teacher. Instead, they wanted to show their students the multiple and potentially 

contradictory conceptions of this process. After several different efforts, they developed 
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what they called a “commonplace book” filled with different, conflicting texts about 

teaching. By illustrating the contested and conflicting discourses about teaching and 

teachers, the authors hoped to provide a space for their students to negotiate their own 

teaching identities more consciously. Defining identity as discursive and “ambiguously 

located amid the human subject’s perceived and interpreted relations in the world” (pg. 4) 

Sumara and Luce-Kapler argue for a view of beginning teacher identities as multiple, 

consisting of the “fictive teacher self,” the “pre-teacher self” and the “lived teacher self.” 

The authors argue that while some students integrate these three identities relatively 

easily, others experience significant dissonance between them. By revealing the contested 

and conflicting discourses about teaching and teachers, the authors hoped to provide a 

space for their students to negotiate their own teaching identities more consciously.  

There are additional studies that take a discursive approach to teaching identity 

while describing an intervention in one class. For example, Monica Miller Marsh (2002) 

describes a graduate level child development course in which she tried to teach the 

concept of discourse to help her students understand the social nature of their thoughts 

and actions. She argues that helping teachers recognize the discourses at work in their 

lives will help them make more informed choices about their identities. Additionally, 

Miller Marsh argues that a focus on discourse shifts “the focus on teacher thinking away 

from the individual” and more toward how teacher thinking and identities are “socially 

negotiated” (pg. 454). This study reminds us that changing the culture of teaching and 

teacher education is a complex and long-term process. It also reminds us of the difficulty 

of teacher educators working alone to try and change the dominant discourses.  
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In a study of six English student teachers in one English methods course, Janet 

Alsup argues, “…secondary school teachers must develop a sense of professional identity 

that successfully incorporates their personal subjectivities into the professional/cultural 

expectations of what it means to be a ‘teacher’” (pg. 27). She explains that this merging 

of subjectivities occurs when a new teacher participates in multiple discourses in various 

contexts. This merging does not happen automatically and Alsup argues that the 

formation of a professional teaching identity is crucial to the success or failure of 

beginning teachers. 

In another study that draws on a discursive approach, Jane Danielewicz (1998) 

argues that preservice teachers need experiences that allow them to develop and articulate 

their own theories about the practice of teaching. In describing her work with students in 

literacy classes, she states that preservice teachers “talk their way into the identity of 

teacher” (pg. 31). Documenting the experiences of three preservice teachers and their 

struggles to think like teachers, she concludes by arguing that what is needed in teacher 

education programs are more opportunities for preservice teachers to theorize about their 

practice: “It is not specific methods that need to be learned, but rather ways of thinking, 

and ways of living a life as a teacher” (pg. 45). The focus for Danielewicz is on students 

discursively and interactively constructing their own theories of what it means to teach.  

In a later study, Danielewicz studied six preservice English teachers over the 

course of three years (2001). Once again, she argues that it is the process of becoming a 

teacher that matters—how identities are constructed in settings requires attention to the 

“communities of practice” established in teacher education. To that end, Danielewicz 

calls for the “ideal” teacher education program to be: active, holistic and integrated, 
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embedded in a discourse community, rich in relations and morally engaged (pgs. 193-

194). Although she also calls for “theorizing in practice” (pg. 195) she does not suggest 

how this might occur. Danielewicz’s work in particular offers a useful description of 

what is currently missing in teacher education.  

Drawing on an understanding of identity as continually formed and reformed in 

interaction with others, Judith Franzak (2002) describes her work with one student 

teacher involved in a study group of teachers. She argues that multiple factors influence 

the development of a teacher identity “ranging from personal experiences to media 

images to pedagogical beliefs supported by preservice instruction” (pg. 259). Once again, 

the argument that multiple contextual factors influence teaching identities suggests 

teacher educators need to attend to the kinds of learning communities and opportunities 

provided to preservice teachers.  

Structural changes to a program.  

 Perhaps highlighting the challenges teacher education programs sometimes face 

in building coherence, there are fewer studies documenting programmatic changes 

designed to impact teacher identity development. One such study drawn from a program 

evaluation describes a restructured teacher education program with an extended 

practicum intended to provide preservice teachers with more experience based instruction 

(Munby, Lock and Smith, 2001). The program was restructured “to promote reflection on 

experience based learning and the development of a critical stance” (pg. 116). The 

authors describe that during this extended practicum preservice teachers felt tension 

between the competing roles of teacher and student and the expectations that come with 

each.  
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Factors Influencing Identity Development 

Other studies attempt to define identity by explicating a set of influences on its 

construction or development. For example, Gary Knowles (1992) lists the following as 

influencing the development of a teacher identity: role models, previous teaching 

experience, significantly positive or negative education classes, remembered childhood 

experiences about learning and family activities. George Hillocks, Jr. (1999) elaborates 

on the aspects of a teacher’s practice that potentially influence identity construction. 

Drawing on a mixture of quantitative methods and findings from qualitative case studies, 

he argues that the differences in practice among teachers stems from the way the 

individual teacher constructed an identity through their “constructed knowledge of 

students, goals, curricular, pedagogical content knowledge, rhetoric, and epistemological 

stance” (pg. 124). He demonstrates the ways differences in each of these factors influence 

the decisions teachers make concerning both macro and micro curricular issues. Hillocks 

argues that the biggest factor influencing the difference in teaching approaches was 

teachers’ attitudes toward students.  

In a similar vein, literature within the narrative tradition argues that teachers 

individually construct their sense of a teaching self through the stories they develop over 

time (e.g. Clandinin & Connelly, 1995; Elbaz-Luwisch, 2002; Huber & Whelan, 1999; 

Knowles, 1992; Knowles & Holt-Reynolds, 1991). These multiple storylines are under 

perpetual construction and are bound to the context in which they are lived and 

experienced. They are also constructed based in part of the stories individuals tell about 

themselves in other contexts and the stories they have told about themselves over the 

course of their lives.  
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Documenting Identity Development  

In addition to the studies attempting to list the specific factors that determine a 

teacher’s identity, there are also studies designed to explore the ways these identities are 

formed or constructed.  

Jane Agee (2000) provides a case study portrait of two experienced English 

teachers. She sought to examine the relationships among “theory, identity and practice” 

for these two teachers (pg.1). She describes these teachers as experiencing dilemmas in 

teaching and in their teaching identities as a result of conflicts and contradictions 

experienced in practice. This study highlights the fact that many practicing teachers will 

experience conflicts between their conception of themselves as teachers and the 

expectations of their schools.   

Marc Mahlios (2002) uses the concept of role formation and identity 

interchangeably, while also using the term “image” in his case studies of two preservice 

teachers. Mahlios looks at the metaphors about teaching preservice teachers bring with 

them to shape his study of the interaction between his subjects and their teacher education 

program. He concludes that the roles beginning teachers define for themselves change 

over time and are influenced by the context in which they are working.  

In a study of two student teachers, Britzman (2003) describes some of the 

dynamic forces shaping the lives of student teachers, including the problem of biography 

and previous experience. She highlights the ways student teachers must construct their 

own voice within a context that is constrained by what she calls fragmentation. This 

fragmentation occurs on multiple levels—the fragmentation of the curriculum, the 
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separation of theory from practice, the separation of knowledge from pedagogy as well as 

the separation of knowledge from different perspectives.  

In the end, Britzman argues for a stance that encourages student teachers to 

position themselves as researchers because it will allow them to learn skills that are 

necessary to being successful teachers—skills such as observation, taking on the 

perspective of others, and recognizing one’s own biography and how that influences 

one’s teaching. 

Teachers Views’ on Identity 

In attempting to understand teaching identities, some researchers begin with a 

priori elements of professional identities and apply them to studies of teachers to see how 

and whether they have acquired these particular elements. For example, in a study of 80 

experienced secondary teachers, Beijaard, Verloop, and Vermunt (2000) define teachers’ 

professional identity as “a subject matter expert, the teacher as pedagogical expert, and 

the teacher as a didactical expert” (pg. 750).  

Other articles describe the ways teachers characterize their own teaching 

identities. For example, Mitchell (1997) conducted oral history interviews with eight 

recently retired secondary teachers to determine their understanding of the ways their 

professional teaching identity related to their professional relationships. Based on these 

interviews, the author framed the teachers’ identities around issues of representation, 

preparation and dedication (categories determined by the teachers). Mitchell argues that 

their expectations of themselves as teachers revolved around these themes and if they 

remained unelaborated they constitute potential barriers to collaboration in practice. 

Identity within Multicultural Education 
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Work has also been conducted in multicultural education on teacher identity. 

Often the concept of identity is used to signal social categories such as race, class, 

gender, and sexual orientation, what Nadine Dolby refers to as “categories of 

identification” (2000, pg. 899). While these categories are often significant to individuals 

and groups, the meaning of the categories themselves is variable depending on context. 

Dolby offers a perspective that sees identity and the categories of identification “as 

salient ways to think about and describe difference because of specific historical and 

contemporary structures of power and corresponding practices.” (pg. 900) She argues that 

the categories do not have meaning in and of themselves.     

Agee (2004) begins to illuminate how race contributes to (and confounds) the 

development of a professional teaching identity in her longitudinal study of one African 

American English teacher. Defining identity as “a discursive space where an imagined 

role is negotiated among possible roles,” she found that this particular teacher’s 

envisioned identity began to “unravel” as she met up with school policies, testing 

requirements and racial bias. When this teacher began to feel that the identity she 

envisioned for herself was “unrealistic,” she made concessions and adaptations, 

particularly in regards to teaching multicultural literature.  

In a study of a group of preservice teachers during their teacher preparation, 

Jennifer Mueller (2004) argues that too often teacher education literature does not 

elaborate on the connections between identity and knowledge. She shows how the 

“identity-framing experiences” (based on their life experiences) of the students she 

studied intersected with their racial identities to shape how they experienced multicultural 

education in their teacher education program. She suggests that teacher educators “need 
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to presume complexity and heterogeneity in terms of how identity will function for 

individual students” (pg. 270). Although all the students in her study were white, she 

emphasizes this point applies for students of color as well.  

Similar to the studies described above that document interventions in a single 

course or teacher education program, Virginia Lea2 (2005) describes an activity she uses 

with preservice teachers in a multicultural education course. The “cultural portfolio” 

activity is designed to help her students “question why they think, feel, and act as they do 

in the classroom and in their related, wider social encounters and private lives” (pg. 102) 

and also to understand how “cultural scripts” impact their own social identities. These 

cultural portfolios ask the student teachers to reflect on personal stories and experiences 

that have shaped their worldview and through interaction with others in the class, reflect 

on how these experiences may impact the teaching they do in the classroom.  

In attempting to outline a new way of understanding teachers’ professional 

identities, Jo-Anne Dillabough draws on feminist theory to argue for a perspective on 

identity that “is not solely determined by one’s own narrative, but which is also shaped 

by social and structural relations both within and beyond education” (1999, pg. 387). 

Additionally, in a study of the intersection of different views on identity and multicultural 

education, Peter Taubman (1993) argues that we need to take “the construction, meaning, 

and function of identity as starting points” (pg. 303). Delineating between different 

“registers” for understanding identity, Taubman suggests that no single view of identity 

provides us with the perspective necessary for true multicultural, anti-bias education. 

Rather, the “fictional,” “communal,” and “autobiographical” approaches to identity that 

                                            
2 This article was co-authored by Tom Griggs. However, the cultural portfolio activity described here was 
solely a part of Lea’s classes.  
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he outlines must work in tension with one another to ensure identity is not essentialized, 

trivialized or reduced simply to personal experience.   

Theoretical Approaches to Teacher Identities 

 Beijaard, Meijer, and Verloop (2004) conducted one of the most comprehensive 

literature reviews of professional teaching identity. Drawing from the literature in 

philosophy and the social sciences in their review of the literature in education, they 

argue that for a full conception of teachers’ professional identities, one must understand 

the following: professional identity is an ongoing process of continually interpreting 

experiences; it implies a person and a context and is not entirely unique; it is made up of 

other “sub-identities” that work together in different ways; and teachers have to be 

involved in the development of their identities—they have to be agentic. They also define 

the process of identity development as “a process of practical knowledge-building 

characterized by an ongoing integration of what is individually and collectively seen as 

relevant to teaching” (pg. 123).  

This tension between the individual and the social is also seen in John Coldron 

and Robin Smith’s (1999) argument that in order to be a teacher, one must be recognized 

as a teacher. This recognition is part of the development of a professional identity. They 

draw on Bourdieu’s notion of social space and fields to argue that part of the way 

individuals develop teaching identities is through locating themselves in a school 

community and in relation to the specific performances that setting requires. Teachers 

exercise professional choice in these matters partially in relation to the way they plan 

lessons and decide which activities work and which do not for their particular students. 

This act of choosing—whether intentional or not—helps construct a teaching identity: 
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“…by choosing some and rejecting other possibilities in various professional fields of 

choice, a teacher affirms affiliations and makes distinctions that constitute an important 

part of his or her professional identity” (pg. 714).    

Jim Gee (2001) outlines four approaches to identity—nature, institutional, 

discourse, and affinity and in doing so supports the argument that constructing and 

enacting a particular identity depends on recognition. In fact, his definition of identity is 

“being recognized as a certain ‘kind of person,’ in a given context” (pg. 99). Although he 

states that these identities are difficult to separate from one another in practice, they 

function as “ways to focus our attention on different aspects of how identities are formed 

and sustained” (pg. 101).  

While professional teaching identities can be viewed through each of the 

approaches Gee describes, it is less important to define the specific type of identity an 

individual is enacting than to ask questions about the authorities they draw on for 

recognition as well as the “powers” subjecting them. As Gee states: 

One cannot have an identity of any sort without some interpretive system 

underwriting the recognition of that identity. The interpretive system may 

be people’s historically and culturally different views of nature; it may be 

the norms, traditions, and rules of institutions; it may be the discourse and 

dialogue of others; or it may be the workings of affinity groups. What is 

important about identity is that almost any identity trait can be understood 

in terms of any of these different interpretive systems (pp. 107-08).  

 
Gee’s framework provides tools for looking at the identities (or ways of being recognized 

as a teacher) that preservice teachers enact or perform.  
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Perhaps one of the most interesting areas of literature regarding the development 

of professional teaching identities comes from viewing the process of learning to teach 

through the lends of activity theory (Grossman, Smagorinsky & Valencia, 1999; 

Smagorinsky, Cook, Moore, Jackson & Fry, 2004). Activity theory provides a window 

into the importance of context in learning to teach and illuminates some of the 

complexities and difficulties student teachers face when expectations differ between 

settings.  

Conclusions, Questions, and New Directions 

Highlighted in many of the studies is the importance of context to the formation 

of a teaching identity. While some studies are more explicit in their suggestions for 

teacher education, many of the studies described above call for teacher educators to 

attend to the different contexts and settings in which they place preservice teachers (e.g., 

Britzman, 2003; Danielwicz, 2001; Franzak, 2002; Grossman, Smagorinsky & Valencia, 

1999; Hillocks, 1999; Mahlios, 2002; Smagorinsky et al., 2004).  

Additionally, many scholars highlight the need to attend to the complexity, 

heterogeneity and multiplicity of identities when working with preservice teachers (e.g., 

Beijaard, Meijer, & Verloop, 2004; Britzman, 2003; Lea & Griggs, 2005; Miller Marsh, 

2002; Mueller, 2004; Sumara & Luce-Kapler, 1996). Similar to arguments made about 

the beliefs of preservice teachers, scholars studying teacher identities argue that 

preservice teacher must become aware of their identities in order to make more conscious 

choices. Others argue that it is important for teacher educators to explicitly show 

preservice teachers the complex nature of teaching identities so they are not discouraged 
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if they feel their own personal identities do not easily mesh with the demands different 

contexts make on their teaching identities.  

Other scholars have worked to suggest new ways of understanding identity within 

teaching and teacher education. For example, Dillabough (1999) reminds us that when 

seeking to understand an individual’s identity, we must move beyond a focus on the 

individual to the societal level influences. Both Taubman (1993) and Gee (2001) suggest 

useful theoretical tools for understanding the multiplicity and complexity of identity in 

interaction. Coldron & Smith (1999) also argue that identities are influenced by context 

and are constructed in relation to others.  

Although the literature above illuminates important suggestions for teacher 

education, there are also remaining questions and concerns. First, it is difficult to make 

judgments regarding particular findings and applications for teacher education if authors 

do not define their conceptual and theoretical approach to identity. Often, studies with 

unelaborated conceptual approaches to identity contain very detailed views of practice. 

However, without making concrete connections between the practices they describe and 

their conception of identity, claims of influencing beginning teacher identities fall short 

and are difficult to build upon.  

Just as problematic as an ill-defined approach to identity are conceptions that 

seem to result from unelaborated theoretical frames or a failure to attend to relevant 

literature on identity outside teacher education. Two common problems arise in some 

studies of interventions within teacher education: (1) an implied understanding of identity 

as a final state; and (2) a lack of clarity about steps for action within teacher education. 

One difficulty that can arise in studying teacher identity is relying on more traditional 
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Enlightenment conceptions of identity that define it as unitary, individual and stable. In 

this conception, individuals must work to discover their “true” self. The traditional, 

Enlightenment view does not provide an adequate explanation for the experiences of 

teacher education students. If teacher education students enter teacher education 

programs with established, coherent, natural identities, these identities could conflict 

with the role of teacher. If this is the case, teacher education (and teacher education 

students) are left with few options. 

The problem rests with the assumption that teachers’ identities need to be 

coherent. Simply because “teacher” is also an institutional role with which most 

individuals have experience, does not necessarily mean their other multiple identities will 

easily meld into the role. Even for those whose other identities more easily fit into 

societal and institutional conceptions of “teacher,” the slippery nature of identity means 

there will always be negotiations and dilemmas. Teacher educators, preservice and 

inservice teachers would benefit from work that recognizes the multiplicity of identities 

in all individuals. What is needed are theoretical and practical tools to help beginning 

teachers understand this fact so they can make more informed decisions regarding the 

kind of teacher they want to be.   

Suggestions for Teacher Education  

 Many of the above studies end with a call for teacher education to provide 

opportunities for preservice teachers to become more reflective practitioners through 

inquiry into practice. What this inquiry should look like varies, often in relation to the 

study or intervention described. Given the challenges described above, resisting seeing 
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identity construction as developmental, with a final end state might be a step in the right 

direction.  

 Although there are studies that call for teacher education programs to work with 

preservice teachers around issues of discourse, rarely are clear understandings provided 

for how to do so. What is needed are studies that are clear in their theoretical orientation 

and provide theoretically grounded tools and descriptions for how to use them in working 

with teacher education students in their own practice.   

Given the case I have made for what is needed in teacher education research, what 

theoretical approaches and tools exist to help us understand both the macro and micro 

work of identity construction? Next, I discuss the discursive construction of identities.  

Discourse and Identity 

How Discourse Functions 

As argued above, it is important that any arguments regarding teacher identity be 

grounded in a clear theoretical framework. Along with several of the authors detailed 

above, I view identity as constructed in and through discourse. The fundamental approach 

to discourse taken here is that language is reflexive. Describing language as reflexive 

means that “language simultaneously reflects reality (‘the way things are’) and constructs 

(construes) it to be a certain way” (Gee, 1999, p. 82). In this regard, language (discourse) 

is more than simply communication about a separate reality. Discourse also helps to 

construct “reality.” The fact that discourse is reflexive is essential to understanding the 

ways preservice teachers construct teaching identities for themselves and the potential 

opportunities for intervention.   
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The purpose of discourse is to scaffold human activity and to scaffold human 

affiliation in social groups, cultures, and institutions (Gee, 1999). Given the reflexive 

nature of discourse and that it works to scaffold human activity, prospective teachers use 

spoken and written language to create and build their world of activities (teaching, 

planning, seminar) and institutions (classrooms, lesson and unit plans, and the teacher 

education program). Prospective teachers use discourse to perform specific activities such 

as writing lesson plans, and daily activities for their students.  

Often individuals perform activities such as these in fairly routine ways that make 

them seem to exist apart from language and action in the here and now. The fact that 

many prospective teachers are familiar with the activities and institutions involved in 

teaching (from their apprenticeship of observation) makes it possible to act as though 

their language is not integral to constructing those activities and institutions. However, 

one of the primary stances taken here is the fact that the language (discourse) preservice 

teachers use helps construct the activities and institutions of which they are a part. In 

addition to performing activities, the language used by preservice teachers also helps 

construct their identity within a specific context. An utterance does not work if it does not 

perform a who and a what (Gee, 1999).  

The language individuals use to perform activities and enact identities is not 

entirely original. Within institutions, social groups, and cultures, certain ways of talking 

(the second type of discourse) are available to perform activities and identities. 

Institutions themselves have discourses that are made available to those functioning 

within them (Bourdieu, 1989). While there is room for agency, institutions recognize and 

sanction (through different means) certain discourses for use within their boundaries. 
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Within these larger discourses that are associated and sanctioned by institutions, it is not 

simply language-in-use that makes up the available discourses. Instead, individuals must 

use language, props, gestures, and appearance to perform the discourse in ways that will 

help them be recognized as certain types of individuals.  

According to Gee (1999), the key to these discourses is recognition. For example, 

one cannot simply decide to be a teacher. Rather, being a teacher is something you must 

continually perform (using language, actions, clothing, etc.) and others must recognize 

this performance. This recognition work is crucial to understanding discourses. What gets 

recognized as an appropriate way of being a teacher is situated and differs according to 

the situations, contexts, and individuals involved. What gets recognized as appropriate 

language and actions for a teacher in a specific university seminar may be very different 

from what gets recognized as a teacher in various placement classrooms. Preservice 

teachers must be able to translate these differences and enact them appropriately in order 

to be recognized in various settings.  

The Discursive Construction of Identities 

I start from the assumption that individuals do not have fixed, coherent identities; 

instead, the individual is constituted and reconstituted by the various discursive practices 

in which they participate (Davies, 1989; Weedon, 1997).  As one interacts in the world, 

an ever changing and shifting internal sense of self is constructed: “That is, what it means 

to be a person, the formulation of an internal life, an identity and a way of being in the 

world develop as external public dialogue moves inside to form the ‘voices of the mind’” 

(Wetherell & Edley, 1999). Our identities are discursively constructed in specific 
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contexts; partially through the position we inhabit in that social space. Simply making an 

utterance signals membership (with attendant rights and responsibilities) in a given 

discourse: “To speak is to assume a subject position within discourse and to become 

subjected to the power and regulation of the discourse” (Weedon, 1997, pg. 116). 

Different positions make different discourses (and identities) available. As Davies (1989) 

theorizes, individuals learn various discourses and subject positions beginning as 

children. They develop normative conceptions of these subject positions and the attendant 

behaviors and expectations associated with them.  

An essential element in the construction of identity is the presence of an other 

with which to compare and distinguish oneself (e.g. Hall, 1996; Britzman, 1994; Davies, 

1989). Stuart Hall (1996) argues that it is the operating across difference that “entails 

discursive work” (pg. 3). For experienced teachers, the others they position themselves 

against in the construction of their identity range from the students in their classroom, to 

administrators and parents. However, because preservice teachers are also evaluated by 

their teacher education program and cooperating teachers, these groups function as 

additional others through which they construct their identities.  

Part of the way we enact these identities in relationship to others is through the 

performance of subjectivities (Butler, 1999). For Butler, “gender is an identity tenuously 

constituted in time, instituted in an exterior space through a stylized repetition of acts” 

(pg. 179). This notion of performativity implies a certain staged nature to gender (as well 

as other social identities). However, for Butler, the subject is rarely aware of the 

constructed nature of their performance. In fact, it is essential to the success of the 

performance that both the actor and the audience “come to believe and to perform in the 
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mode of belief” (pg. 179). In this model, a gendered identity is the result of the repetition 

of performances within situated discourses that are “read” as appropriately gendered. As 

Butler explains, identity in this case is an effect that is constructed.  

A focus on performance shifts our attention to actions—what Jean Lave and 

Etienne Wenger call “practices” (1991). However, their notion of action is different from 

Butler’s. For them, the notion of practice highlights two aspects: “both habitual social 

action and rehearsal for later social action” (Bucholtz, 1999, pg. 8). By accumulating a 

collection of performances, we are able to enact a new identity (Eckert & McConnell-

Ginet, 2003). Because discourse serves to scaffold human activity (as explained above), 

these performances are discursive in nature. These performances are also enacted within 

specific settings.  

There are multiple settings that individuals participate in throughout the course of 

their lives. As we move in and out of these “communities of practice” (Wenger, 1998) we 

learn the actions and the discourses that signify membership in those settings. Becoming 

proficient members of given communities of practice means we have adopted an identity 

as a member. The process of moving into different communities of practice and different 

identities can be seen through the discourses we adopt. Jennifer Coates (1999) illustrated 

how a group of teenage girls “tried on” different discourses over the course of several 

years in their interactions with one another as they moved from girls to women. The 

different discourses positioned them with access to different performances of femininity. 

Additionally, Eckert and McConnell-Ginet (1995) showed how different communities of 

practice (with different discourses and identities) arose in a high school out of class-based 

responses to the institution. “The individual connects to the social world at the nexus 
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where we balance who we want to be with who others will allow us to be” (Eckert & 

McConnell-Ginet, 2003, pg. 59).  

Since our identity is never fixed, constructing one’s professional teaching identity 

involves continuous work to sustain that conception (Gee, 1999). What this means is that 

in order to maintain a professional teaching identity, an individual must continuously act 

in socially sanctioned ways that enable others to recognize them as a teacher. Individual 

teachers must negotiate their own professional identities in relation to the social situation 

in which they find themselves. Part of this negotiation involves “locating themselves 

negatively or positively to others’ way of doing things and, importantly, to their own 

practice” (Coldron & Smith, 1999, pg. 719). Although different discourses provide a 

variety of possible positionings for us to adopt and enact, each individual attempts to 

construct a coherent personal identity. This is done in part through the accumulation of 

personal histories and the maintenance of those histories and discursive practices (Eckert 

& McConnell-Ginet, 2003). Although we have choices of different positionings within a 

given discourse, we are also presented with “the ideal, and generally, within current 

discourses, the moral obligation, to be consistent and noncontradictory” (Davies, 1989, 

pg. 238).  

Because we have multiple identities, and because we participate in multiple 

discourses, a range of possibilities and choices opens up to us. Who we are is not 

necessarily consistent, but contradictory, with other possible selves being available in the 

various discourses within which we participate. However, some discourses are more 

“available” than others (Edley, 2001), due to their common sense notions of the world. 

As Eckert and McConnell-Ginet remind us, “There is no ‘knowledge,’ ‘fact,’ or 
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‘common sense’ that is not mediated by position and the interest that goes with it” (2003, 

pg. 42).  

Conclusion 

Through this review of the literature, I have demonstrated the need for two 

elements within teacher education research and practice. The first is the need for all 

teacher education research to clearly articulate their theoretical perspectives on teaching 

identities. Second, drawing on these well-articulated theoretical perspectives, those 

working within teacher education should attend more carefully to matters of discourse 

and identity construction.  

Despite recent efforts to synthesize and outline what we know and what we still 

need to learn about the education of teachers (Cochran-Smith & Zeichner, 2005; Darling-

Hammond & Bransford, 2005), researchers studying teacher education (particularly 

pedagogies of teacher education) need “better tools for studying the outcomes of teacher 

education” (Cochran-Smith & Zeichner, 2005, pg. 20). One of the outcomes of a teacher 

education program is the development of a teaching identity. However, often in teacher 

education it is not simply the tools for studying we lack, it is also a shared, theoretically 

grounded language with which to disseminate findings that have the possibility of 

building on one another. In order to bring theories of the discursive construction of 

identities more fully to bear on the practice of teacher education, several steps can and 

should be taken. 

Teacher candidates need ways to recognize and question the influence of different 

settings on them and their practice. It is the process of engaging in discussions with 

teacher candidates around the identities they construct for themselves that is important. It 
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is also important that those working within teacher education engage prospective teachers 

in practices and activities (such as writing unit and lesson plans) that are part of a 

teaching identity. However, in order to better facilitate that identity we have to revisit the 

texts they create as a result of those activities and experiences (Britzman, 1994).By 

engaging in inquiry around records of practice (e.g., written teaching philosophies, lesson 

plans, descriptions of students), we model for teacher candidates a new way of 

constructing a teaching identity. This new way is less finished and more process oriented 

and inquiry based. This new identity is one where the work of becoming a teacher is 

never finished and where studying one’s own work and identity construction is an 

essential part of planning and teaching. Engaging in the study of practice with preservice 

teachers around examples of their own work can assist them in viewing the ways the 

discourse they use matters and the ways they are implicated and constructed through 

available discourses.  
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Self-Regulation in the PBL Groups for First-Year Medical Students 
 
 
 
Introduction 

The implementation of Problem-Based Learning (PBL) method across discipline areas in 
the higher education and K-12 has been widely known (Barrows, 2000; Dochy, Segers, van den 
Bossche, & Gijbels, 2003; Hmelo-Silver, 2004). Its effectiveness in facilitating students’ 
learning in the problem-solving, self-regulated, and self-directed learning skills, especially in the 
medical education, has been widely reported (Hadwin, 1996). The objective of the PBL method 
is not necessarily to find the “right answer” like the traditional learning systems are aimed to do, 
instead, it is designed to identify learning issues, which may lead to several viable solutions. In 
PBL, a group of students collaborates to study various issues of a problem as they strive to create 
viable solutions. The ability to solve problems is more than just the ability to accumulate 
knowledge and rules; it is development of cognitive strategy that helps students in analyzing 
unanticipated ill-structured situations to produce meaningful solutions. Thus, the PBL method 
encourages students to be more self-regulated and self-directed learning by allowing them to 
define their own learning needs, and search for the needed literatures in order to approach the 
problem. 
 
Instructional Structured of PBL 
 Typically, the learning process in PBL begins with presentation of ill-structured problem 
and ends with student reflection. In the beginning of PBL session, a group of students is 
introduced to a problem without having any prior knowledge on how to deal with this specific 
problem (Barrow, 2000). The facilitator presents small amount of information about the problem, 
and a group of students needs to identify different aspects of the problem. Students then 
collaborate with their peers to define hypotheses and recommended treatments related to the 
case-problem, as well as to define the group’s learning objectives. Each member of the group 
will be assigned to a specific task based on learning objectives that the group has identified. 
Afterward, each member will conduct a research related to learning objectives that he/she is 
assigned to, and report the findings to the entire group members. Then, as a group, students will 
re-examine the problem based on their new knowledge and generate viable solutions. Finally, 
students will reflect on what they have learned from the case.  

Research has shown that students in the PBL curriculum are more likely to generate 
hypotheses that are more accurate and explanations that are more coherent compare to lecture-
based curriculum (Hmelo, 1998). Moreover, the use of real case problem will increase 
transferable knowledge and skills from classroom into the real world (Stepien and Gallagher, 
1993). Hoffman et al. (2006) defined that PBL curriculum enhance students’ performance and 
prepare them better with knowledge and skills needed when they face complex situation in a real 
life clinical situation. Furthermore, Ertmer, Newby and MacDougall (1996) found that students 
with high self-regulation felt more confident and enjoyed the presentation of real case problem 
since it was relevant with what they needed. Students will practice their cognitive skills that 
associate with their clinical reasoning and thinking as an expert physician since the first year of 
training.  
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PBL and Self-Regulation 
Problem-based learning is an instructional method that situated learning in a complex and 

meaningful ill-structured problem (Hmelo, 1998). As an instructional method, PBL has few 
characteristics that make it looks different with lecture-based method, and one of them is 
students’ ability for self-regulated learning. Pinrich (2000) assumed that students will construct 
their learning strategies based on the information they received as well as the capability to 
manage their own cognition and motivation in the learning environment. Zimmerman and 
Schunk (1989) discussed that “students can be described as self-regulated to the degree that they 
are metacognitively, motivationally, and behaviorally active participants in their own learning 
process” (p. 329). Few researchers (Evensen et al., 2001; Hmelo & Lin ,2000; Van Den Hurk, 
2006) discovered that PBL students demonstrated more self-regulated learning behavior 
compared to traditional curriculum. These behaviors included generating more learning issues, 
synthesizing information from a variety of sources, and using the knowledge to inform clinical 
understanding. In a literature review of self-regulating learning in a PBL, Blumberg (2000) 
concluded that in problem-based learning, self-regulated learning is developed by encouraging 
learners to seek the information actively and use deep-level cognitive processing strategies. 

Self-regulation in the PBL curriculum in medical education depends on individual beliefs 
as well as student’s motivation, which is linked with academic performance differences among 
students. Pinrich (2000) described, “there is a clear need for more descriptive, ethnographic, and 
observational research on how different features of the context can shape, facilitate and constrain 
self-regulated learning” (p. 493). This present study therefore aimed to look for the evidence of 
self-regulated learning behavior of first-year medical students in the PBL group. 
 
Research Questions 

1. How the first-year medical students self-regulated their learning through their 
learning behavior in a PBL group? 

2. To what extent the roles of facilitator influence self-regulation among students? 
 
Methods   
Context of Study 
 In the medical education curriculum, there will be two years of PBL curriculum followed 
by participation in a restructured curriculum in their third and fourth year of study. In the PBL 
curriculum, students are divided into eight blocks of ten weeks during their first and second 
years. In eight weeks , fist-year medical students are in PBL groups up to ten hours per week 
followed by about ten hours of supplementing lectures/tutorials and laboratories.. The ninth week 
of block is for students’ exam and in the tenth week, students are free from academic activities. 
In each block, students are randomly divided into a small group with eight students and one 
facilitator in each group. Every week session begin with the introduction of a new case- problem. 
Group of students need to identify and make a classification of the findings from case that is 
presented, and then they need to construct the hypothesis that may explain the case clearly and 
engage in discussion to decide possibility treatments as well as patient’s managements.  
 
Participants 
 Participants were first year medical students as well as PBL facilitators. Observation was 
conducted in the PBL classroom for seven weeks; four weeks in group A, and three weeks in 
group B. There were eight students in each group assisted by a faculty facilitator.   

2010 HICE Proceedings - Page 3687



 
Data Collection  

This study therefore began with the observation within the first year medical students’ 
PBL group while they were doing normal activities in solving the case problem. The major data 
sources were the conversations and behaviors among the member of the PBL group, mostly from 
the field notes, audiotape recorded, and the artifact of case materials.  
 
Data Analysis 
 Field notes and audiotape recorded were transcribed. The data were categorized into 
themes based on the phrases that have similar patterns or ideas. A matrix of categories was 
created to place the evidence within each category. 
 
Findings and Discussion 

The findings of this study were summarized into four major categories: the roles of 
students, significant findings of the case problems, prompting reflective thinking, and students’ 
presentation. 
 
The Roles of Students 

Active learners. According to Gallagher (1997), the main purpose of PBL is to 
characterize the learning capability instead of leaning to acquire knowledge. The effectiveness of 
PBL depends on the nature of students’ engagement. Albanese and Mitchell (1993) mentioned 
that students who actively engaged in the PBL tend to be more successful in their learning 
processes. Similarly, Das Carlo, Swadi, and Mpofu (2003) also found that the interactions among 
students influence the successful of the group as overall. As active learners, students are 
expected to participate in the group discussions. They do not only just listen to what the others 
say, but the more important is “critically listening”. Thus, as active learners, students tend to ask 
more questions and share their opinion. For example, when students discussed about diabetes, 
one of student, Jane, asked about the different types of diabetes, “Is it diabetes type 1 or type 2?” 
This question encouraged students to learn more about diabetes disease including the differences 
between type 1 and type 2, as well as the cause and treatments. 
 Passive learners. Instead of engage in the discussion, few students only listened to the 
conversations among the other members of the group. There are few reasons why students do not 
actively engage in the group activities. According Yoshioka et al. (2005), the first-year medical 
students had some difficulties in extracting the case problem in developing learning objective; 
Hoffman and Ritchie (1997) found some students felt discomfort with the PBL method. 
Furthermore, Van Den Hurk (2006) discovered that first-year students are uncertain about how to 
find a good literature to study, so they did not prepare extensively. This explained why few 
students became passive learners. As freshman in the medical field, students still develop their 
self-regulation as well as the strategy used during the learning processes.  
 
Significant Findings of the Case Problems 

Identify findings. After received initial case problem, students need to identify the key 
findings. Figure 1 below shows the example of how students identify the key findings on the 
“tuberculosis” case problem. 

2010 HICE Proceedings - Page 3688



 
 
Classification of findings. Despite identify the key findings from case problem, students 

also need to make classifications of findings. For instance, when they received the results of 
laboratory exams (e.g. blood test), students need to identify which one is normal and which one 
is not; and if it is abnormal, they need to classify it is below or above the normal range, and 
explain why it is abnormal.  

 
Prompting Reflective Thinking 
 Prompting questions that encourage higher-level reflective thinking skills. In the PBL, 
students are encouraged to be more reflective in their thinking rather than just tell their opinion. 
Dewey (1910) showed his agreement that in the PBL, the depth of thinking should occur among 
students. According to Bloom’s taxonomy (1956), there are six levels within cognitive domain 
from lower level into higher level thinking skills. The facilitators need to prompt the right 
questions to encourage reflective thinking. Conceptual questions such as open-ended questions 
require students to demonstrate analytical thinking.  

In this present study, after students have identified the findings and make classifications, 
they need to identify the hypothesis of the disease. To encourage students’ critical thinking, the 
facilitator prompts question, “Okay, now you’ve already had those pieces of information. So, 
what is your hypothesis? Think from something simple first”. All the group members then 
discuss what kind of information can be used in directing them to come up with the hypothesis.  

Through appropriate questions, facilitators guide the learning process, but they have 
never provided the answers. Facilitator should help students in examining their thinking and 
probing their comprehensions (Williams, 1993). As a facilitator, he tried to emphasize the key 
findings from case problem to encourage higher level thinking skills, “Hispanic male in 
Houston, what do you think about it? Think about the location and where he came from. You 
need to remember that different location may have different common cases”.  
 
Students’ Presentation 
 How to do presentation. After doing some literature research based on learning objectives 
that he/she was assigned on the previous meeting, students will educate themselves before giving 
presentation in the next meeting. This study showed there were two different styles on students’ 
presentation: just reading the text, and using their gesture while doing presentation. The use of 
different techniques presentation also influenced students’ participations and interactions. There 
was less interactions when students have presentations only by reading the text. On the other 
hand, the use of gesture had positive impacts in the group’s activity. For instance, Heidi used her 
gesture while explaining the diagram of “taenia sollium” life cycle. During the presentation, 
some students asked questions, answered questions and engaged in the discussions. This finding 
showed that the use of gesture could increase students’ level of engagement. 

Materials of presentation. Similarly with students who were only reading the text, the 
text-based only materials discouraged students to be active learners. Conversely, the uses of 
colorful images as well as movie/video in supporting the presentation motivated them to be 
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active learners. Hoffman and Ritchie (1997) found that the used of multimedia including images, 
audio or video will enhance students learning processes in the PBL context. Furthermore, 
Cagiltay and Bichelmeyer (2000) also found that the physical environment of the classroom 
including the materials that used influence the learning processes. 
 
Conclusion 

The findings of this study demonstrated that self-regulated students tend to be more 
active in sharing their ideas as well as participating in the group discussions. However, not all of 
students played their role as active learners. Few students only passively listened to the 
presentations and group discussions. Moreover, the different styles of presentations and the 
materials used on the presentations also influence the activity in the group.  

The roles of facilitator were also important in helping students to develop their self-
regulation. Knowing when to give comments, and what kind of questions had to ask, also helped 
the dynamicity of the group as well as supporting students in developing self-regulation through 
their learning behavior. 

One of limitation in this study, the researcher did not get a chance to do depth interview 
with participants in order to get richer data about the reason behind their behavior in the PBL 
group. Despite the ability to control bias in the data collection and analysis, findings of this study 
will be useful to understand better how first-year medical students self-regulated their learning in 
the term of the group activities in the PBL context.  
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Title:   Empowering Students with Challenging Behaviors to Succeed and 

Develop Multiple Intelligences. 

Abstract: The purpose of this workshop is to help educators inspire and empower 

students to reach their full academic and creative potential. Participants will learn specific 

strategies to enhance their current curriculums via a holistic constructivist approach based 

on the theory of multiple intelligences by Howard Gardner. Participants will learn how to 

conduct a Strength Based Interview to better understand and assess each student’s current 

levels, what they know, how they learn best, what they need to know and personal 

interests. 

 

    “To educate a man in mind and not morals is to educate a menace to society.”-Roosevelt    

 

          Many students are identified as at-risk with social/emotional, behavioral and 

learning issues who are struggling with success.  The most serious health and social 

problems confronting the U.S. are caused in large part by behavioral patterns established 

during youth. (Kolbe, L.J., Collins, J., & Cortese, P.1997).  Several of these students are 

being recommended to special education, but are falling short of eligibility requirements, 

thus lacking the support they need to succeed. “With appropriate early services, referral 

to special education may be prevented for children showing early indicators of behavioral 

maladjustment”. (Baker, J.A., Kamphaus, R.W., Horne, A.M., & Winsor, A.P., 2006).   

         Emotional intelligence includes self-awareness and impulse control, persistence, 

self-motivation and empathy. These are the attributes of character and self-discipline. 

Lack of emotional intelligence can sabotage the intellect and add to risks in children 

including depression, anxiety, aggressiveness and violence. (Goleman, 2006). Educators 

need to effectively utilize the school system and affect the health and well being of 

students’ which means paying explicit attention to their social and learning needs.  The 

increasing recognition of a need to incorporate social and emotional learning/emotional 

intelligence (SEL) into the regular instructional program provides an exciting opportunity 

for educators and school psychologists to redefine their roles. (Ross, Powell & Maurice, 

2002).  Researchers have found evidence that prevention services must include helping 

children develop the prosocial competencies needed to mediate the school environment, 
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in addition to remediation of academic and/or behavioral deficits. (Baker, J.A., 

Kamphaus, R.W., Horne, A.M., & Winsor, A.P., 2006).  

               Multiple Intelligence means that students are viewed as individuals and using 

instruction that recognizes students interests and talents. “Multiple Intelligence theory 

teaches us that all kids are smart, but they are smart in different ways.” (Hoerr, 2000). 

Strong intrapersonal (knowing and understanding oneself) and interpersonal (knowing 

and understanding others) intelligences allow us to successfully navigate situations to 

capitalize on our strengths and minimize our weaknesses. (Hoerr, 2000). The art of 

holistic education lies in its responsiveness to the diverse learning styles and needs of 

evolving human beings. This workshop will provide educators a method to recognize and 

appreciate the uniqueness of each individual child.  Educators will discover how to 

encourage students to develop their strengths and explore their areas of interest. The 

theory of multiple intelligences brings a pragmatic approach to how intelligence is 

defined and allows us to use our students’ strengths to help them learn. 

           Learning is based on the student’s Metacognitve needs, interests and learning 

styles and empowers the students to reach benchmarks and demands of the education 

standards in a personal and relevant way.  This methodology highly motivates and 

inspires a child, leading a student to learn how to learn and yields a life-long learner.  

There are many reasons to conduct strength based interviews including;  

  every child is unique and the expert to their way of thinking  

 when a student loses their believe in self; traditional interventions do not work 

 Metacognitve students are successful  

 special education is not the answer for all unsuccessful students  

 to help the student identify strategies in their own ‘toolbox’ to be successful  

 

Presenter:   Lynn Vona, PhD 

Contact: LynnVona3@aol.com  

               Home – USA 07-1-585-329-3195        

               Address: 41 Erie Dr., Fairport, NY 14450 - USA 
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Title:   Transnational Teacher Education:  The Arizona-Sonora Connection 
 
     
Toni Griego-Jones, Ph.D. 
University of Arizona 
College of Education Room 802 
Tucson, AZ 85721 
mariej@u.arizona.edu 
 
Abstract: 
     
The U.S. Department of Education indicates there are over 5 million students classified 
as English Language Learners (ELL) in public schools and 79% are Spanish speakers, 
primarily from Mexico. This number based on students’ lack of English proficiency 
serves as an estimate of the number of immigrant students enrolled in U.S. public schools 
since schools do not keep data on immigrants per se. Historically, Mexican immigration 
to the U.S. brought students to southwestern states and to urban centers in the midwest 
and east coast.  In the 1990s however, Mexican immigrants were moving to states in the 
south, northwest, and middle states, entering schools that had not encountered immigrants 
from Mexico before.  The significant increase in numbers of Mexican immigrants as well 
as the spreading distribution across the country has impacted schools in a variety of ways, 
including the demands placed on classroom teachers.  Even though school districts 
scramble to hire teachers certified in English as a Second Language (ESL) and Bilingual 
Education, many students find themselves in classrooms with teachers who have no 
training or background in teaching a second language nor any understanding of what their 
immigrant students’ educational experience has been prior to coming to the United 
States. Thus, classroom teachers throughout the country are now faced with how to teach 
immigrant children from Mexico and this in turn has created pressure on Teacher 
Education Programs to address the teachers’ needs.   
 
Arizona-Sonora Connection: It seems important that teachers in the U.S. have some 
understanding of what happens in schools in their neighboring country, in the case 
reported here, specifically in Arizona’s neighboring state of Sonora.  Ideally, it would be 
helpful for teachers on both sides of the Arizona-Sonora border to visit classrooms of 
their counterparts.  However, given that teachers aren’t able to leave their classrooms 
easily for trips abroad, there should be another option available for them to learn about 
classroom practices in the other educational system and that option could come from a 
teacher education program that has a transnational focus. Believing that it is critical for 
teachers to understand the prior educational experience of students entering their 
classrooms, the author conducted a research study of classroom practice in Sonora and 
received a Fulbright-Garcia Robles scholarship to fund the study.  The goal or purpose of 
the the research was to identify classroom practices that could help Arizona teachers to 
understand and use the background educational experience of their immigrant students in 
teaching. This study was conducted during the 2008-09 academic school year in urban 
and rural areas of Sonora.   
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Research Purpose:  Given that schools are the recipients of Mexican students and, given 
that teachers are key to effective instruction for all students, teachers need to know more 
about the prior educational experiences of immigrant students. It is surprising that 
classroom teachers in this country know very little about the prior educational 
experiences of students entering their classrooms from our neighboring country.  In an 
extensive study of educational literature on teacher preparation for immigrant students, 
Goodwin found that there was a “noticeable silence” surrounding the preparation of U.S. 
teachers to work with immigrant children, students they are very likely to have in their 
classrooms.  Terms like immigrant, immigration, and immigrant education were almost 
completely absent from the mainstream journals in teacher education. There is 
considerable research in the U.S. about immigration in the fields of anthropology, 
sociology, labor, health, public policy, and environmental concerns, but little research on 
the impact of immigration on classroom teachers and on Teacher Education. What does 
exist are studies focused on bilingualism, biliteracy, and second language acquisition, but 
none on the total classroom context for immigrant students.  The challenges immigrant 
students face, such as poverty and learning English, are also well documented in the 
literature, but what is needed is a deeper look into the professional knowledge that would 
be helpful to classroom teachers in teaching immigrant students, in this case, Mexican 
immigrant students. 
 
In the last thirty years most Mexican immigrant children in the U.S. have been taught by 
teachers certified in Bilingual Education and ESL, but because of the increase in numbers 
and restrictions on bilingual instruction in some states like Arizona, Mexican immigrant 
students are now in classrooms taught by teachers who are not bilingual nor are they 
trained in teaching English to speakers of other languages.  Therefore, all classroom 
teachers in Arizona, indeed throughout the United States, would benefit from knowing 
more about the educational system in Mexico and to understand what and how students 
are taught in Mexico.  Research on the educational experiences of Mexican immigrant 
students is important to teachers and teacher educators in the U.S. for several reasons. 

1. The role of students’ prior knowledge and experience is key in planning effective 
curriculum, instruction, and assessment. 

2. Differences in educational backgrounds between Mexican immigrants and 
Mexican Americans need to be clarified for teachers. Appropriate instruction and 
assessment for each of those groups requires teachers’ understanding of 
differences and commonalities.  

3. Teachers need to be supported in efforts to understand the educational needs of 
Mexican immigrants. Teacher Education Programs have a responsibility to 
incorporate knowledge of immigration and immigrants’ backgrounds.  In the 
Tucson area, the few workshops offered to teachers describing the educational 
system and classroom practice in Mexico have been very well received. 

4. There is some evidence that U.S. teachers perceive education (curriculum, 
instruction, assessments) to be inferior to that in the U.S. and therefore they tend 
to discount prior educational experience. Yet, research with Mexican parents and 
students indicate that they think curriculum, at least in mathematics, in Mexico is 
more advanced.  Research on curriculum, instructional practices, and assessments 
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in Mexican classrooms is needed to dispel misconceptions and promote mutual 
respect across borders.  

 
Research questions were:   

What are Sonoran teachers’ philosophies and beliefs about teaching in general?  
What are curriculum materials and how are they used in teaching in Sonora?  
What instructional strategies and approaches are commonly used and why?   
How did teachers interact with students, parents, and other colleagues? 

      How is learning assessed and evaluated? 
      What other factors are important in classroom practice in Sonora? 
Public schools generally only have data on countries of origin for immigrant students but 
they don’t usually have the state of origin in Mexico but the author assumed that most 
immigrant students in Arizona come from or through the state of Sonora in Mexico for 
two reasons.  First, given the historical familial ties between Arizona and Sonora it is 
reasonable for people to migrate where their relatives are, and second, with the increased 
scrutiny along the California and Texas border, the Sonora-Arizona border seems to have 
become a funnel for immigration from other parts of  Mexico.  
 
Research Project Methodology: A qualitative approach was used to collect data through 
classroom observations and teacher interviews with the focus on Mexican teachers in 
their own classrooms.  The study was conducted in public schools throughout Sonora 
over a 9 month period during the 2008-09 school year.  Data were collected from 54 
classrooms and from interviews with the 54 classroom teachers.  Observations were in 
5th, 6th, 7th, 8th and 9th grades in urban and rural areas and field notes recorded classroom 
practice from the start of the school day till the end of the school day with teacher 
interviews after the class was over. Interviews followed a protocol and asked questions 
about teachers’ preparation, lesson planning, educational philosophies, assessment, and 
parent interactions, but they also asked spontaneous questions about the particular lessons 
observed that day.   
 
Classroom observations were done through a professional lens, from the perspective of 
teachers engaged in the same profession, that of teaching.  A qualitative analysis of field 
data from classrooms yielded a rich picture of teaching and learning and identified 
themes, commonalities, and differences among classrooms and across grade levels.  
Findings from both the classroom observations and teacher interviews fell into the 
following major categories:  instructional strategies, curriculum, assessment, grading, 
parent involvement, physical environment, and teacher-student interactions. The paper 
proposed for this session discusses these categories but it focuses on the implications of  
findings for classroom teachers in Arizona. Data related to teacher-student interactions in 
classrooms appear to be particularly relevant and useful to Arizona teachers.   
 
The goal of the study was to identify classroom practices that could be helpful to Arizona 
teachers in understanding the educational practices their immigrant students experienced 
before coming to Arizona. This is the focus of the paper proposed for the session at the 
International Conference on Education.  Practical suggestions for teachers are given in 
this paper based on the data from the Fulbright study.  A group of middle school teachers 
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from southern Arizona are being asked to review the findings from the study and 
collaborate with the author to develop classroom suggestions for teaching Mexican 
immigrant children. These suggestions are expected to help Mexican immigrant children 
make the transition to Arizona classrooms more effectively and will build upon what they 
were used to in Mexico.  Hopefully, by the time of the conference in Hawaii, some of the 
suggestions will have been implemented in Arizona classrooms and this too can be 
reported.                  
 
Significance of project to Teacher Education:  To be sure, teacher education programs 
have incorporated awareness of student diversity and strategies for multicultural 
education over the last thirty years in the U.S., sometimes advocating for social justice, 
sometimes in an attempt to prepare teachers for the cultural and linguistic diversity of 
students’ instructional needs. These efforts, however, generally address the needs of 
minority groups all mixed together. Educational literature combines recent immigrants 
with other minority students underserved by U.S. schools and Mexican immigrants are 
often combined with Mexican American students born in the U.S., many of whom have 
been in this country for generations. Often teacher education literature includes Mexican 
immigrants under the umbrella of Hispanic, Latino, Chicano and “minority” thus 
obscuring the educational backgrounds of any of the students. Further, in the case of 
immigrants from non-English speaking countries, attention has been almost exclusively 
on how to teach English most effectively and assimilate them into the U.S. mainstream as 
quickly as possible. Clearly, research and literature are focused on what happens to 
immigrants on the U.S. side of the border, ignoring where they come from or what their 
prior educational experience have been. With a few exceptions at the secondary level, 
when students have transcripts to help with placement in mathematics or science courses, 
immigrant students are placed in classrooms exclusively on age and their proficiency in 
English. Teachers, especially at the elementary level, don’t receive information about 
what immigrants have already studied in mathematics, science, social studies, or literacy 
in their native country.  It is as if they had no life until they enrolled in U.S. public 
schools. 
 
In theory and in practice, teacher educators stress the importance of utilizing students’ 
prior knowledge and educational background in teaching so that students can build on 
what they already know.  But, when it comes to immigrant students, the assumption 
seems to be that all Mexican immigrants have no prior educational background. This can 
be true in some cases, but in my 13 years experience as a bilingual classroom teacher and 
administrator of bilingual programs, I found that immigrant students knew more than 
U.S. schools recognized.  Other research as well as my own interviews with Mexican 
immigrant parents, indicate that parents and students perceive schooling in the U.S. to be 
“easier” than in Mexico, that curriculum is more advanced in Mexico. Further, Mexican 
immigrants are a heterogenous group, coming from different geographic regions, rural or 
urban contexts, and indigenous languages with varying proficiency in Spanish. 
 
In the U.S. we have fairly easy access to information about the Mexican educational 
system in general, about education policies, mandated curriculum, legislation, and 
requirements for teaching. What is missing is the professional knowledge for teachers 
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that includes the work of Mexican teachers in classrooms. The classroom to classroom 
understanding of curriculum, of teaching philosophies, of instructional strategies and 
approaches, and assessment of learning is lacking in teacher education literature. Since 
immigrant students’ records are not readily available to teachers in Arizona or in Sonora, 
knowledge about classroom practice in general would be enormously beneficial in 
teacher education programs on both sides of the border.  
 
Long term collaboration:  Results of my research study on Mexican classrooms and 
from experiences teaching Mexican students will be integrated into my graduate class on 
Teaching Mexican American Students in the United States this spring 2010 and 
eventually into the undergraduate teacher education program foundations of education 
courses and methods courses.  I expect that some future projects may be comparative 
studies of classroom practice in Mexican and U.S. schools.   
 
Currently, the author and officials from the Sonoran Department of Education are 
planning to bring a group of Sonoran teachers to visit Arizona schools sometime during 
fall semester 2009. The goal is to have Mexican teachers and researchers in Sonoran 
schools gain a basic knowledge of the educational systems, public and private, in the 
United States and an understanding of the social forces that work to improve schooling 
for all students in this country. They will have a clearer picture of what happens in US 
classrooms, that is, of the curriculum, instructional approaches, and assessments used by 
their professional counterparts in the US.   
 
Another activity relevant to the concept of Transnational Teacher Education is the 
development of the Research Initiative on Preparing Teachers for Mexican American 
Students which was started two years ago. In collaboration with faculty in the Mexican 
American Studies Program, I developed a concentration minor in Mexican American 
Studies for the Ph.D. in Teacher Education and we now have a cluster of doctoral 
students researching various aspects of preparing teachers for Mexican American 
students. Learning about educational practice in Mexico will be an enormous resource for 
these doctoral students who will themselves be professors in teacher education someday. 
It will enable them to help U.S. educators understand the relationships between recent 
Mexican immigrants and the Mexican American population indigenous to the US.  
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Title: Assessment of Graduate Student versus Professional Peer Reviewers 

Authors: James W. Navalta and Scott Lyons 

Affiliation: Department of Kinesiology, Recreation, and Sport; Western Kentucky 

University 

Address: 1906 College Heights Blvd. #11089, Bowling Green, Kentucky, 42101 

e-mail addresses: james.navalta@wku.edu, scott.lyons@wku.edu  

Abstract 

In print for one year, the International Journal of Exercise Science is the only student-

centered peer reviewed journal in its field. Student submissions as primary authors are 

preferred (undergraduate and graduate), while professionals can submit a manuscript as 

long as a student was involved in the work and is included on the authorship. On graduate 

student first author submissions, two graduate student peer reviewers and one 

professional are asked to review the manuscript. On professionally submitted papers, two 

professional peer reviewers are asked to assess the manuscript. Objective: The purpose of 

this research was to determine whether graduate students returned similar decisions 

compared to professionals who evaluated the same manuscript. In addition, decisions of 

professionals reviewing graduate versus professionally submitted manuscripts were 

compared. Design: In this comparative study, graduate student (N = 33) and professional 

(N = 12) manuscripts submitted between July 2007 and November 2008 were evaluated. 

Returned decisions were coded to allow for statistical comparison between reviewer 

types (Reject = 1, Major revisions required = 2, Accept with minor revisions = 3). 

Reviewers types were: graduate students, professionals who reviewed student submitted 

manuscripts, and professionals who reviewed professionally submitted manuscripts. 
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Mean comparisons between groups of interest were evaluated using independent t-tests 

with significance accepted at P≤0.05. Results: Graduate students (2.21±0.69 code units) 

and professionals (2.24±0.66 code units) returned similar decisions on manuscripts 

submitted by primary authors who were graduate students (P=0.84). Professional 

decisions on manuscripts submitted by a professional primary author (1.86±0.77 code 

units) were not different compared to professionals reviewing student manuscripts 

(P=0.06). Conclusions: Based on one year of manuscript submissions to the International 

Journal of Exercise Science, statistics reveal that graduate students are just as stringent in 

the peer review process as professionals. Additionally, professionals evaluate 

manuscripts equally regardless of submission type. 
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ABSTRACT 

 In fall 2000, twenty-eight percent of students entering postsecondary institutions were 

identified as needing remedial education courses in mathematics, reading or writing. In 

Arkansas, forty-one percent of freshmen who attended secondary schools in Arkansas and 

enrolled in postsecondary institutions in that same state were required to participate in remedial 

coursework (Arkansas Department of Education, 2005). Nationally, eleven percent of the 

2,396,000 freshmen entering college enrolled in remedial reading courses (U.S. Department of 

Education, 2003). Developmental Reading is offered as a remedial course for college students 

identified as being underprepared for full admission based upon their scores on the ACT or SAT 

examinations. 169 students enrolled in Developmental Reading were administered the Nelson-

Denny Reading Test (NDRT) to determine course effectiveness and student progress. An 

additional vocabulary component comprised of words frequently found on the SAT examination 

and in college level texts was included in the instruction for 77 of the students to determine if 

student overall scores for the course could be enhanced. Data were collected and analyzed using 

the SPSS statistical software package. 

INTRODUCTION 

 Developmental or remedial instructional programs are becoming more widespread 

throughout colleges and universities across the United States. Students scoring lower on the ACT 

and SAT exams than established minimums, are required to complete these remedial programs in 

English, mathematics, or in reading based upon their test scores (Hodges, 1998). Much debate 

exists concerning where and by whom these remedial courses should be taught, as well as who 

should bear the financial cost of this remedial instruction (Saxon & Boylan, 2001). Arguments  
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have been made suggesting that local school districts whose students are not academically 

prepared to attend college should pay for the remediation needed by their graduates, or remedial 

education costs should be paid for by the students themselves (Higher Education Coordinating 

Board, 2004). Still others contend that remedial instruction should be limited to community 

colleges (Ignash, 1997), and some four year institutions have taken steps towards the total 

elimination of remedial education in all but the community college level (Jenkins & Boswell, 

2002).  In addition to the debates relative to the responsibility for, or the cost concerns of 

providing developmental education, major questions should be asked concerning both the 

effectiveness and student benefits of remediation (Hodges,1998), and how improvements can be 

made in the instruction proffered by these institutions (Perin, 2002). At a southwestern land-

grant university, the Nelson-Denny Reading Test is used in conjunction with ACT results to 

determine whether or not new students must participate in a developmental reading program 

prior to taking upper level coursework. The Nelson-Denny Reading Test is a widely accepted 

examination utilized to assess an individual’s reading comprehension and understanding of 

vocabulary (Francis & Simpson, 2003). Students were also administered an exit test upon 

completion of the developmental coursework for statistical purposes. Concerns about student 

understanding of words commonly found in college level textbooks led to the consideration that 

an introduction of higher order vocabulary words into the reading curriculum might enhance the 

students' overall reading comprehension and grade level equivalency.  A research hypothesis was 

formulated indicating that the addition of a vocabulary component to the remedial reading 

program would have an impact on student exit scores using the Nelson-Denny Reading Test as  

the assessment tool. The purpose of this study was to determine what that impact might be. 

Students required to participate in the developmental reading program received instruction using 
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a metacognitive approach to reading comprehension and study skills. Based upon their ACT 

scores, 427 students were initially required to enroll in the Developmental Reading program. Of 

the 427 students, 169 students were identified from testing records as having taken versions of 

the Nelson-Denny Reading Test as both a pretest and as a posttest. Each of the 169 students 

participated in the regularly proffered Developmental Reading program, however, 77 of the 

students received additional vocabulary instruction using a text containing words identified as 

being frequently used on the Scholastic Aptitude Test (SAT) and that were commonly found in 

college level textbooks (Gulotta, 1993). The selection of this text was made with an important 

consideration in mind, that is, for students to develop a vocabulary that would serve them not just 

until the next test, but for the rest of their lives (Francis & Simpson, 2003).  

METHODS 

Background 

 The Developmental Reading program at a southwestern land-grant university was 

established to provide academic support and remedial instruction to students identified as being 

deficient in either reading comprehension or vocabulary understanding based on ACT scores. 

The Nelson-Denny Reading Test (NDRT) Form G is administered to students to determine grade 

equivalency in reading comprehension and vocabulary understanding as well as a total grade 

equivalence. Students are required to take the NDRT either during new student orientation or 

within the first few days of class. Following testing, examinations were hand scored. Students 

scoring at the 50th percentile (the 13th grade level) or higher have their remedial instruction  

requirements negated and are then allowed to enroll in higher level coursework. Students 

required to undergo remedial instruction are often tested upon completion of the Developmental 
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Reading course, and the testing results are used for statistical purposes. Since the posttest NDRT 

is voluntary, posttest results are available only for a limited number of students. 

Participants 

 NDRT testing records were available for 427 students who had been identified as being 

deficient in reading comprehension or vocabulary understanding or both. Initially assigned as an 

instructor in the Developmental Reading program, a graduate teaching assistant decided to 

address the problem of vocabulary deficiency by supplementing the instruction for his students 

with words taken from Gulotta’s (1993) text. Two additional instructors decided to utilize the 

vocabulary component in their instruction. Five other instructors did not opt to use the 

vocabulary component. Each of these instructors taught the remedial course between Fall 1998 

and Fall 2003. 

 A total of 169 students were enrolled in the Developmental Reading course whose 

records indicate that they had taken the NDRT as both a pretest and as a posttest for the course. 

Students had enrolled in whichever section of the Developmental Reading program best fit their 

overall academic schedules, and were not informed that the courses taught by some of the 

instructors included supplemental vocabulary instruction. Students enrolled in sections taught by 

these instructors are identified in the study as Group 1 with N=77. Students enrolled in sections 

of the course taught by instructors not offering the additional vocabulary component are 

identified as Group 2 with N=92.  

Procedure 

 All 169 students were administered the NDRT either during new student orientation or 

during the initial week of remedial instruction. The initial tests were scored by hand with the 
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following data being obtained: N = 169, X = 25.18, and σ = 14.02. Post tests were administered 

to all participants with the following data being obtained: N = 169, X = 35.12, and σ = 17.59. 

 Descriptive statistics for the pretests and posttests are found in Table 1. Variable 

assignments were made as indicated: VAR00001 (Variable 1) represented Group 1 pretest, and 

VAR00002 (Variable 2) represented the Group 1 posttest results. VAR00003 (Variable 3) 

represented Group 2 pretest, VAR00004 (Variable 4) represented Group 2 posttest results. Group 

1 scores were then identified with the following pretest data being obtained: N = 77, X = 22, and 

σ = 13.74. Group 2 scores indicated the following pretest data: N = 92, X = 27.43, and  

σ = 13.92. Posttest scores for Group 1 resulted in the following: N = 77, X  = 35.60, and σ = 

16.58. Group 2 posttest scores indicated the following: N = 92, X = 34.73, and σ = 18.48. Table 

2 contains the data obtained for each of the two groups. Correlation tests were conducted 

between VAR00001 and VAR00002, and between VAR00003 and VAR00004. Table 3 contains 

the results of these tests. Paired T-tests were then conducted between the pretest and posttest 

results for both groups with the results being found in Table 4.   All data analysis were conducted 

using the SPSS data analysis software package. 

RESULTS 

 Table 1 below contains the descriptive statistics for the overall NDRT pretest and posttest 

examinations. Note that the minimum and maximum scores are percentiles. 
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Table 1. 

Nelson-Denny Reading Test Pretest/Posttest Results as Percentiles 

 
         Standard  
Test Type N Minimum Maximum Mean  Deviation 
 
Pretest           169     1.00     64.00 25.18  14.02 
 
Posttest          169     1.00     87.00 35.12  17.59 
            

 Table 2 consists of the pretest and posttest results using the variable identifiers as 

previously listed. Variables 1 & 2 represent Group 1’s pretest and posttest respectively while 

Variables 3 & 4 represent Group 2’s pretest and posttest results. Note that the differences in the 

mean scores for Group 1 VAR00001 and VAR00002 indicate an increase in 1X  (mean score 

Group 1) between the pretest and the posttest of 13.11. Likewise, Group 2 had an increase in 2X  

(mean score Group 2) between the pretest and posttest of  7.30. 

Table 2. 

Group 1 and Group 2 Nelson-Denny Reading Test Pretest/Posttest Results 

 
       Standard     Mean Std. Error 
Variable Group  N Mean  Deviation Difference    Mean 
 
VAR00001         1            77 22.49  13.74        1.57 
 
VAR00002         1                  77         35.60  16.58     13.11     1.89 
 
VAR00003    2                  92         27.43  13.92        1.45 
 
VAR00004    2                  92         34.73  18.48       7.30     1.92 
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 Pearson product-moment correlation tests were conducted between variables VAR00001 

and VAR00002 and also for variables VAR00003 and VAR00004. Results of the correlation 

procedure indicated a strong positive relationship between VAR00001 and VAR00002 of  

r = .642 significant at the .000 level. Correlation results for VAR00003 and VAR00004 also 

indicated a strong positive relationship r = .604, also at the .000 level. Table 3 below 

contains the Pearson’s results.        

Table 3. 

Pearson Product-Moment Correlation Results 

 
Variable        Significance 
Pairs    N  Correlation        Level 
 
VAR00001 – VAR00002 77       .642         .000 

VAR00003 – VAR00004 92       .604         .000 

 

 Table 4 contains the results of dependent samples t tests performed using VAR00001 and 

VAR00002 (NDRT pretest and posttests for students receiving the supplemental vocabulary 

training) and VAR00003 and VAR00004 (NDRT pretest and posttest scores for students not 

receiving the supplemental vocabulary instruction). 

Table 4. 

Dependent T-test for Nelson-Denny Reading Test Pretest/Posttest Results – Two Tailed 

 
Variable                              Standard Error  
Pairs                   Mean SD           of the Mean        df   t Sig 
 
VAR00001 – VAR00002 -13.103         13.084        1.491        76        - 8.788 .000 
 
VAR00003 – VAR00004 -  7.293         14.989          1.562               91        - 4.189 .000 
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 Calculations yielded an effect size (d = 1.001) for Group 1 and an effect size (d = .55) for 

Group 2. 

DISCUSSION 

 The research hypothesis indicated that the inclusion of supplemental vocabulary 

instruction in a Developmental Reading program would have an impact on the posttest results of 

the Nelson-Denny Reading Test (NDRT). In addition to determining whether to accept or reject 

the null hypothesis ( ), the question was raised concerning exactly what that 

impact would be. An analysis of the data indicated that students enrolled in the Developmental 

Reading program without the supplemental vocabulary instruction increased their overall reading 

comprehension percentile scores from the 27th percentile to the 34th percentile. In comparison, 

students completing the Developmental Reading program that included the supplemental 

vocabulary instruction increased their reading comprehension from the 22nd percentile to the 35th 

percentile. Dependent t-tests were conducted for each of the two groups resulting in t-scores of 

21 HHH o ==

- 8.788 for Group 1 with 76 degrees of freedom, and – 4.667 for Group 2 with 91 degrees of 

freedom in a two-tailed test. Statistical application software indicated that in both cases, the  

t-values were significant at the .000 level. 

 Great debate exists concerning remedial instruction and its associated costs (Merisotis & 

Phipps, 2000). Questions focusing on who should bear the responsibility for providing needed 

remedial education have prompted many educational institutions to cease providing remedial 

instruction at all but the community college level (Jenkins & Boswell, 2002). Regardless of who 

shall provide the remediation, where it will be offered, and how much it is going to cost, the 

most important consideration must be the needs of students. Perin's assertion (2002) that 
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improving instruction proffered, is directly in line with the results of this study. Following their 

participation in the Developmental Reading program offered to these students, average gains in 

percentile scores between the pretest and the posttest were 26.5%. For those students receiving 

the supplemental vocabulary instruction, these 77 students achieved a 63% increase in their 

overall percentile scores on the Nelson-Denny Reading Test. While a majority of these students 

did not score above the 50th percentile in either the pretest or the posttest, a definite 

improvement was achieved 

 In considering the potential for future studies, I believe that a longitudinal study focusing 

on student performance in remedial coursework would be justified. While our educational 

system discusses the merits or difficulties associated with No Child Left Behind requirements, an 

evaluation of programs demonstrating positive results would be warranted. 
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Paper Summary 

 
Heat, temperature, and energy concepts are found throughout science curricula, at both 
the pre-college and college levels (Jasien & Oberem, 2002).  Previous research has found 
that students have difficulty discriminating between heat and temperature (Thomaz, 
Malaquas, Valente, & Antunes, 1995) and hold a variety of misconceptions (Carlton, 
2000; Thomaz et al., 1995).   
 
Research has also identified content areas which have been problematic for engineering 
students including: factors which affect the rate versus amount of heat transferred, 
distinctions between temperature and heat, energy, and how hot or cold something feels, 
and the effects of surface properties on heat transfer by radiation (Miller, Streveler, Olds, 
Chi, Nelson, & Geist, 2006; Prince & Vigeant, 2006).  Each of these areas is important in 
engineering practice.  For example, with Rate versus Amount of heat transfer, graduates 
designing or working with a variety of process operations (e.g. heaters, coolers, heat 
exchangers, boilers, refrigerators, air conditioners, etc.) need to understand this concept 
thoroughly to do their jobs effectively.   
 
Engineering faculty has informally reported that instruction related to these concepts 
typically involves an introduction, definition of terms, and problem solving.  
Preconceptions are not assessed because it is generally assumed that since students have 
had the pre-requisite courses, the concepts are understood.  Previous research has 
indicated that traditional instructional methods can be ineffective at changing students’ 
misconceptions (Suping, 2003). 
 
The purpose of the current study was to determine whether undergraduate students’ 
knowledge of four crucial concept areas in heat transfer significantly changed as a result 
of traditional instructional methods and whether this varied by engineering major and 
gender.  The conceptual areas assessed were: rate versus amount of heat transfer, 
temperature versus feeling hot, energy versus temperature, and radiation.  Assessment 
questions targeted previously documented misconceptions in those areas.  Table 1 
indicates the misconceptions commonly found in these areas. 
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Table 1:   
 
Heat Transfer Misconception Areas Targeted in the Study 
 
Content Area Misconception 

 
1.  Rate vs. Amount  Many students seem to believe that factors which increase the rate of 

heat transfer always increase the amount of heat transferred as well.  
These misconceptions carry over to related fields such as mass transfer.  

2.  Temperature vs. 
Heat 

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

3.  Energy vs. 
Temperature 

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

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

 
A one group, pre-test-post-test design was used.  Descriptive statistics examined changes 
in knowledge, as measured by the overall scores of participants on the entire concept 
inventory as well as in each conceptual area sub-test.  Paired sample t-tests were used to 
test the significance of changes in knowledge from pre- to post-test for the entire test and 
the sub-tests.  One-way analysis of variance (ANOVA) was used to examine differences 
in performance by engineering major and gender.  Tukey HSD post-hoc investigations 
were done to determine significant main effects for major. 
 
A sample of 145 undergraduate engineering students from five institutions was assessed 
in the first couple weeks of class, prior to instruction on the target concepts.  The 
participants were then assessed in the last two weeks with the same instrument (n = 142).  
In this sample, 61 were mechanical engineering majors, 57 were chemical engineering 
majors, 14 were civil engineering majors, and 20 were distributed among other 
engineering majors.  Twenty-seven percent (n = 41) were female and 73% (n = 111) were 
male.  The majority had a GPA of 3.00 or higher (70.2%) and approximately 89% were 
currently enrolled in a heat transfer course. 
 
A Heat Transfer Concept Inventory designed for undergraduate engineering students was 
used in the study.  This instrument was patterned after concept inventories designed in 
other disciplines such as the Force Concept Inventory in physics (Hestenes, Wells, & 
Swackhamer, 1992) and was developed to document both conceptual change and the 
presence of previously identified misconceptions about heat and temperature (e.g., Nottis, 
Prince, & Vigeant, 2009; Prince, Vigeant, & Nottis, 2009).  The instrument had 36 
multiple choice questions constructed and reviewed by content experts.   It included 
questions in all the targeted concept areas: rate versus amount, temperature versus feeling 
hot, energy versus temperature, and radiation.  Questions in each of these areas were 
considered sub-tests of the entire instrument.  Internal reliability of the entire post-test 
and post sub-tests was determined.  Those results are in Table 2. 
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Table 2: 

Internal Reliability of Entire Heat Transfer Concept Inventory Post-Test and Post Sub-
tests 
 
Assessment Split-Half  Kuder-

Richardson #20 
Entire Concept 
Inventory 
(Post-Test) 

36 Questions 

 
.80 

 
.82 

 
Rate vs. 
Amount Sub-
test 

 
.80 

 
.75 

Temperature vs. 
Feeling Hot 
Sub-test 

 
.41 

 
.58 

Energy vs. 
Temperature 
Sub-test 

 
.37 

 
.51 

Radiation Sub-
test 

.76 .75 

 
The mean pre-test score for the total inventory was 47.8% and the mean post-test score 
was 51.7%.  Although there was a significant improvement, t(134) = -3.81, p < .01,  the 
mean score on the total post-test showed that students were still below what most would 
consider content mastery.  Participants significantly improved in conceptual knowledge 
on three of the four sub-tests.  There was no significant improvement in students’ scores 
on the Energy vs. Temperature sub-test.  Mean pre-test scores for this sub-test were 
49.6% while mean post-test scores were 52.9%.   
 
Chemical engineering majors had higher mean total pre- and post-test scores than 
mechanical, civil, and other engineering majors.  Both chemical and mechanical 
engineering majors scored significantly higher than the civil engineering majors on both 
pre- and post-tests.  There was a significant difference based on engineering major on 
three of the four post sub-tests: Temperature vs. Feeling Hot, Energy vs. Temperature, 
and Radiation.  For Temperature vs. Feeling Hot and Energy vs. Temperature, chemical 
engineering majors scored significantly higher than civil engineering majors.  For the 
Radiation sub-test, chemical, mechanical and other engineering majors scored 
significantly higher than civil engineering majors.  
 
There was no significant difference between males and females on total pre-test scores.  
However, after instruction, males scored significantly higher than females.  There was 

2010 HICE Proceedings - Page 3716



also significant difference between males and females on two of the post sub-tests, 
Temperature vs. Feeling Hot and Energy vs. Temperature.  In both cases, males scored 
significantly higher than females. 
 
Results showed that students improved their understanding of target concept areas with 
conventional instruction however, mean scores indicated it was below what most 
instructors would consider mastery.  The lack of significant change in the pre- to post-test 
scores on the Energy versus Temperature sub-test could be the result of a number of 
things. First, the reliability of this sub-test was lower than that of the others.  Future 
studies should examine ways to raise the internal reliability of this sub-test.  Second, 
lower scores may indicate that misconceptions related to Energy versus Temperature are 
particularly resistant to change. Students commonly believe that temperature is a direct 
measure of the energy in an object, so something at a higher temperature always has more 
energy.  This belief may be so pervasive that new instructional methods need to be found 
to change it.   
 
The rate of females pursuing technical and engineering postsecondary studies continues 
to lag behind that of males (Cavanagh, 2007) and remains an ongoing concern.  The 
significant differences between males and females on overall post-test scores and two 
sub-tests may indicate that different instructional methods may be needed.  Future 
research should continue to examine gender performance with larger samples of females 
as different instructional methods are introduced. 
   
Inquiry-based activities designed to address persistent misconceptions and similar to 
those developed in the sciences are currently being planned.  Preliminary work on using 
these methods in engineering courses seems encouraging (Nottis, Prince, & Vigeant, 
2008).   

References 
 
Carlton, K. (2000). Teaching about heat and temperature. Physics Education, 35(2), 101- 

105. 
Cavanagh, S. (2007). When it comes to math and science, mom and dad count. Education 

Week, 27(9), 8.  
Hestenes, D., Wells, M., & Swackhamer, G. (1992). Force concept inventory. The 

Physics Teacher, 30, 141-158. 
Jasien, P. G., & Oberem, G. E. (2002). Understanding of elementary concepts in heat and 

temperature among college students and K-12 teachers. Journal of Chemical 
Education, 79(7), 889-895. 

Miller, R. L., Streveler, R. A., Olds, B. M., Chi, M. T. H., Nelson, M. A., & Geist, M. R. 
(2006). Misconceptions about rate processes: Preliminary evidence for the 
importance of emergent conceptual schemas in thermal and transport sciences. In 
Proceedings, American Society for Engineering Education Annual Conference, 
Chicago, IL. 

Nottis, K. E. K., Prince, M., & Vigeant, M. (2008, October). Addressing Misconceptions 
about Heat Transfer in Undergraduate Chemical Engineering Instruction.   

2010 HICE Proceedings - Page 3717



Paper presented at the Northeastern Educational Research Association 
conference, Rocky Hill, CT. 

Nottis, K., Prince, M., & Vigeant, M. (2009, January). Development of an Instrument to 
Assess Crucial Concepts about Heat Transfer in Undergraduate Chemical 
Engineering Instruction.  Paper presented at the 7th Annual Hawaii International 
Conference on Education, Honolulu, HI. 

Prince, M., & Vigeant, M. (2006). Using inquiry-based activities to promote 
understanding of critical engineering concepts.  Paper presented at the ASEE 
National Conference, Chicago, IL. 

Prince, M., Vigeant, M. & Nottis, K. (2009, June). Development of Concept Inventory in 
Heat Transfer, Paper presented at the ASEE National Meeting, Austin, TX.   

Suping, S. (2003). Conceptual change among students in science. ERIC Digest. 
Thomaz, M. F., Malaquas, I. M., Valente, M. C., & Antunes, M. J.(1995). An attempt to 

overcome alternative conceptions related to heat and temperature. Physics 
Education, 30, 19-26. 

 

2010 HICE Proceedings - Page 3718



2010 HICE Proceedings - Page 3719



2010 HICE Proceedings - Page 3720



2010 HICE Proceedings - Page 3721



2010 HICE Proceedings - Page 3722



2010 HICE Proceedings - Page 3723



2010 HICE Proceedings - Page 3724



2010 HICE Proceedings - Page 3725



2010 HICE Proceedings - Page 3726



2010 HICE Proceedings - Page 3727



2010 HICE Proceedings - Page 3728



2010 HICE Proceedings - Page 3729



2010 HICE Proceedings - Page 3730



2010 HICE Proceedings - Page 3731



2010 HICE Proceedings - Page 3732



2010 HICE Proceedings - Page 3733



2010 HICE Proceedings - Page 3734



2010 HICE Proceedings - Page 3735



2010 HICE Proceedings - Page 3736



2010 HICE Proceedings - Page 3737



2010 HICE Proceedings - Page 3738



2010 HICE Proceedings - Page 3739



2010 HICE Proceedings - Page 3740



2010 HICE Proceedings - Page 3741



2010 HICE Proceedings - Page 3742



2010 HICE Proceedings - Page 3743



2010 HICE Proceedings - Page 3744



2010 HICE Proceedings - Page 3745



2010 HICE Proceedings - Page 3746



2010 HICE Proceedings - Page 3747



2010 HICE Proceedings - Page 3748



2010 HICE Proceedings - Page 3749



2010 HICE Proceedings - Page 3750



2010 HICE Proceedings - Page 3751



2010 HICE Proceedings - Page 3752



2010 HICE Proceedings - Page 3753



2010 HICE Proceedings - Page 3754



2010 HICE Proceedings - Page 3755



2010 HICE Proceedings - Page 3756



2010 HICE Proceedings - Page 3757



2010 HICE Proceedings - Page 3758



2010 HICE Proceedings - Page 3759



The Right to Privacy in the E‐Learning Environment?    

1 
 

The Right to Privacy in the E-Learning Environment: What Do Users Expect? 
  
Louis B. Swartz, J.D., Associate Professor of Legal Studies, Robert Morris University, 6001 
University Boulevard, Moon Township, PA. 15108. (412) 397-3249, (412) 397-2172. 
swartz@rmu.edu, louis.swartz@swartzlovejoy.com 

 
Michele T. Cole, J.D., Ph.D., Associate Professor of Nonprofit Management, Robert Morris 
University, 6001 University Boulevard, Moon Township, PA. 15108. (412) 397-2126,           
(412) 397-2172. cole@rmu.edu 
 
David A. Lovejoy, J.D., Part-Time Faculty, Economics and Legal Studies, Robert Morris 
University, 6001 University Boulevard, Moon Township, PA. 15108. (412) 397-4200,          
(412) 397-2172. lovejoy@rmu.edu, david.lovejoy@swartzlovejoy.com 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

2010 HICE Proceedings - Page 3760



The Right to Privacy in the E‐Learning Environment?    

2 
 

The Right to Privacy in the E-Learning Environment: What Do Users Expect? 
 

Abstract 
 
Privacy is not recognized as a separate right under United States law. Certain privacy 
protections are afforded to consumers through legislation, but not in the e-learning context. 
With limited exceptions, there is no statutory or case law protecting users in the online 
environment. What do consumers of online education know about their privacy protections  
when in an online environment? This study looked at the attitudes and beliefs of users in the 
e-learning environment. Surveys of students using online tools in their courses demonstrated a 
widespread belief that their communications were private. A separate survey of instructors 
using online tools revealed a lack of awareness of the potential for abuse by third parties able 
to access users’ information. Survey results were inconclusive with regard to the existence of 
policies and procedures protecting privacy in e-learning within the institutions. Respondents 
to both surveys added recommendations for increasing awareness of privacy issues online.  
 

Introduction 
 

 What are the rights to privacy in the e-learning? Specifically, what does the right to 
privacy mean in an online classroom environment? How private are student exchanges in an 
online course? How do instructors ensure that those rights are protected at the course level?  
Are there university policies that protect users’ rights to privacy in e-learning at their 
institutions? 
     

To date, research has focused on how best to use the online platform to facilitate 
learning, with limited attention given as to how online instruction might impact students’ 
rights to privacy. Francis (2002) noted that online courses bring into play a new set of 
instructional factors and variables. One of the more critical factors is the security of personal 
information that is shared in the online classroom.  
 
 As the use of information communication technologies in education continues to grow, 
and as access to information broadens, policy-makers are increasing  their efforts to find more  
effective ways to provide a secure online environment for users of online technology. With 
regard to higher education, it is not that the need to protect students’ rights is new, but rather 
that the potential for violation of those rights has increased with expanding internet usage. 
Technology opens up the world to students and students to the world in ways that educators 
and policy-makers had not thought possible a decade ago. 
   
Privacy as a Right 
 
 Sandler (1997) describes “privacy” as an expectation that confidential personal 
information disclosed in a private place will not be disclosed to another. Such information 
would include facts, photos and videos as well as opinions.  
 
 In the United States, recognition of the right to privacy has developed incrementally 
through case law and legal commentary. Although Judge Cooley is said to have coined the 
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phrase, “to be let alone” in 1888 as a statement of a right to privacy, it was not until  the 
publication of Warren and Brandeis’ Harvard Law Review article in 1890 that privacy as a 
separate legal doctrine was considered by American courts. Warren and Brandeis argued that 
the series of decisions they had reviewed were really based on a broader principle, which 
should be recognized as a separate right (Prosser, 1971).   
 
 While the U.S. Constitution does not contain an express right to privacy, privacy 
interests have been protected under the First, Fourth and Fifth Amendments to the 
Constitution in case law. The Fourteenth Amendment has been interpreted as providing a 
right to personal autonomy.   
 
Online Privacy Protections 
 
 In a report to Congress in 1999, Stevens acknowledged that successful internet and e-
commerce depended upon the recognition of the private nature of personal information. 
However, at this writing, only personal information collected by the federal government has 
some protection in federal law. The only protection for online personal information collected 
by others is found in the Children’s Online Privacy Protection Act of 1998. 
 
 In 2009, citing threats to the nation’s information, economic and security networks, the 
Obama administration announced the creation of a White House office of cyber-security. In 
his remarks, President Obama said, “It’s about the privacy and economic security of 
American families.” (Text, May 29, 2009). The new cybersecurity coordinator is responsible 
to the President for cybersecurity policy coordination and integration, ensuring that agency 
budgets reflect those policies and coordination of any necessary response to cyber attack. The 
cybersecurity coordinator’s first task will be to develop policies and procedures to secure the 
privacy of data critical to the national security and economy of the United States. However, 
the new security measures are not intended to interfere with how businesses protect their data. 
The Administration has recognized the need for technology fields to gain attention in 
educational institutions, “…we will begin a national campaign to promote cybersecurity 
awareness and digital literacy from our boardrooms to our classrooms…” (Text, May 29, 
2009). Privacy protections in online educational forums may follow.  
 
 Threats to privacy interests found in the disclosure of personal information have 
resulted from more sophisticated technology, widespread internet usage for social as well as 
commercial purposes, and the usage by marketers and advertisers of information posted on 
websites, which is then released in the commercial context. The result has been the 
publication of an enormous amount of personal data about finances and credit, health and 
medical issues, taxes, employment histories, business transactions, proprietary information 
and customer profiles. This is data that is useful to a variety of industries, such as government 
agencies, direct marketers, reference services and consumer reporting agencies (Stevens, 
1999). 
  
 With regard to privacy protections in U.S. institutions of higher education, courts have 
narrowly interpreted the Family Education Rights and Privacy Act (FERPA)’s application to 
educational records, and have specifically held that activities in a classroom are not 
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“educational records” subject to FERPA (Falvo v. Owasso Independent School District, 
2002). Whether other classroom activities, such as discussion or question and answer 
sessions, are subject to FERPA is a question that has not been answered by any court. 
However, on-line activities, such as chat rooms or threaded discussions, are not a direct 
analogy to in-person classroom activities. Classroom discussions and other activities 
(including those that are taped), by their nature, are not easily communicated to the world at 
large, whereas on-line activities can be instantaneously emailed, blogged, twittered and posted 
to the entire on-line world. Does a student have an appreciation of this difference, and do 
institutions need to warn students of it? 
 
Privacy Protections in E-Learning  
   
  Allen and Seaman (2008), in their report Staying the Course: Online Education in the 
United States, 2008, note that online enrollments continue to outpace the growth in overall 
higher education enrollment. According to the available evidence, growth in online 
enrollments will continue to outpace enrollment in onground courses. At the start of the 
academic year in 2007, over 20% of all students in higher education were taking at least one 
online course, an increase of 12 % over 2006. The report demonstrates that growth in online 
education is occurring across disciplines, in public and private-for-profit and private nonprofit 
institutions and at all levels, from the associate degree to the doctoral/research level. 
 
 The exponential growth of online education forms the basis for Storey and Tebes’ 
(2008) research into protecting users’ rights to privacy. Their work focused on the 
institution’s responsibility to the instructor and the instructor’s right to privacy in the conduct 
of online courses.  The authors emphasized the need for institutions to develop and adopt 
universal ethical models that would be applicable to users’ privacy issues.  
 
 Lin, Korba, Yee, Shih, and Lin (2004)  note that while there has been considerable 
attention paid to developing instructional tools for online education, little attention has been 
paid to ensuring security and privacy for users. The literature that has focused on ensuring 
security and privacy has dealt with legislative requirements, user trust/confidence issues, and 
design concerns. 
  
 Wallace (2007) too acknowledged that the use of online instructional methods has 
grown consistently. Online teaching is no longer on the fringe, nor are today’s users 
considered to be first adopters. Her research examined the connection (or disconnection) 
between online course delivery and institutional policies and found “Despite the growth in use 
of educational technologies, universities often reflect an institutional assumption that 
instructors, students and instruction are on campus. As a result, existing policies often fail to 
provide guidelines for online teaching and learning activities” (p. 88).  
 
Students’ Expectation of Privacy in the E-Learning Environment 
  
 The authors surveyed their spring 2009 classes, three undergraduate and one graduate 
class, regarding the students’ beliefs about the privacy of their communications in the e-
learning environment. There were one hundred sixty-two students in the four classes. The 
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survey was anonymous.  Students in all of the undergraduate classes were offered bonus 
points to respond to the survey. The survey is attached at A. 
 
 Survey results. 
  
 Over a three-day period, one hundred fifteen responses were received for a participation 
rate of 71%.  More than 95% thought that their e-mails were private; seventy-one percent 
expected that their online communications with the course instructor would be private. When 
asked if the student knew if the university or the student’s department had a privacy policy, 
43% thought the university did have a policy (none was aware of a departmental policy). Of 
those who were aware of a university policy, 55% said that they had read it. Sixty-two percent 
were not aware that others in the institution, such as web managers, administrators or those 
associated with the online platform could access the information they posted. Seventy-nine 
percent did not know that the information posted online could be used for marketing purposes 
by the online platform. Yet 77% had been asked to share personal information, 83% had been 
asked to share e-mail addresses, and more than 62% had been asked to share contact 
information beyond e-mail addresses. 
 
 Independent samples t-tests were run on the six parts of question three, asking if the 
student had an expectation of privacy when using any of the online tools, chat rooms, student 
lounges, e-mail, discussion boards, drop boxes, or other tools. There were no statistically 
significant differences between the two largest grouping variables, students who taken only 
traditional courses and those who had taken both online and onland courses. T-tests were also 
run on question four, asking if the student had taken courses in which other students’ work 
was made available, and on question seven, asking if in any course, the student had had access 
to other students’ grades. For parts of both questions, there were statistically significant 
differences at the .005 level with regard to the availability of student work, and access to 
student evaluations, when using the same grouping variables.  
  
 Forty-seven students provided comments and recommendations such as: 
 

 “Everything online should be confidential”,  
 “don’t share information that you do not want others to have”,  
 “make student personal information unavailable, and posts to blackboard forums   

anonymous and not allow other students to view it”  
 “Policy review should occur and students should sign a confidentiality agreement. 

At any  time, information cannot be kept confidential, students should be 
informed”, 

 “enhancing the privacy policies, and having a printed copy in each classroom”,  
 “Make sure students are informed of policies and methods to protect themselves”.  

  
 

 Gross & Acquisti (2005), in their survey of 4,000 university students using online social 
networks, found that students were willing to provide vast amounts of personal information 
without much concern for the risks to privacy. Because so few students actually used the 
privacy protections available, the authors concluded that student users exposed themselves to 
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a variety of physical and cyber risks and made it easy for third parties to create profiles of 
their behaviors. 

 
 Instructors’ Perspective on Students’ Right to Privacy 
 
 The authors also surveyed instructors of online business law courses to determine what 
was being done to protect students’ rights and what the expectations for privacy were in an 
online course from the instructor’s perspective. Participants were drawn from the membership 
of the Academy of Legal Studies in Business (ALSB). The survey is attached at B. 

 
Using Vovici, a web-based survey tool, data was gathered on current practices with 

regard to the use of synchronous and asynchronous teaching tools, chat rooms, faculty and 
student “lounges”, e-mail, discussion boards, drop boxes, grading forums, etc. Open-ended 
questions on experiences with privacy violations, and recommendations for safeguards 
captured qualitative data. Results were transferred from Vovici into SPSS (statistical analysis 
software). Analysis was both quantitative and qualitative.  

 
The preface to the survey, “Protecting Users’ Rights to Privacy in Online Instruction”, 

explained the significance of the study and asked for recommendations for the field.  
 
 Survey results. 
 
 Eighty-five responses to the survey were received. Twenty-seven (31.8%) respondents 
taught both online and onland courses, three (3.5%) taught only online and two (2.4%) used 
hybrid or online components in the classroom. Eighty-three instructors or 97.6% of the 
respondents used e-mail. With regard to the online instructional tools, forty-four (51.8%) used 
threaded discussions or discussion boards, both of which are online features. Twenty-six 
(30.6%) used the drop box feature. Fifteen instructors chose “other”. Sample responses in this 
category included downloaded materials onto course website, online quizzes, assignments 
posted in Blackboard, video conferencing, live audio with moderated text window, blogs, 
grade book, syllabus and resource forums. 
 
 With regard to sharing student work with others, the majority of the responses were 
negative. Forty-eight (57.1%) said “never”. However, twenty-one (25%) responded 
“sometimes”. Six instructors chose “other” without really answering the question, but instead 
offered caveats, such as “very rarely”, “with permission or advance notice”, “samples from 
prior semesters”, “after those works have been graded”. Only one respondent said “only with 
express student permission”. Two of those who selected “other” indicated that the discussion 
areas were open and that posting in the thread is voluntary.  
  
 Thirty-four instructors (40%) asked students to share personal information. Six (7.1%) 
asked students to post or make available photos. Twelve (10.6%) asked the students to keep 
the information shared confidential. Comments added in “other” pointed to the voluntary 
nature of the postings. 
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 Yet fifty-five (66.5%) of the instructors did not advise students that others at the 
institution could access the information that the students posted online. Eleven (13.1%) did 
inform their students that others had access to their postings. Seventeen (20.2%) said the 
question did not apply, possibly because those instructors did not teach online and/or viewed 
“e-mail” as outside the scope of the question. 
  
  When instructors were asked if their institutions had a privacy policy, fifty-seven 
(67.1%) said yes; twenty-six (30.6%) did not know. When the institution or department did 
have a privacy policy, in fourteen (28.1%) cases, instructors did advise the students of it. 
However, the majority or forty-three (50.6%) did not advise students of the policy.  Fifty-nine 
instructors (70.2%) did not advise users of the online platform’s privacy policy, possibly 
because the instructor was unaware of it. 
 
 Requirements of the policies around privacy of student records (FERPA in the United 
States, FOIP in Alberta, Canada) were better known. Fifty-nine instructors (69.4%) were 
familiar with the policies, twenty-one (24.7%) were not. 
 
 Some suggestions were made in response to the question, “What recommendations do 
you have for protecting users' privacy rights in online instruction? In the classroom?” Such as: 
 

 Better education of student rights for all those who may have an opportunity to view 
student users’ private items.  
 

 Regular faculty/staff training. 
 

 All privacy rights begin with the concept of "reasonable expectation." As everything 
that takes place in the classroom, and nearly everything that is shared in an online 
class, is viewed by several dozen people, there is no "reasonable expectation" of 
privacy in such cases, and consequently no privacy rights. Grades and other personal 
records are absolutely protected by FERPA, but peer grading does not violate that 
statute.  
 

 Not use the program that allows students to upload their course-related productions to 
the university server and then allow third parties to access the information. Severely 
restrict access to all online course materials, such as eCourses, with some built-in 
device that tracks at least the identity of persons who access the source, when and for 
how long. 
 

 Participation in an on-line community, including a class, should entail informed consent 
and waiver of privacy rights to the extent that they would preclude having the 
community in the first place. Unless technology can provide a hacker proof equivalent 
of Rawls' "original position/veil of ignorance" … 
 

 Syllabus notice for students to not share employer or other organization's information 
without permission. 
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 Use of passwords, limited access. 
 

 Stress confidentiality in syllabus, before class assignments and class discussions that 
draw on professional and personal experience. 
 

 Tell students that anything in a computer can be gotten out by someone who knows how 
to do it. Protect self even in disposing of a computer. 

 
 Independent samples t-tests were run on questions three through six which asked 
instructors whether they made student work available to others in the course, if they asked 
students to share personal information, if they required students to evaluate other students and 
if students had access to other students’ grades. Comparing the two largest groups of 
instructors, those who taught in the classroom (fifty-two) and those who taught in both 
formats (twenty-seven), there were statistically significant differences with regard to question 
three; do you make student work, e.g., essays or projects, available to others in the course? ; 
and two parts of question four, do you ask students to: share information about themselves, 
post or make available photos of themselves.  Means for question three were 1.46 and .78; for 
question four, the means were .23 and .70, and .02 and .15. Significance (2-tailed) for 
question three was .038. For question four, significance (2-tailed) was .000 and .024.  
 
 Sharing student work, such as essays or projects, with other students was higher in the 
classroom setting than in the online environment. As might be expected, the sharing of 
students’ personal information and photos was higher online than in the classroom. There 
were no other statistically significant differences between the classroom and online uses of 
student information.  
  
 Using the same grouping variables, instructors who taught in the classroom and those 
who taught both onland and online, independent samples t-tests were run on question seven 
asking about the use of copyright material in courses being taught.  There were no statistically 
significant differences between the two groups. Usage of copyrighted material was equivalent 
in both settings. With regard to whether instructors advised their students that third parties 
could access their personal information once placed online, there was a statistically significant  
difference between the two groups at the .001 level. 
 
Privacy Policies of Institutions of Higher Education 
 
 A number of universities have attempted to address the issue of privacy in e-learning. 
They have recognized a concern for their students’ privacy, published policy statements and 
made guidelines for use in web teaching available to instructors. Dartmouth College in New 
Hampshire is an example of one such university. In Privacy in the Online Classroom, Horton 
observes of the Dartmouth privacy policy: 

 
One of the benefits of Web publishing is that you can make something as visible and 
accessible as a billboard, but only to a select audience. Although privacy seems to run 
counter to the philosophy of the Web - all information for all comers - in many 
instances, you may not want your Web-based materials to be world-accessible. 
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When considering privacy issues for your course Web site, first determine whether 
you have a need for restricting access to your materials. If so, evaluate the different 
restriction methods to determine which best accommodates your needs, and find out 
which ones are in use at your institution. (Horton, ¶¶ 1-2, 2002) 
 

 There are practical reasons to limit access, despite the advantages to the students of the 
wide publication of their work possible on the web. Limiting access only to users in the 
course may allow the instructor to better tailor material. Limiting access also protects users’ 
work from misappropriation. Knowing that the course is open only to classmates and the 
instructor might encourage fuller participation (Horton, 2002). Although if the Gross & 
Acquisti (2005) study is any guide, most students are not hesitant to participate in unsecured 
sites. 
  

For the University of Sydney Faculty of Health Sciences, three principles in online 
educational website management are paramount: notice, choice, and security. Because 
students need to know how privacy issues are addressed in each website, the University 
makes its privacy policy readily accessible from each website from its homepage. Students 
and users are told what sort of information could be collected, who would collect it and  for 
what purpose, how anonymity would be insured, how to consent and what the consequences 
of not consenting would be and where to locate the University/Faculty privacy policy. In 
specified instances, users may refuse to allow information to be collected or used. It is the 
Faculty’s responsibility to insure that how data is collected and stored is secure (Faculty of 
Health Sciences, 2004).   

 
The Department of Management, Marketing, & Information Management/E-

Commerce at Jacksonville State University privacy policy clearly states what and when 
personal identifying information (PII) of a student may be used by the institution. For 
example, PII voluntarily provided to the Department is collected so that student needs may be 
better served. That information also may be used for legitimate academic purposes, such as 
research and for promotional purposes as well as to improve course offerings and the 
Department’s web sites. The policy statement explicitly states that it is not the policy to share 
student’s personal identifying information with third parties outside of the College of 
Commerce and Business Administration. The policy statement also advises students that those 
outside of the Department may access what they do post in a public area of the Web site 
(Thomas, 2009).  
 

However, for the most part, institutional policies on disclosure and security of 
students’ academic records, do not address disclosure and security in an online setting. Some 
universities have begun to ask students taking online courses to sign release forms at the 
beginning of the course. The releases would apply to keeping the student’s online work for a 
specified time period, would inform students if and how their online discussions could be 
used for research, and who could access their discussions in the course (Wallace, 2002). 
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Discussion and Conclusion 
  
 Online education is expected to continue to grow to meet the demands of a more diverse 
workforce in need of continuing education, working adults seeking undergraduate and 
graduate degrees, people in the military unable to take traditional classroom coursework, 
students with disabilities, learners in rural communities, and students for whom online 
education better suits their learning styles as well as those who prefer the convenience of 
distance learning. Technology will continue to link people together and facilitate access to 
information, all types of information. As it does, the limited protections afforded currently by 
various statutes will be inadequate to protect users in an online environment.  
  
  The solution for protecting students’ personal information and ensuring their privacy 
rights will need to begin at the institutional level since it is the institutions that have access to 
more powerful and comprehensive applications than do individual users. It is also at the 
institutional level that safeguards can be put in place to thwart individual applications that 
might interfere with other instructional applications in the e-learning environment.  
 
 Surveys of students in online programs as well as those enrolled in traditional classroom 
courses revealed that most of the students were mistaken as to the degree to which their use of 
e-mail and online course tools were protected from third-party observation and use. A survey 
of instructors of business law courses who used web-based instructional tools, demonstrated 
more awareness of the lack of privacy when participating in internet activities, but also 
showed a general lack of course policies to inform students of the risks inherent in the 
openness of their communications. In both surveys, participants were asked if they knew if 
the institution had a privacy policy and if they believed the institution did have a privacy 
policy, had they read it. More than 40% of the students and 60% of the instructors thought 
there was a policy; approximately half of the students had read it or were made aware of the 
policy by their instructors.  
 
 Privacy policies that were posted on the websites for the instructional platforms, such as 
Blackboard and eCollege were lengthy, as are many included on commercial websites. It 
would be difficult to say if users of any website actually read and understand the policy 
statements. 
 
 Recommendations from the students and instructors who were surveyed on how to 
protect users’ personal information from unauthorized publication were limited to making 
users aware that their information was not protected (and not worrying about it) and not using 
the online tools that could not make information secure. We suggest that these are 
understandable but unrealistic solutions. 
 
  On the policy level, striking a balance between individual rights and the state’s rights 
almost certainly preclude a comprehensive ban on access to information. At this time, with 
the exception of the Children’s Online Privacy Protection Act (COPPA) which gives parents 
control over the types and uses of information on their children collected by third parties in 
the private sector, it seems unlikely that legislation limiting commercial access would pass 
constitutional tests in the United States. 

2010 HICE Proceedings - Page 3769



The Right to Privacy in the E‐Learning Environment?    

11 
 

 
 It seems clear that with regard to protecting users’ rights to privacy in e-learning, 
instructors and institutions need to engage in a serious conversation about the need to protect 
users. On the institutional level, this would require a review of technology and development 
of guidelines and policies. What should instructors do to protect their students’ rights to 
privacy in the current environment? Instructors should familiarize themselves with their 
institutional and departmental policies and protections for users in online learning; 
communicate those policies to their students (in their syllabi, postings, announcements in 
class and online); alert students to the openness of electronic communications, e-mail, 
discussion boards, chat rooms, Facebook, etc; and provide guidelines for online exchanges in 
the course.  
 
 It is clear from this research, as well as the research of others on the subject of the 
online teaching environment along with its online learning tools and activities, there will be a 
greater demand for online instruction in the years to come. Hopefully, policies and procedures 
to protect users will follow the growing awareness of the personal vulnerability in the online 
environment. 
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Appendix A 

Protecting Users' Rights to Privacy in Online Instruction  
 
We are preparing an article on the rights to privacy that users, you, expect when taking an online course 
and/or using web-based tools to learn or communicate. We would appreciate your input as we go 
forward. Would you please take a few minutes to review the questions and answer what you can. Thank 
you. 

This survey will take between 5 to 10 minutes to complete.  Individual survey responses will not be 
identifiable and all data will be securely stored. Data will be analyzed and presented in the aggregate 
only. There are no foreseeable risks or any direct benefits to you for completing this survey. If you do 
have any questions or concerns, please contact one of us or the Robert Morris University IRB committee. 
We can be reached at  
swartz@rmu.edu, cole@rmu.edu, or lovejoy@rmu.edu.  The address for the IRB is irb@rmu.edu 

 
Thank you in advance for your participation.  
 

1)  Do you take, or have you taken 
                Online courses 
                Classroom or onland courses 
                Both 
                Other (please specify)                

If you selected other, please specify               
______________________________________________________________________ 
2)  Do you have an expectation of privacy when communicating with your instructor in an 
online course? 
                yes 
                no 
                I have not thought about it 
                Other (please specify)                

If you selected other, please specify               
______________________________________________________________________ 
3)  Do you have an expectation of privacy when you participate in any of the following? 

 yesnoI have not thought about it

chat rooms   

student "lounges"   

e-mail   
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discussion boards or threaded discussions   

drop boxes   

other   

 
4)  Have you taken any courses in which other student work, e.g., essays or projects, was 
made available to you? 
                Often 
                Sometimes 
                Never 
                Other (please specify)                

If you selected other, please specify               
______________________________________________________________________ 
5)  In any of your courses, have you been asked to: 
                share information about yourself 
                post or make available a photo of yourself 
                share your e-mail address 
                share contact information other than an e-mail address 
                consent to sharing personal information with your fellow classmates 
                keep information shared in the course confidential 
                Other (please specify)                

If you selected other, please specify               
______________________________________________________________________ 
6)  As part of the course, have you been asked by an instructor to grade or otherwise 
evaluate another student/s' work? 
                yes, often 
                yes, sometimes 
                no 
                does not apply 
                Other (please specify)                

If you selected other, please specify               
______________________________________________________________________ 
7)  In any course, have you had access to other students' grades and/or evaluations? 
                yes, sometimes 
                yes, anonymously 
                yes, in the aggregate 
                no 
                does not apply  
                Other (please specify) 
              

If you selected other, please specify               
______________________________________________________________________ 
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8)  In your courses, are you aware of having used copyrighted material? 
                Often in the classroom  
                Often online 
                Sometimes in the classroom  
                Sometimes online  
                Never 
                Does not apply 
                Other (please specify)               

If you selected other, please specify               
______________________________________________________________________ 
9)  Do you know if Robert Morris University or your department has a privacy policy? 
                yes, the institution does  
                no, the institution does not  
                do not know 
                yes, the department does 
                no, the department does not 
                Other (please specify) 
               

If you selected other, please specify               
______________________________________________________________________ 
10)  If you are aware that RMU or your department has a policy on privacy rights, have you 
read the policy?  
                yes 
                no 
                does not apply 
                Other (please specify)                

If you selected other, please specify               
______________________________________________________________________ 
11)  Have you been advised or are you otherwise aware that others at RMU, such as, web 
managers, administrators and those associated with the teaching platform may access or 
monitor the information that you post online? 
                yes 
                no 
                does not apply 
                Other (please specify)                

If you selected other, please specify               
______________________________________________________________________ 
12)  Have you been advised, or are you otherwise aware that information that you post 
online, including personal data may be used for marketing purposes? 
                yes 
                no 
                does not apply 
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                Other (please specify)                

If you selected other, please specify               
______________________________________________________________________ 
13) What recommendations do you have for protecting users'/students' privacy rights in 
online instruction? In the classroom?               

_____________________________________________________________________________________
_____________________________________________________________________________________
_____________________________________________________________________________________ 

 

 

Thank you for your time and recommendations. We appreciate your participation. 
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Appendix B 

Protecting Users' Rights to Privacy in Online Instruction  
 
We are preparing an article on the protections instructors build into online business law courses. We are 
interested in what you may be doing at your institution and in your courses, as well as what 
recommendations you might have for the field.  
 
This survey will take between 5 to 10 minutes to complete.  Individual survey responses will not be 
identifiable and all data will be securely stored. Data will be analyzed and presented in the aggregate 
only. There are no foreseeable risks or any direct benefits to you for completing this survey. If you do 
have any questions or concerns, please contact one of us or the Robert Morris University IRB committee. 
We can be reached at  
swartz@rmu.edu, cole@rmu.edu, or lovejoy@rmu.edu The IRB Advocate may be reached at (412) 397-
3285. 
 
We will make the results of the survey available to you on the ALSB website. 
Thank you in advance for your participation.  
 
1)  Do you teach 
                Online courses 
                Classroom or onland courses 
                Both 
                Other (please specify) 
              

If you selected other, please specify               
______________________________________________________________________ 
2) Which of the following instructional tools do you use for either online or 
classroom/onland courses? 
                chat rooms 
                faculty and student "lounges" 
                student "lounges" 
                e-mail 
                discussion boards or threaded discussions 
                drop boxes 
                grading forums 
                Other (please specify) 
               

If you selected other, please specify               
______________________________________________________________________ 
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3)  Do you make student work, e.g., essays or projects, available to others in the course? 
                Often 
                Sometimes 
                Never 
                Other (please specify)                

If you selected other, please specify               
______________________________________________________________________ 

 
4)  Do you ask students to: 
                share information about themselves 
                post or make available photos of themselves 
                share e-mail addresses 
                share contact information other than e-mail addresses 
                consent to sharing personal information with fellow classmates 
                keep information shared in the course confidential 
                Other (please specify) 
              

If you selected other, please specify               
______________________________________________________________________ 
5) Do you require students to grade or otherwise evaluate other student/s' work? 
                yes, often 
                yes, sometimes 
                no 
                does not apply 
                Other (please specify) 
               

If you selected other, please specify               
______________________________________________________________________ 
6) Do students have access to other students' grades and/or evaluations? 
                yes, sometimes 
                yes, anonymously 
                yes, in the aggregate 
                no 
                does not apply  
                Other (please specify) 
               

If you selected other, please specify               
______________________________________________________________________ 
7) Do you use copyrighted material in your online and/or onground courses? 
                Often in the classroom  
                Often online 
                Sometimes in the classroom  
                Sometimes online  
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                Never 
                Does not apply 
                Other (please specify) 
               

If you selected other, please specify               
______________________________________________________________________ 
8) Does your institution or department have a privacy policy? 
                yes, the institution does  
                no, the institution does not  
                do not know 
                yes, the department does 
                no, the department does not 
                Other (please specify)                

If you selected other, please specify               
______________________________________________________________________ 
9) If your institution and/or department does have a privacy policy, do you advise students 
of it? 
                yes, in the syllabus 
                yes, verbally 
                yes, by e-mail 
                no 
                does not apply 
                Other (please specify)                

If you selected other, please specify               
______________________________________________________________________ 
10)  Do you advise users in your courses that others at the institution, such as, web 
managers, administrators and those associated with the teaching platform may access the 
information that they post online? 
                yes 
                no 
                does not apply 
                Other (please specify) 
              

If you selected other, please specify               
______________________________________________________________________ 
11) Do you believe that users' privacy in online instruction needs protections beyond what 
are currently afforded? 
                yes 
                no 
                do not know 
                Other (please specify) 
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If you selected other, please specify               
______________________________________________________________________ 
12) Which of the following teaching platforms do you use at your institution? 
                Blackboard 
                eCollege 
                Other (please specify) 
               

If you selected other, please specify               
______________________________________________________________________ 
13) Do you advise users in your courses of the online platform’s privacy policy? 
                yes 
                no 
                does not apply 
                Other (please specify)                

If you selected other, please specify               
______________________________________________________________________ 
14) Are you familiar with the requirements of FERPA? 
                yes 
                no 
                Other (please specify)                

If you selected other, please specify               
______________________________________________________________________ 
15) Has your institution determined if any or all of instructors' online courses are in 
compliance with FERPA? 
                yes 
                no 
                do not know 
                Other (please specify)               

If you selected other, please specify               
______________________________________________________________________ 
16) What recommendations do you have for protecting users' privacy rights in online 
instruction? In the classroom?               

_____________________________________________________________________________________
_____________________________________________________________________________________
_____________________________________________________________________________________ 

 

Thank you for your time and recommendations. We appreciate your participation. 
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